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THE ACQUISITIONOF PROFESSIONALCOMPETENCE
Abstract

The research began by examining professions, both historically and as they are today. It
went on to investigate the nature of professional practice and professional competence. In
particular, it attempted to throw fresh light on how professional competence is acquired and
maintained.
The research consisted of an extensive literature study and empirical work which included indepth interviews with practitioners from 20 different professions. This was followed by a
series of larger-scale postal surveys across six of these. The chosen professions ranged
from traditional ones, including the Church, the Bar and Medicine, to newer professional-type
occupations, such as Training, Personnel Management and Information Technology
Consultancy. A total of 80 people were interviewed and a further 372 completed survey
questionnaires.

Followinga reviewof existingmodelsof competence,a new, 'provisionalmodel of
professionalcompetence'was developed. This drew on a numberof earlier modelsand
relatedconcepts,and was influencedby both reflectivepractitionerand competencebased
approachesto professionaldevelopment.The new modelwas exposedto expert and
academiccriticismthrougha seriesof conferenceand journal papers,commentsbeing
receivedfrom a total of 70 people. The model was also tested empirically,after which a
revisedversionwas developed.
The empirical stage of the research had a number of strands, in addition to being used for
testing the model. It examined the nature of modem professions and tested the validity of
certain characteristics traditionally associated with professions - altruism, autonomy, selfregulation, etc. It also examined the nature of professional practice and tested the validity of
two competing epistemologies - 'technical-rationality' and 'knowing-in-action' (reflective
practice). It investigated how professional competence is acquired, examining the
contribution made by both formal development programmes and various kinds of informal
experience to which practitioners are exposed. It sought to identify the conditions and
environments that are important to professional learning, especially in early practice. Finally,
it looked at how professionals maintain their competence through personal learning and
continuing professional development (CPD). Both qualitative and quantitative methods were
employed throughout.
Analysis of results led to the identification of 12 general learning processes or'leaming
mechanisms'. These formed the basis of a taxonomy which was used to classify the range
of informal learning experiences and events reported by respondents.

Outputsfrom the researchincluded:
"a new modelof professionalcompetence;
"a taxonomyof informalprofessionallearningmethods;
"a proposednew (or modified)epistemologyof professionalpractice;
proposed new paradigm of professional development, together with a linked selfdevelopment paradigm;
an exemplar professional development model; and
"a number of practical suggestions for improving professional development programmes.

"a

The research has contributed to knowledge by throwing new light on the nature of both
professional practice and professional competence, and providing insights into the ways
in which people become effective in their professional roles.
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Key Definitions Generated and Used within the Research
an Attribute

any personally-possessedcharacteristic which may
contribute to effective performance

a Competency

an acquired proficiency within a discrete but relatively
broad area of a psychomotor or mental activity which
may require mastery of a range of skills

an Epistemology of
professional practice

an understanding of how professionals operate
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a Meta-competency

a competencythat assistsin developingother

(initial definition)

competencies or is capable of enhancing or mediating
other competencies

a Meta-competency
(revised definition)

a competency that is beyond other competencies, and
which enables individuals to monitor and/or develop
other competencies

a Paradigm of
development

a general approach to development within which a range
of more detailed models of development may operate

a Trans-competency

a competency which spans other competencies, enhancing
or mediating them

a Skill

an acquired proficiency within a discrete and relatively
narrow area of psychomotor and/or mental activity

Coaching

one to one learning support tailored to the needs of an
individual

Contextof work

the particularworkingsituationin which an individualis
requiredto operate

Competence

overall, effective performance within an occupation
which may range from the basic level of proficiency
through to the highest levels of excellence

Core Knowledge

knowledge which is essential to all practice within a
particular domain

FrameworkKnowledge

knowledgewhichis fundamentalto the acquisitionof
furtherknowledgewithina particulardomain

Functional Competence

the ability to perform a range of work-based tasks
effectively to produce required outcomes

Instruction

the inculcation of specific knowledge or skill-related
principles to one or more individuals at the same time

Knowledge/Cognitive
Competence

the possession of appropriate work-related
knowledge and the ability to put this to effective use

Personal/Behavioural
Competence

the ability to adopt appropriate, observable
behaviours in work-related situations

Profession

an occupation based upon specialised study, training
or experience, the purpose of which is to apply skilled
service or advice to others, or to provide technical,
managerial or administrative services to, or within,
organisations in return for a fee or salary

Professional Competence

the possession of the range of attributes necessary
for effective performance within a profession and the
ability to marshal these consistently to produce the desired
overall results

X

Values/Ethical Competence

the possession of appropriate personal and
professional values and the ability to make sound
judgements based upon these in work-related
situations

Work environment

the physical, cultural and social conditions which surround
an individual at work

xi

Chapter 1

Professions at the Millennium

Chapter 1
Professions

at the Millennium

Introduction
Professions have become a fundamental element of modem civilisation. There is hardly
a single part of our lives that is not affected in some way by the work of professional
people. Professionals perform some of the most critical roles in society and, in
developed countries, make up a significant proportion of the workforce. Almost daily, we
rely on the specialist knowledge, wise counsel or skilled performance of one or other
kind of professional. Sometimes we even trust them with our lives. But what makes a
professional effective? How does he or she acquire the knowledge, the skill, the
wisdom and the ability to bring all of these things together to perform competently? An
obvious answer might be - "as a result of undergoing professional training". But what
makes professional training effective? How do professionals continue to develop once
their initial, formal training has ended? What sorts of experience and what kinds of
environment help people to become fully competent?

These issues were central to this research, but before exploring them empirically,
professions were examined through the literature both from an historical perspective and
a contemporary one in order to ground the study in a broad understanding of
professions; of what they were in the past, what they are at present, and what they may
be becoming. The literature linked to professional development was also explored in
depth.

The empirical elements of the research included an examination of the extent to which
existing hypotheses about professional practice and professional development, were
borne out by the experiences of practitioners. The starting point on each hypothesis
was one of neutrality. Other parts of the empirical study were hypothesis-free, seeking
to throw new light on how professionals develop. The research examined the extent to
which professionals felt their competence development had been facilitated by formal
education and training programmes. Equally it sought to identify the types of informal
experience professionals had found particularly formative, and the environments they
had found conducive to their professional learning. The empirical study covered a total
of 20 professions.

The term 'competence' has become value-laden, particularly in the UK where it is often
associated with occupational standards and National Vocational Qualifications, or with
particular approaches to training (more will be said about this in Chapter 3). It is

important to state here that this investigation adopted a broad view of professional
become
fully
how
The
effective and rounded
people
about
was
research
competence.
professionals, not just how they acquire the functional skills of their vocation.

The aims and objectives of the investigation, the key research questions and the
planned outputs are set out formally at the end of this chapter.
Chapter layout and content
The first section of this chapter will examine the central position of professions in
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kinds of changes these are effecting and the challenges they present. The second
section will address the thorny issue of which occupations should be seen as
professions and, after looking at a variety ways in which professions might be identified,
will present the definition used within this research. The third section will examine
different epistemologies of professional practice and associated paradigms of
The
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development,
how
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over
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changed
considering
professional
fourth and fifth sections will look at the role of professional bodies and educational
institutions in developing professionals, examining some of the changes and challenges
each is currently facing. The sixth section will focus on continuing professional
development (CPD) and will identify some of the issues and dichotomies in this area.
The penultimate section will consider the implications of the chapter for the research as
a whole. The final section will formally spell out the aims and objectives of the research,
and will outline the methodology.

Changes and Challenges
The latter half of the twentieth century has seen profound changes both within the
labour market and in society as a whole. Many of these have had significant effects,
both on the numbers of people employed in professional occupations, and on the nature
of professions themselves. This section will take a look at professions as they are
today. It will consider the ways in which they are changing in response to a variety of
social, technological and economic pressures, and it will identify unresolved issues,
some of which are addressed within this research.

Growth in professional employment
As economies around the world become more complex and knowledge based, they are
becoming increasingly dependent upon higher level occupations (Rajan, 1988; DTI,
1998). In the UK, record numbers of people now hold 'professional qualifications' and a
greater proportion of the workforce than ever is employed in professional roles (Watkins
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et al., 1992; DfEE, 1997a; Watkins, 1998). Between 1981 and 1996 the number of
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At the time of writing (November 1998), the number of professionals and associate
professionals in the UK totalled around 5 million, about one fifth of the workforce.
According to government forecasts, these two groups taken together will expand by a
further 17% in the decade between 1996 and 2006 (DfEE, 1997a). Over the same
period, the total size of the workforce is expected to remain fairly static (Wilson, 1991),
meaning that the proportion of professionals in the UK workforce will continue to
increase.

Not only have the ranks of many of the older professions, e. g. the Law, Medicine and
Accountancy, steadily increased in size since the 1960s, but new 'professional-type'

occupations in, for example, Financial Services, Information Technology,
Communications and Broadcasting have emerged, thrown up by the increasing
sophistication of society, new technology and more complex divisions of labour (Watkins
et al., 1992; McGuire, 1993; Watkins, 1998).

Societal dominance of professions
Professionals, if viewed as a whole, are now arguably the most influential group in
society. Both Renner (1978) from a Marxist perspective, and Dahrendorf (1969) from
the less radical, Weberian tradition, see the rise of this group as nothing less than the
emergence of a powerful, new class - 'the service class'. Watson (1992), echoing the
views of a range of sociologists, describes the growth in professions as, "... the most salient
feature of modem society
associated
characteristically
modem
mode
of
with
a
production,
...
division of labour and set of cultural relations" (ibid., p. 2). He cites, in particular, Parsons
(1968) who writes:
It is my view that the professional complex, though obviously still incomplete in its
development, has already become the most important single component in the
structure of modem societies. It has displaced first, the 'state', in the relatively
modem sense of the term, and more recently, the 'capitalistic' organisation of the
economy. The massive emergence of the professional complex, not the special
status of capitalistic or socialistic modes of organisation, is the crucial structural
development in twentieth century society.

(ibid., p. 545; cited in Watson, 1992, p. 2)
Whilst such a claim is debatable, there is no doubt that professionals are a very
significant force both within the economy and the state. Professional occupations
The terms 'professional' and 'associate professional' are used within Standard Occupational Classifications, discussed In
a
later section (pp. 16-17). These are normally used within official government statistics.
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contribute significantly to industry, commerce, education, public health and government.
They have become an essential part of societal infrastructure.

Most of the people who

run the state - politicians, civil servants, local government officers, the judiciary, and
senior police and army officers - may all be seen as professionals of one kind or
another. Individual professionals are often amongst the most articulate and influential
members of society, and professions acting collectively form powerful lobby groups.

But despite their ubiquity, it is important to recognise that professionals are not a single
homogenous block. There is considerable heterogeneity both between and within
professions (Johnson, 1972; Watson, 1992). Different professions have different selfinterests and these may sometimes be competitive or contradictory to one another.
And, notwithstanding their undoubted influence, professions may be just as much the
slave of economic, social and technological forces as they are their author.
Paradoxically, just as professions have reached a high point in their collective
hegemony, individual professionals are facing disruption, insecurity, loss of autonomy
and a range other challenges. Both older and newer professions are being forced to
adapt to the changing demands and attitudes of society, as well as to technological and
commercial change (Watkins and Drury, 1995).

Changing professional environments
New technologies are rapidly colonising many areas of professional work. Computers,
for example, have impacted on almost all professions. 'Teleworking', the Internet, videoconferencing and mobile communications are changing the way many others operate.
There appear to be few exemptions, even amongst older, more traditional and perhaps
more staid professions. A trivial but telling example that came to light during this
research was the number of clergy with e-mail addresses, and even churches with
Internet'websites'.

In the next few years, the continuing development of Information

and Communications Technologies (ICT) seem certain to impact further on professions.
Many professions are experiencing a rapid and accelerating expansion in their
knowledge bases. In some specialist fields, these are said to be doubling in size every
five to eight years and, in a few cases, may soon be doubling every year (McGuire,
1993).

Professionals in private practice, for example solicitors, accountants, architects and
surveyors, are having to adapt to market conditions which are more commercial and
competitive than ever before. This may require them to develop a whole raft of new
skills, including management, business and even entrepreneurial skills, on top of their
4

profession-specific skills (Radford, 1995; Kennie and Price, 1997). Yet professional
development programmes often fail adequately to cover such areas, in their
concentration on profession-specifictechnical formation (Grover, 1998).
In the USA, McGuire (1993) observes a growth not only in competition between
far
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and
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cry from the days when Carr-Saunders, a distinguished English professor of sociology,
wrote, "Some features of codes of professional practice are common to all professions.
A universal rule is that against advertising" (ibid., 1928, p. 9). McGuire (1993) believes
the current trend is eroding 'collegiality' (the traditional bond of unity and co-operation
between professionals). He suspects it is also raising doubts in the public's mind about
professional integrity.
Such doubts may not be without foundation.

Following an extensive study of medicine

in the USA, Freidson (1970) writes, "A highly competitive practice setting seems to
encourage sharp economic practices, the cutting of technical corners and other
undesirable elements of performance" (ibid., p. 361). Freidson observes that the
traditional safeguard of self-regulation is failing to prevent such malpractice, and predicts
this is bound to lead to increasing demands for legal regulation.

Watkins et al. (1992) argue that in the last few years, there has been a shift in the
relations between the public and professionals as the public has become more educated
and increasingly sceptical. They characterise this as a shift from 'trust' to

'accountability'.
Organisational and structural changes
Many professionals are becoming affected by organisational changes of various kinds.
Some are being absorbed into large, commercial organisations, a process sometimes
referred to as'corporatisation'

(Child and Schriesheim, 1979; Freidson, 1985).

Examples of this are the growth in chain store opticians and high street share shops.
Other professions are experiencing a similar trend, sometimes called 'bureaucratisation'the take-over and/or control of professional roles by bureaucracies (McKinlay, 1982).
Bureaucratisation is already well advanced in, for example, Health Care but some argue
that, even in this sector, its effects are becoming more pronounced as clinical decisions
are increasingly tempered by budgetary and procedural constraints (Oni, 1996).
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that relatively few professionals now work in small private practices. Around 80% of all
professionals are employed by large organisations (Watkins and Drury, 1995, p. 29).
Many such professionals are being affected by a range of structural changes which
include 'downsizing', 'de-layering' and contracting out (Engineering Council, 1993;
Martin, 1995; Watkins et al., 1992). Some have seen their job security and guaranteed
salaries threatened by the imposition of more flexible pay arrangements and looser
employment contracts (Martin, 1995; Caulkin, 1995; Coe, 1995). Caulkin (ibid. ) believes
that 'de-layering' (the reduction of hierarchies) has curtailed the prospect of an upwardlymoving career for many professionals. Coe (ibid. ) notes an increased incidence of
organisations employing a small core of key professionals and a floating periphery of others.
The latter are often ex-employees, contracting back their services on a flexible and irregular
basis. This is similar to the 'core and periphery' tendency within the workforce as a whole,
described by Leadbeater (1989).

Traditional demarcation lines between professions are being eroded and some
organisations now expect their professional employees to become multi-skilled,
acquiring competencies previously within the domain of other professions. Leveson
(1996) provides an example of civil engineers within a certain large construction company
being required to undertake work normally done by surveyors and architects.

Responding to such organisational changes and the growing insecurity they have
generated among large company professionals, one major professional body, the
Engineering Council, is now advising its members to broaden their portfolio of skills in
order to improve their career prospects, or simply to better their chances of survival. The
Council suggests that engineers need to supplement their technical competencies with
managerial, business and language skills (The Engineering Council, 1993).

Changes affecting public sector professionals
In the UK, large numbers of professionals work in the public sector. The National Health
Service, for example, is by far the largest single employer of professionals (Burley,
1997) with approximately half of its 1 million employees in this category.

Many such professionals are experiencing the tightening of supervisory and financial
controls as a result of what Pollitt (1990) characterises as 'managerialism', an attempt to
6
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This process may have increased efficiency, though this is debatable, but it appears
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caused a switch from self-accountability to accountability instead to government, employing
organisations and consumers. They may have also contributed to the sense of
disillusionment which seems currently to exist amongst some Health Care professionals, as
indicated
decade
This
doctors
by
1991
earlier.
a
of
who
qualified
a
survey
witnessed
that 46% regretted having gone into medicine (cited in Watkins et al., 1992. p. 45). The
finding seems to be supported by a more recent survey which showed that nearly one in
five doctors leave the National Health Service within 10 years of qualifying (Ellis, 1998).

Other public sector professionals in the UK have suffered a loss of benefits and
privileges, or had tighter contractual conditions imposed. For example, some university
lecturers have had their tenure removed. Further Education lecturers have had holidays
reduced and class contact time increased. School teachers now face annual appraisals
and performance-related pay. Civil servants have their pay increases geared strictly to
their appraisal marks. Teachers and Health Care professionals, have seen the introduction
of targets and league tables. Opticians, have had their monopolies removed by antirestrictive practice legislation (Watkins et al. 1992). New quality measures such as the
Patient's Charter, customer satisfaction surveys and service level agreements have imposed
a stronger focus on standards of professional performance (Watkins and Drury, 1995).
Pressures to reduce bad practice have led to an increasing demand for 'whistle blowing', with
all its associated ethical dilemmas.

Challengesto professionalauthorityand competence
The strengthening of consumer legislation, greater public awareness of rights, a decline
in deference amongst clients and an increased tendency to challenge expert opinion are
all exerting further pressures on professionals, especially those offering personal or
medical services (Watkins et al., 1992). In the USA, there has been a steep rise in client
litigation (McGuire, 1993) and there is evidence that this trend may be spreading to the
UK. For example, in 1996 the National Health Service paid out £200 million in claims
against Health Care professionals and, according to the Health Ombudsman, the figure
is rising by about 20% every year (Simanowitz, 1998). In response, NHS managers
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Sometimes the process can lead to specialisms which are narrowly

focused, yet deep - i.e. 'specialisms within specialisms'. For example, one hospital
doctor interviewed as part of this research was a consultant orthopaedic surgeon, but
within that specialism worked only on knee joints.

An alternative response to increasing complexity has been what Child and Schriesheim
(1979) call 'vertical differentiation'. This is where new tiers of professionals (or assistant
professionals) are formed within a professional area to deal with certain types of work e.g. the 'practice nurse' who now administers blood pressure and other basic health
checks on behalf of a GP.
Some professions have experienced 'deskilling', as services within their domain have
been taken over by unqualified, or more narrowly qualified, people (Child and
Schriesheim, 1979). This has often led to competition and undercutting from outside the
profession. Examples of this trend in three different professional areas are:

" optometry - self-prescription of spectacles at chemists shops;
Law
done
the
through
conveyancing
conveyancing agencies; and
"
broking
high
the
growth
of
stock
street share shops.
"
-

A number of writers see deskilling as part of a broader process of
'deprofessionalisation', i.e. the take-over of professional roles by lay workers (McGuire,
1993; Haug, 1975; Rothman, 1984), or even by computerised knowledge bases (Haug,
1977). Others predict, more extremely, that the trend could lead to 'proletarianisation'
(Oppenheimer, 1973; Larson, 1980; McKinlay, 1982) - i.e. the reduction of professionals
to mere cogs within the capitalist machine. Shaw (1987) sees the current manifestations
of deskilling amongst professionals as similar to the deskilling that occurred during the
Industrial Revolution which he argues led to the demise of the master craftsman.
But such predictions may be too extreme. Although some professional functions are
undoubtedly being deprofessionalised, professions seem still to have a firm foothold in
society, and professional roles in general appear to be on the increase. Paradoxically,
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The NVQ system is seen by some as undermining established professional development
practices, and traditional routes to accreditation, by offering an alternative way of
becoming qualified (Smith, 1995). This subject will be revisited later in this chapter
(p. 18; pp. 26-27; pp. 28-29) and is discussed in greater depth in Chapter 3 (pp. 71-81).

A further challenge to the monopoly of established professional qualifications comes
from Europe, in the form of a succession of 'Directives' which call for the mutual
recognition of qualifications across the European Union.

Accelerating change?
Change has perhaps always been a feature of professions. Indeed, Bucher and Stelling
(1977, p. 21) observe, "... professions are never fixed, but should be viewed as continuously
in flux, changing in one or another aspect of their internal or external relationships". Few
would disagree that the rate of change in most professions is greater now than ever
before. But what have all of these changes, challenges and pressures to do with this

research?
All of them are impacting, or have the potential to impact, on professional development.
They affect not only what professionals need to know and do, but also how they are to
be recognised as competent and, importantly for this research, how they are to acquire
and maintain their professional competence. If the nature of professions is changing so
radically, then the nature of professional development may also need to change,
perhaps equally radically.
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Some of these issues will be discussed in greater detail later in this chapter and in
following chapters, but first it might be useful to examine the term 'profession' in some
detail.

When is a job a Profession?
Any research which investigates professional competence needs to start from some
notion of what constitutes a profession. At the most basic level, this is necessary in
order to select suitable occupations for study.
In earlier times (prior to the mid-eighteenth century), the number of occupations
recognised as professions was extremely small - the Law, Medicine, the Church,
Architecture, commissioned service in the Armed Forces and, perhaps, Teaching. Now,
any list of professions would run into dozens, if not hundreds, and would need to be
continually expanded as new professions emerge. Most people would accept that there
are now large numbers of jobs which are professional in nature. However, there is little
consensus amongst specialist writers about which occupations should be regarded as
professions, or on how terms such as 'profession' and 'professional' should be defined.

The conceptof `profession'tends to be culture-specific.For example,in Britainand the USA
it embracesa much narrowerrange of jobs than in France and Germany(Haug, 1977). But
even within Anglo-Americansocietythere is no general consensuson how professions
should be recognised.
Some definitions
The Oxford Dictionary defines a profession as, °A vocation or calling, especially one that
involves some branch of advanced learning or science". The Universal Dictionary
offers, "An occupation or vocation requiring training, as in law, theology and the
sciences". However, these definitions serve only to highlight the difficulty, since most
occupations require some degree of training, while many occupations, not commonly
regarded as 'professions', contain qualified people and draw on some form of science for example, a whole range of technical and craft jobs.

More specialist authors have also attempted definitions. For example, one of the
earliest writers on professions, Carr-Saunders (1928) in a published lecture states:
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A little reflection shows that what we now call a profession emerges when a
number of persons are found to be practising a definite technique founded upon
a specialised training. A profession may perhaps be defined as an occupation
based upon specialised intellectual study and training, the purpose of which is to
apply skilled service or advice to others for a definite fee or salary.

(ibid., p. 5)
However, he acknowledges the difficulty of drawing a clear boundary around
professional jobs, even from his 1920s perspective when the labour market was
considerably less complex than it is today. Curiously, in a later work in which he and a
fellow researcher record the results of their broad survey of professions, Carr-Saunders
seems to have backed away from his earlier definition. He and his collaborator write,

"We shall not offer, either now or later, a definition of professionalism". However, they
continue, " Nevertheless,when we have completed our survey, it will emerge that the
typical profession exhibits a complex of characteristics, and that other vocations
approach this condition more or less closely, owing to the possession of some of these
characteristics fully or partially developed" (Carr-Saunders and Wilson, 1933, p. 4).
Reader (1966, p. 1) also avoids a straightforward definition of the term profession,
preferring instead, "... to let the definition emerge rather hazily - as it does in real life from the discussion of particular cases". More recently, Welsh and Woodward (1989)
have suggested a loose definition of the related term 'professional', namely :.

his/her livelihood by the application of a particular and
a
person
who
makes
...
unique set of knowledge and skills.
(ibid., p.13)
Such a broad definition could embrace many jobs normally regarded as crafts. Dinham and
Strider (1986, p. 952) add a further dimension to try to rationalise the distinction between
crafts and professions. They state, "Reliance on theory is among the most telling distinctions
between a profession and a trade or craft. Moreover, theory development
is one mark of a
...
profession itself...". But this distinguishing feature is also open to challenge. There are
crafts, such as that of electrician, which depend quite heavily on theory, and
acknowledged professions, such as the Civil Service, that have little or no theoretical
base. There are professionals who are concerned with the development of knowledge
and others whose work involves its routine application.
The learned nature of an occupation, i.e. the degree of training
and education required,
is considered by some to be a defining factor, but there are
others which are often
considered to be of equal, if not greater, importance.
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Freidson (1970; 1986) sees 'autonomy' - i.e. the freedom enjoyed both by individuals
and occupations collectively in directing actions and priorities, as a key characteristicof
professions, though he is troubled by the concept, believing that professional autonomy
can often run counter to the interests of society. He uses the absence of autonomy to
argue against the military being a profession, stating:
by my usage, it is not. If the military were a profession by my usage, it would
...
be free to set its own ends and do to us what it felt was appropriate from its point
of view.
(Freidson, 1970, p. 351)
Freidson (1970, p. 75) uses the term 'paraprofessional' to describe occupations such as
Nursing which, whilst they posses some of the characteristics of the medical profession
with which they are closely associated, are nonetheless subordinate to it. In his view,
nurses are not full professionals because they, like the military, lack autonomy.
However, as discussed earlier, autonomy levels are falling even for doctors, so this
indicator may be less significant now than it once was. It could of course be argued that
the doctors' decline in autonomy is simply a symptom of deprofessionalisation.

Closely linked to the characteristic of autonomy is 'self-regulation'. This is also seen by
some as a defining factor. Thus, Starr (1982), drawing on the definitions used by a
number of sociologist, suggests that a profession may be seen as:
that regulates itself through systematic, required training and
an
occupation
...
collegial discipline that has a base in technological, specialised knowledge and
that has a service, rather than profit orientation enshrined in its code of conduct.

(ibid., p.15)
It is questionable, however, whether either self-regulation or collegiality were ever truly
common to all professions. Both, in any case, appear to be on the wane, as noted in
the last section.

The latter half of Starr's synthesis, 'service rather than profit orientation', may also
appear unduly idealistic, though others (e. g. Wilensky, 1964) also argue that conforming
to a service ideal, along with a set of moral norms, are key defining features of
professions. Wilensky supports this rather weakly by stating, °... the norm of
is probably acted out in the established professions at a somewhat
...
higher rate than in other occupations" (ibid., p. 140). But as reported in the last
section,

selflessness

the notion of service, rather than profit, if it ever was a true characteristic of professions,
is now being eroded by increasingly commercial and competitive
environments.

The very idea of altruism amongst professionals is flatly rejected by some writers who
take a more sceptical or even cynical view of professional motivation, stressing instead their concern to protect their monopolies (Ilich, 1977), their power over clients (Freidson,
1970; Haug, 1977), their desire to maximise the financial rewards on which their status
may partly depend (Millerson, 1973), or their control of specialist knowledge (Goodlad,
1984) and its exploitation to their own advantage (Freidson, 1970; 1986).

Referring to the exploitation of specialist knowledge, Freidson (1970, p. 337) states, "...
believe that expertise is more and more in danger of being used as a mask for privilege
and power rather than, as it claims, as a mode of advancing the public interest".

In

relation to professionals' power over their clients, he writes even more graphically, "On
entering the professional domain .... the citizen is expected to give up all but the most
humble rights, to put himself into the hands of the expert and trust his judgement and good
intentions" (ibid., p. 355). However, the latter comment in particular may betray a narrow
view of professions since only certain types of profession, perhaps those linked to medicine,
could be said to require such a complete divestation of rights by clients and, even in this
area, such a view could now be seriously challenged.

Other discriminators
Despite the difficulties in defining professions, Millerson (1973, pp. 1-2) suggests there
are three alternative methods that can be used for identifying professions:
i)

using a set of characteristics or traits associated with professions;

ii)

lookingfor evidenceof professionalisation- the processthrough which
occupationsbecomeprofessions;and

iii)

developing a model of professionalism based on certain sociological aspects
of professional practice.

Three further methodscould be added to Millerson'slist
iv)

adoptinga rationalclassificationsystem based on socio-economicfactorse.g. StandardOccupationalClassifications;

v)

examiningthe complexityof competenciesinvolved(whichmay have some
relationshipto an NVQ level);and

vi)

following the societal view of which jobs are professions.

These six approaches will each be considered briefly in turn.

Characteristicsapproach
The professional characteristics approach seems to be the most popular and a number
Wilson,
1936;
Carr-Saunders
(e.
lists
and
g.
of such characteristics
of writers offer
Millerson, 1973; Waddington, 1985; Downie, 1990; Watson, 1992). A synthesis drawn
from a range of sources yields the following composite list:

" confers statuswithin society;
body);
is
(into
some
of
professional
organised
sort
"
training
i.
is
learned
and education;
and
specialised
e.
requires
prolonged
"
than
is
(orientated
towards
profit);
rather
service,
altruistic
"
" offers autonomy within job role;
" is controlled by ethical codes;
is
non-commercial;
"
" has collective influence within society;
is
self regulating;
"

is
collegial;
"
" is client-focused.
Such lists represent ideals and most writers accept that not all professions would possess all
of the characteristics. Even so, there is no dear consensus about what ought to be
included. It is also likely that any list will contain a built-in bias of some kind, either because it
is based on the older professions - such as the Law, the Church, Medicine - or due to the
selectivity of the author (Millerson, 1973). Freidson (1970, p. 4) asserts, "... people frequently
draw up definitions first by deciding that certain occupations 'are' professions and then by
attempting to determine the characteristics these occupations have in common". And as
argued earlier, many of the characteristics typically included are now being eroded.

Professionalisation approach
The professionalisation approach is based on the belief that occupations go through a
number of common stages as they become professions. Thus, if there is evidence that an
occupation has passed through these, it may be classified as a profession. Vollmer and Mills
(1966, p. 19) refer to this approach as "the sequence of professionalisation" and, after
Caplow (1954), suggest that the stages follow a predictable sequence.

Caplow himself highlights the following stages as typical:
" the establishment of a professional association;
"a

change in the occupational name;

" the development of a code of ethics;
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Wilensky goes on to analyse a range of occupations(in the USA) based on the degreeto
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them
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have
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profession) and even rather
occupations that otherwise might seem to be clear candidates for professional status.
Certain of the factors, e.g. legal backing/licensing, are likely to be country-specific. The
approach also ignores the social dimension - e.g. status, legitimacy within society and public

recognition.
Professionalpracticemodel
The professional practice (or sociologicaq model approach is typified by Marshall (1939). It is
based on the image of professions as providing a special kind of service to society. It
stresses particular features which are said to typify professional practice - altruism, objectives

based on the needs of others,etc. Professionsare seen as, "... occupationsin which caveat
emptor' cannot be allowedto prevail",as Hughes(1960, p. 54) so elegantlyputs it. These
are viewed as contrastingsharplywith the more mercenaryor proletarianoccupationswithin
caviatemptor ('let the buyerbeware')a longstandingBritishlegalprinciplethat maintainedit was up to the buyerof any
commodityto ensurehe or she got whattheywanted(see Frank,1966,p. 73) now to someextentamelioratedby various
piecesof consumerprotectionlegislation.
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capitalist society. Others, such as Greenwood (1957) add community sanction [legitimacy],

authority,and a distinctoccupationalsub-cultureto the sociologicalmodel.
However, there are serious problems also with this approach. It would seem to exclude
occupations linked to industry and commerce, such as managers, management accountants,
personnel managers, training officers, etc. It also ignores evidence of commercialism,
restrictive practices and professional self-interest within professions. In late 1990s society, it
may appear as a decidedly old fashioned model.

Socio-economicclassifications
The socio-economic approach is typified by the Standard Occupational Classifications or
SOCs (HMSO, 1990). These are produced by the UK Government's Office of
Population Censuses and Surveys. They attempt to identify those occupations which
may be seen as professions using SOC general classification criteria. The two main
criteria used for all occupations are:

" skill level - this is arrived at where possible by reference to the level of formal
qualifications currently required for a person to be recognised as fully competent in
the occupation concerned, and in other cases by reference to the duration of training
and/or experience recognised in the field of employment concerned as being
"normally required to pursue the occupation competently"; and
"

nature of work activities - this focuses on the type of work done, rather than the
status of the occupation.

Using such criteria, around 40 occupations have been classified as within the
'Professional Occupations' major group'. These have been organised into nine minor (or
sub) groups. Alongside this group, sits a second major group made up of what are
termed 'Associate Professional and Technical Occupations'. A set of qualifications,
training and experience descriptors make the following distinction between Professional
Occupations and Associate Professional and Technical Occupations:
Professional Occupations
A degree or equivalent qualification, with some
occupations requiring postgraduate qualifications
and/or a formal period of experience-related
training.

Associate Professional and
Technical Occupations

An associated high-level vocational qualification,
often involving a substantial period of full time

training or further study. Some additional taskrelated training is usually provided through a formal
period of induction.
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A third major group - Managers and Administrators might also be seen as 'quasi
professional'.
Similar classifications have been produced by the International Labour Office. They are
known as 'International Standard Classification of Occupations', or ISCO - 88 (ILO,
1990). These are also made up of major and minor groups but also have additional
intermediate sub-divisions known as 'sub-major groups' and 'unit groups'. One of the
major groups is entitled 'Professionals', and another 'Technicians and Associate
Professionals'. A further group is entitled 'Legislators, Senior Officials and Managers'.
Associated with these classifications are five skill levels, categorised according to level
and period of education and, in some cases, the amount of training received. The
preamble to the ISCO - 88 publication acknowledges limitations in the methodology
used, stating:

Unavoidably, some subjective judgement was involved in determining
the skill levels of occupations, or of occupation groups.
(ibid., p. 3)
Comparisons between the ISCO -88 classifications and SOC reveal a number of
discrepancies. For example, nurses have been placed within the 'Professionals Group'
of ISCO - 88, whereas they are within the 'Technicians and Associate
Professionals' group of SOC. Personnel officers appear as 'Associate Professionals' in
SOC but sit within the 'Legislators, Senior Officials and Managers' group of ISCO - 88.

These differences serve to underline the fact that even such dispassionate and carefully
structured approaches cannot avoid elements of subjectivity and cultural bias.

Also within the socio-economic genre, Watkins et at. (1992, p. 8) offer a classification
system for professions based partly on the era that spawned them, and partly on their
societal function. These are:
i)
pre-industrial(lawyers,clergy, doctors);
ii)

industrial (civil and mechanical engineers, chemists, accountants, bankers);

iii)

welfare (teachers, social workers);

iv)

enterprise (business, management specialists);

v)

post-industrial (knowledge workers, including media, broadcasting, IT
and public relations).

This may be a useful typology for some purposes, but it does not assist in deciding
which occupations ought to qualify as professions or bring us any nearer to a definition.
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Complexity of competencies approach
The complexity of competencies approach is typified by the UK system of occupational
standards and National Vocational Qualifications. This uses the term 'higher level

occupation' in place of 'profession' (Otter, 1994). Higher level occupations are said to
involve more complex competences' than'lower level' ones. They are the occupations
for which NVQs at levels 4 and 5 are considered to be appropriate.
Despite the air of rationality offered by the NVQ framework, a subjective judgement still
has to be made as to which level of NVQ is appropriate for a particular occupation. This
can sometimes lead to disputes between representatives of occupational groups,
standard setting bodies and the Qualifications and Curriculum Authority, and decisions
may also be coloured by political and pragmatic considerations. The approach may
therefore be as likely as any other to suffer from selectivity, tautology and subjectivity.

The societal view
Despite the various rational attempts to find a suitable definition, the classification of
particular jobs as professions, at least in common parlance, may be more of a social,
than a technical judgement. Society itself seems to have well entrenched views on the
status of various occupations. These may cause some to be accepted as professions
while others are seen simply as jobs.
Starr (1982) suggests that the legitimisation of professional authority by society requires
three conditions:
" that the knowledge and competence of professionals is validated by their peers;
knowledge
that
this
and competence rest on rational, scientific grounds; and
"

" that the judgement and advice offered is orientated towards a set of substantive
values (ibid., p. 15).
This seems a rather idealistic view which again harks back to the more traditional
professions. It also assumes a degree of knowledge and rationality on the part of
society which seems unrealistic. There is of course a difference between the

legitimisation of professional authority and the recognition by society of a particular
occupation as a profession. The latter may be influenced as much by the political
strength of particular occupations, as their contribution to the health and well-being of
society. It may also be linked to the perceived class position of typical members of the
occupation. Such perceptions may have strong roots in the past when entry into the
1 It is the convention In the UK to
use the plural 'competences' when referring to Occupational Standard and NVQs.
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traditional (and only) professions was restricted to people (usually men) from the upper
classes. Thus, it can be argued, it was not so much the profession itself, or even its
utility to society which conferred status, but rather its association with people who
already had status as a result of their birth (see Chapter 2, pp. 42-44).
The societal view may, of course, be at odds with the image practitioners have of their
own position. It may also bear little or no relation to the learned nature of an occupation.
For example, the Engineering profession has for many years felt underrated by British
society which did not recognise engineers as of similar status to doctors, lawyers or
architects (or even as professional at all). This does not occur in Germany, France and
many other countries where engineers seem to be fully accepted as professionals. To
the author's own knowledge, Engineering professional journals have been heavily preoccupied with this issue for at least three decades (see, for example, Greek, 1994) and
considerable effort has been put into trying to change the public image of Engineering.
Yet, despite these efforts, there seems little evidence that the societal view has changed
appreciably since the campaign began. Engineers should perhaps take heart from the
fact that surgeons had to struggle for many years to be recognised as medical
professionals on a par with physicians (Reader, 1966). In their case, they faced not just
the prejudice of society, but that of established professionals in other branches of the
same profession.

Society's way of defining professions is likely to be unreliable, and even arbitrary, if for
no other reason than its lack of accurate information about what particular occupations
entail. Yet in pursuing a more rational approach to defining professions, it is impossible
to ignore the social dimension.

Into the lion's den: a working definition
This section has demonstrated the problematic nature of the term 'profession'. This
dilemma has prompted McGaghie (1993, p. 231) to write, "... there is no gold standard to
Freidson (1983) is
separate true professionals from aspirants. Distinctions are arbitrary
... .

even more pragmatic, stating:
There is no single, truly explanatory trait or characteristic that can join together
...
all occupations called professions beyond the actual fact of coming to be called
professions.
(ibid., p. 33)
Nonetheless, it was necessary for the purpose of this research to have at least a
working definition in order to place some boundary around the work. Too narrow a
definition has deliberately been avoided. The aim was to be as inclusive as
possible,
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Changing Models, Paradigms and Epistemologies
For the purpose of this research an epistemology of professional practice will be taken to
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Although it will be argued later that this analysis is over-simplistic, it does at least provide
a useful starting point for discussion. Each of the paradigms will first be explained, after
which the shortcomings of the analysis will be discussed.
Apprenticeship paradigm
Until well into the nineteenth century, the 'training' of professionals'was similar to that for
skilled craftsmen. This is not surprising, since a number of professions, including
surgery, could be seen as having evolved from crafts. New entrants typically learned

their art through a system of apprenticeship or pupillage (Reader, 1966). This involved
the 'pupil' working alongside an experienced practitioner for a specified period (often
around 5 years). During this time, the pupil was expected to pick up from the 'principal'
all the necessary practical and intellectual skills. In some cases, it was assumed that the
pupil would also find time to study suitable books in order to absorb the relevant theory,
but this was rarely tested. The training was largely unplanned and unstructured. The
quality of outcome was therefore likely to be variable and heavily dependent on the
erudition of the'principal' and the tenacity of the 'pupil'. It is because of the similarity of
this approach to the system traditionally used for craft training that it may be referred to

as the 'apprenticeship paradigm'.
The technocratic paradigm

As Chapter 2 will show, by the end of the nineteenth century important changes had
taken place in the professions. Most of them required candidates to pass written
qualifying examinations, most began to identify a discrete body of specialist knowledge
which entrants were expected to master, and a few achieved the backing of the law for
their issue of licences to practice.
Once the notion of mastery of a specialist body of knowledge became established, the
dominant paradigm of professional development also changed. The emphasis switched
from the acquisition of practical skills (at least in the early stages of training) to the
learning of associated principles and theory. Although the idea of pupillage still
persisted in some professions, the apprenticeship paradigm essentially gave way to
what both Bines (1992) and Astley (1992) call the 'technocratic model' [paradigm]. This
was linked to a particular epistemology of professional practice which Schön (1983;
1987) refers to as 'technical-rationality'.

This views professional practice as primarily the

application of technical or specialist knowledge. The paradigm of development
associated with this view (the technical-rational paradigm) saw the prime purpose of
professional formation as giving candidates the knowledge and theory they would later
be able to apply in practice.

The technocratic paradigm offered structured, formalised education based on a scientific
or specialist curriculum. This was broadly linked to some form of professional
knowledge base. The paradigm assumed that every profession (whether major or
minor) had a core of related theory which needed to be mastered by would-be entrants.
Every emerging profession made it a priority to develop such a core, and thus began a
kind of didactic imperative, a belief that the inculcation of knowledge was a necessary
precursor to effective practice in each and every profession.
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Schön's work has undoubtedly been influential on both sides of the Atlantic and some,
like Bines, argue that the post-technocratic paradigm has now become dominant within

professional development.
Critique of the three paradigm analysis
The least controversial of the three paradigms described above is the first. There seems
little doubt that something approximating, to an apprenticeship existed in most early

professions, though professions such as the Law and Medicine also expected pupils to
read related literature in their own time (Reader, 1966; Russell, 1980). The technocratic
paradigm also seems a fair encapsulation of the approach that replaced apprenticeship
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at the end of the nineteenth century, though since a number of professions, most
notably the legal professions (barristers and solicitors), retained apprenticeship
elements, the paradigm shift was not as complete as the analysis suggests.
The main problem with the three paradigm approach is the assertion that a posttechnocratic paradigm has now taken the place of the technocratic paradigm. There is
no doubt that the 'reflective practitioner' concept now underpins professional education
programmes in a number of areas - e. g. Teaching, Nursing and Social Work (Zeichner,
1990; Champion, 1992). However, in other professions such as Engineering, Surveying
and the Law, Schön's ideas have been less widely adopted. It is also arguable that
away from the educational sector, and particularly in the models of development
favoured by professional bodies, the technocratic paradigm is still dominant. This may
be partly because Schön's ideas are not widely known outside of education, and partly
(as will be argued later in this thesis) because they fall short of offering a comprehensive
model of professional competence or a clear paradigm of professional development.
Schön's ideas began to take hold in the UK at around the same time as competence
based approaches were being promoted by the Government. Both approaches stressed
the importance of practice skills, but each came at these from different directions. For
Schön, the basic competencies required by any professional were reflection and
knowing-in-action. For the competence movement, each profession had a range of
discrete competencies which needed to be identified, carefully described and somehow
acquired (Chapter 3 will provide detailed descriptions and critiques of both approaches).
The technocratic paradigm has therefore been challenged by two apparently competing

sets of principles - those linked to competence and those relating to reflective practice.
It is not yet clear which, if any, of these will gain the upper hand. It will be argued later in
this thesis that professional development has much to learn from both new approaches
and indeed from the technocratic paradigm. An attempt will be made to draw on the
strengths of each to suggest a further paradigm.

Professional Bodies and Professional Development
Many professions have associated professional bodies. Indeed, according to CarrSaunders and Wilson (1933) being `organised' in this way is one of the distinguishing
features of professions. Even quite recently established professions often have
professional associations of some kind and these are frequently modelled loosely on the
learned societies associated with the more traditional professions (Medicine, the Law,
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Role of professional bodies
Official publications (e. g. DfEE, 1997b), tend to make a distinction between statutory,
regulatory and professional bodies. The first group includes organisations such as the
General Medical Council, which have powers backed by law to permit or prevent an
individual from practising. The second group includes bodies, like the Engineering
Council, which regulate entry, educational and other requirements, e. g. ethical codes,
across a profession. The third are straight-forward membership bodies. In practice,
however, there are overlaps between these functions and many membership bodies
also have regulatory functions. Some sociologists (e. g. Russell, 1980) use the term
'professional body' more generally to refer to the community or sub-culture within a
profession. However, for the purpose of this research, the term 'professional body' will

be used to refer to some kind of formal professional association.
According to Carr-Saunders and Wilson (1933) professionalassociationsmay have a
numberof functionsincluding:
" defining and upholding professional ethics;
" protecting and improving the status of the profession;
" protecting the profession and its members;

" protectingthe public.
Much more recently, Shuttleworth (1993) offers the following slightly different list of
roles:
" promoting the status of members;
" establishing and maintaining professional codes of conduct;
" licensing of practitioners; and

" promoting or regulating professional development.
To these might be added, the disciplining of members who step out of line and the
dissemination of information of common interest to members (often through a
professional journal).

Professional bodies like to stress their'watch dog' role; that of ensuring that their
profession acts in the best interest of society within a clear code of ethics (see, for
example, Smith, 1995). However, Millerson (1973, p. 5) more sceptically observes,
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"Ethical codes, if they do exist are concerned more with the protection of the professional
than the client

They are often more concerned with preserving the professional image than
...

with exposing incompetence or professional failure". Others argue that the main aim of
professional bodies is to regulate entry and maximise economic advantage to members,
and in this vein, Freidson (1970, p. 367) comments, "... so far as terms of work go,
professions differ from trade unions only in their sanctimoniousness".

Some

professional associations do of course have an explicit trade union role, as Watkins
(1998) points out.

Professions may indeed seek to regulate entry, but their ability to be totally effective in
this regard is often limited in the case of all but a minority of professions. This is
because for many jobs in the UK, the possession of appropriate qualifications is not a
legal pre-requisite. Thus, anyone can be employed as an engineer, or an accountant, or
an architect, though in each of these areas there are certain categories of work that

require specific qualifications.
The educational requirements of membership
The lack of legally-protected licensing has not stopped many professional bodies from
laying down strict conditions for membership. Indeed it has become characteristic of
professional bodies that, once firmly established, they stipulate a minimum academic
requirement for entry, often coupled with a period of work-based experience. Some
professional bodies, e. g. within the construction area, specify broad course content
and/or accredit particular academic institutions for delivery. Others, e. g. within
Accountancy, run their own examinations (Watkins, 1998). On the whole, professional
bodies tend to favour developmental models based on the technocratic paradigm,
described earlier, often with the professional education element being followed by a
specified period of practice experience, prior to full accreditation.
Professional bodies have therefore played a pivotal role in the formulation of models of
professional development. According to Johnson (1984, p. 22), "... British professional
associations have enjoyed a much firmer control over the forms and content of training
than has been the case elsewhere [in the world]". Yet their specification of development
procedures as well as pre-entry requirements may not simply be aimed at ensuring that
new entrants have the right mix of knowledge and skills to enable them to practice

effectively. It is also likely to be influenced by considerations of status and the desire to
limit the numbers entering the profession, as discussed earlier. It may ever have been
thus for, as early as the 14th century, one Guy de Chaulice wrote:
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if doctorshave not learntgeometry,astronomy,dialectics,or any other good
...
discipline,soon the leatherworkers,carpentersand furrierswill quit their own
occupationsand becomedoctors.
(cited in Charlton, 1973, p. 24)

There appears to be evidence that professional bodies tend progressively to tighten their
entry requirements as they become more established (Rice and Richlin, 1993). The
specification of higher level academic qualifications (particularly degrees) may be seen
as a way of improving the profession's image and status. Such motivations are unlikely
to lead to selection of the most suitable entrants and may sometimes act against the
public interest. For example, it can be argued that the crisis in nursing recruitment,
current in the UK at the time of writing, is partly the result of raised entry barriers in
furtherance of the Nursing Colleges' aim to make Nursing an 'all graduate profession'.
Where professional bodies control, or are influential over, programme content, questions
arise as to how curricula are developed and refreshed at appropriate intervals. Watkins
(1998, p. 12) argues, "The syllabus for many professional examinations does not reflect
the rapid social, technological and economic changes that characterise life and work
today". Often, for example, management and commercial elements appear to be
neglected. Where programmes include practical elements, questions arise as to how
appropriate these are, how rigorously they are monitored and consequently, how
effective they are in developing the necessary skills and competencies.
The challenge from NVQs
As suggested earlier, the emergence of occupational standards and National Vocational
Qualifications have, in a number of professions, fundamentally challenged established
approaches to professional development and accreditation. Some see this as a serious
threat to professional bodies, one which may lead to their demise or, at least,
competition between those who have received their accreditation via professional
bodies, and those who have qualified via the NVQ route. Smith (1995, p. 12) argues
that NVQs are, "... the most serious threat to the professions in their chartered existence".
He further unambiguously declares, 'The NVQ system is designed to render professional
institutes obsolete".
Others suggest that professional bodies can best rise to the challenge by coming to
terms with NVQs and adjusting their entry requirements to accept them as at least
partially qualifying candidates for membership (Shuttleworth, 1993), or by recognising
their utility within continuing professional development (Farmer, 1994; QCA, 1998). But
for most professional bodies, as Watkins (1998, pp. 13-14) writes, "The implications
of
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At the time of writing (November 1998), professional areas in which NVQs are available
include Accountancy, Construction, Engineering, Chemistry, Psychology, Training,
Personnel Management, Librarianship, Social Work and Management.
Educational Institutions and Professional Development
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essentially the same qualifications (Probate, 1995). There are also persistent claims
both of inconsistencies in qualification level between institutions and of a general decline

in examination standards (Sim, 1995).
Education's responsibility: theory or practice?
Until relatively recently, educational institutions have tended to concentrate on the
theoretical and knowledge based aspects of professional formation. The development
less
happen,
that
naturally,
more
or
something
would
of practice skills was often seen as
through placements (if offered) or after the completion of initial professional education.

A number of writers are critical of this approach, arguing, for example, that much of
Gibbs,
1992;
(e.
Ramsden,
learning"
g.
undergraduate education produces only'surface
1992). Ramsden (ibid., p. 60) claims that this produces graduates who have, °... an
inability to apply academic knowledge to the real world" (cited in Watson, 1996, p. 462).
Watson, himself, believes that many postgraduate, professional courses are similarly
divorced from the real needs of professional practice. Others have argued that
professional development courses often pay little or no attention to the development of
The term 'surface learning' Is used by Marton and Säljb (1976) to distinguish between what they call 'surface level' processing
(reliant on memory/recall), and 'deep level' processing (in which knowledge is turned Into understanding).
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based elements (Champion, 1992), but these are sometimes criticised for adopting a

simplistic 'tick box' approach.
Competition from competence base qualifications
Like professional bodies, educational institutions have started to face competition from
the alternative routes to accreditation offered by NVQs in some professional areas. A
few, mainly within the management and business areas, have responded by offering
NVQs alongside more traditional courses, either as an alternative qualification or to
to
have
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The advent of NVQs at higher levels has also caused some institutions to look critically
at their previous assessment methods and sometimes reappraise their procedures.

However, across professional education courses as a whole, competence based
approaches are not well embedded and in some areas, are viewed with scepticism or
even hostility.

'

The term 'sandwich' Is often used In the UK to describe courses containing work placement elements situated between
periods of academic study.
2 An example of dual certification is where a student obtains both an academic award and an NVQ on completion of a course.
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Caskie and Walker (1997) perceive a polarisation in the literature between those who
advocate outcomes-based approaches and the development of competence, and those
who stress the importance of inputs and the development of capability. Yet the authors
believe that, in practice, a more pragmatic attitude may be leading to the emergence of
a new or "third paradigm" (ibid., p. 18); one which draws on both academic and
competence based approaches; a paradigm which acknowledges the importance of
both capability (as indicated by academic achievement) and competence (as indicated
by work based performance), and of both learning inputs and outcomes.

A new emphasis on practice
The education sector (especially HE) has been caught up in recent debates about
epistemologies of professional practice and their implications for professional education.
Some professional educators have tried to move from the more traditional 'technicalrational' approach (where professional practice is seen as the application of specialist
knowledge) to ones which offer a greater emphasis on 'reflective practice', following
Schön (1983; 1987) and others (see Chapter 3, pp. 66-69).
In the last few years, the combined effects of consumer demands and the need to
respond to new models of competence and new epistemologies of practice have been
responsible for a pronounced shift towards a greater concentration on the practical
aspects of professional development within professional education. However, there is
no clear consensus about the most suitable paradigm of professional education, or of
professional development more generally.
Reviewing the literature on teacher training, Zeichner (1990), like Caskie and Walker
(1997), finds considerable polarisation. In Zeichner's case, the polarisation relates to
the epistemology of teaching practice. It was between those who saw teaching as an
applied science and those who saw it as reflective practice. He notes, "... what I didn't
by combining
come across in my reading, were attempts to bridge the two traditions
...
elements of both worlds" (ibid., p. 116). He continues, "... almost none of the existing
literature
these two paradigms and tries to benefit from the strengths of
cuts
across
...
each perspective" (ibid., p. 122).

There would thus appear to be polarisations on two separate axes competence versus
capability, and technical-rationalityversus reflective practice. It may be argued,
therefore, that any new paradigm of professional development needs to address both
dichotomies. That will be the approach adopted later in this thesis.
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Education, especially Higher Education, has undoubtedly made an important
contribution towards the codification of underlying knowledge bases and the general
theoretical underpinning of professions, through research and other forms of
scholarship. Indeed, it has been suggested that HE institutions sometimes attach
greater importance to these than to teaching. Scholarship in professional areas has
nonetheless been criticised for being too narrow in its view of knowledge, often
neglecting research into the practical elements of professional activity (Rice and Richlin,
1993). But in this area too, changes may now be taking place.
For all these reasons, professional education, as facilitated by educational institutions,
might reasonably be said to be in a state of flux. New paradigms and approaches seem

to be needed but have not yet fully emerged
Continuing Professional Development
The last few years have seen a growing concern for continuing professional
development (CPD). This has been driven by organisational and technological change,
the rapid expansion of professional knowledge bases, and changing operating
environments (Todd, 1987; Madden and Mitchell, 1993). It is now widely accepted
amongst professional bodies that initial professional development is only the beginning
of a lifelong process of learning. Many have put considerable effort into encouraging their members to participate in CPD. Between them, professional bodies have adopted
a variety of approaches to promotion, delivery, and persuasion or enforcement (Madden
and Mitchell, 1993). However, there seems little agreement at present as to which
approaches are the most effective.
It can be argued there are currently three main dichotomies within CPD:
" technocratic versus reflective approaches;

" voluntary versus mandatory policies; and
" inputs versus outputs modes of measurement.
These will each be discussed in turn.

Technocratic versus reflective approaches
Todd (1987) suggests there are two ways of viewing professional practice i. e. two
camps:

i)

"... those who see professionals as emotionally neutral technical
experts ... [who] do something to (or for) a client"; and
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ii)

°... those who view professional practice as an arena for personal
engagement between professional and client ... in other words a
professionalworks with a client". (ibid., p. 217)

Todd argues that in the first view, personal qualities are seen as irrelevant, whereas in
the second, they are critically important. The first gives power to the professional, the
second shares power between the professional and client. Todd asserts that these two
perspectives give rise to differing views of CPD. The first sees CPD as primarily the
acquisition of new technical skills. The second sees CPD as primarily a process of
reflection and self-evaluation. The first regards CPD providers as transmitters of
technical knowledge, the second as facilitators of reflection on professional practice
(ibid., pp. 217-218).

Such fundamental differences in philosophy would imply different kinds of CPD
programme. However, in the real world, as Todd herself accepts, the dichotomy is not
as clear cut and CPD programmes probably require a combination of approaches.
Voluntary versus mandatory policies
The second dichotomy concerns the philosophy behind CPD policies. A number of
surveys have shown that most professional bodies have some form of CPD policy
(Vaughan, 1991; Welsh and Woodward, 1989; UK Inter-professional Group on CPD,
1994). However, these differ widely in terms of their rigour and precision. Some have
made CPD mandatory - i.e. a practitioner will be debarred from membership if he or she
does not provide evidence of CPD. Others take a slightly less strident position, but
nonetheless regard CPD as obligatory' - i.e. practitioners are obliged to update by an
ethical requirement in the profession's code of conduct. The majority of bodies have so
far settled on voluntary policies, possibly fearing that to take a harder line might lose
them members.

Madden and Mitchell (1993) see the dichotomy as being between a 'sanctions model',
which involves monitoring compliance and taking sanctions against members who fall
short of requirements, and a 'benefits model', which stresses the advantages of CPD,
both to individuals and the profession, and relies on the goodwill of members to
participate. They note that older, more established, professional bodies tend to adopt
the 'sanctions model', whereas newer and developing bodies are more likely to adopt
the 'benefits model'. This difference may be linked to necessity of membership i. e.
how essential it is to be a member in order to practice.

1The distinctionbetween'obligatory
Groupon CPD (1994).
and 'mandatorypoliciesis that offeredby the UK Inter-professional
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In some cases, especially in the UK Health Care sector, CPD is becoming a legal
requirement. For example, new legislation bringing more practitioners under state
registration and reviewing the regulatory requirements of nurses and other professions
'supplementaryto medicine' all stipulate the necessity for CPD in order to 'protect the
public' (Burley, 1997). Similar legislation may soon be extended to doctors.
In the USA, there is now a growingtrend towardscompulsoryre-qualificationwithin those
professions which licence practitioners (Norcini and Shea, 1993). In the UK, the British
Dental Association is planning to re-accredit dentists every five years. Although there are
currently no plans for re-examination, re-registration will require clear evidence that the
profession's CPD requirements have been met (Gordon, 1997).

A few professions, such as NHS doctors and dentists, are having their practice
outcomes evaluated through clinical audits and some are using these to help identify
CPD needs (Nixon and Vimpany, 1994). But the majority of professions seem to be
leaving it to individual practitioners to identify their own training needs.
It is clear that the voluntary versus mandatory dichotomy is set to continue, though the
trend seems to be towards a gradual tightening of requirements by professional bodies.
Inputs versus outputs
The dichotomy between inputs and outputs approaches is less evenly balanced at
present. Most professional bodies currently specify CPD requirements in terms of
inputs - for example, the hours of training members are expected to accumulate each
year or through some kind of points system linked to different types of training (UK Interprofessional Group, 1994). A few are encouraging members to pursue award-bearing
courses (Vaughan, 1991).

Up to the time of writing, only a small number have adopted outputs, or competence
based, approaches - i.e. those which seek to measure improved performance or
additional skills acquired through CPD. One notable example of this approach is the
Competence Based Management CPD scheme developed by the Management Charter
Initiative (MCI) in partnership with a number of professional associations (MCI, 1997b).
This is aimed at helping professionals develop their management skills. The
Qualifications and Curriculum Authority have recently suggested that NVQ Units could
provide a basis for more output based CPD. Their publication, Standards and
Vocational Qualificationsin CPD, argues: "NVQ Units might help people draw together
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some of their informal learning, reflect on it and bring it more under the control of their
self-evaluative capability... " (QCA, 1998, p. 10).

Clearly, if CPD is to fulfil its intended purpose of maintaining and expanding professional
knowledge and competence, it is important that the most effective policies, strategies
and delivery methods are adopted. Can such an ideal be found? Probably not, because
circumstancevary between professions and individuals. But what is clear is that in
developing a new paradigm of professional development, the imperative of CPD will
need to be borne in mind.
Chapter Summary and Implications for this Research
Apart from providing a contemporary context for this research, this chapter has identified
a number of controversial or unresolved issues, several of which would benefit from a

closer empirical investigation.
Professions appear to be changing in a number of important respects. These changes
seem likely to have implications for the attributes required by professionals. The
empirical stage of this research will test the extent to which the characteristics
traditionally associated with professions apply under modem conditions. It will also
attempt to identify the types of knowledge and skill needed for effective performance in
today's professions.

There are conflicting hypotheses about the nature of professional practice, i.e. different
epistemologies. There are also opposing views on the importance of 'competence'
versus 'capability' for professionals. These each have implications for how professionals
are developed.

The research will test different hypotheses of practice by investigating how
professionals, themselves, perceive the way in which they operate. A method of
modelling professional competence/capabilitywill be developed, then tested empirically.
There are currently a number of alternative paradigms of development and a diversity of
models of formal professional development programmes. These place different
emphases on the development of practice skills, use a variety of developmental
methods and rely on different forms of assessment. The strengths and weaknesses of
different approaches will be assessed through the research. The results
will be drawn
on, along with other elements of the empirical work, to produce a new paradigm of
professional development.
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Professional associations and some major employers are currently placing considerable
emphasis on Continuing Professional Development. The research will investigate the

importance professionals, themselves, attach to CPD, what methods they used to keep
themselves up to date and how likely they are to participate in CPD.
Research Aims, Objectives and Outline Method
To clarify the purpose of this research, the aims, objectives and outline methodology are
formally set out below:
Aims:
i)

to inform understanding of professions, professional practice and
professional competence and the ways in which the latter is acquired;

ii)

to inform the design of approaches to professional development,
including practitioner self-development.

Objectives
i)

to examine the nature of professions and professional practice;

ii)

to investigate the nature of professional competence and, if
appropriate, represent this through a suitable model;

iii)

to investigate the ways in which practitioners acquire the various
aspects of their professional competence;

iv)

to examine formal methods of initial professional development
(including examination/assessment)and assess their effectiveness
in developing professional competence;

v)

to develop (if appropriate) a new paradigm, (or paradigms) of
professional development and practitioner self-development;

vi)

to suggest improvements that could be made to professional
development programmes, and ways in which professionals might
better help themselves to develop.

Research Questions
The research has addressed five key questions which emanate from the
objectives:
Question No. 1:
What is the nature of a) professions and b) professional practice?
Question No. 2:

What is the nature of professional competence and how might this
be modelled?

Question No. 3:

How do professionals acquire and maintain their professional
competence?

Question No. 4:

How effective are initial professional development arrangements?

Question No. 5:

How might professional development be improved?
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Research outputs sought
"a

comprehensive literature review;

"a

new or modified model of professional competence which can be used to inform
professional development programmes and provide a framework for eliciting the key
attributes of professions;

"a

new or modified paradigm of professional development;

" recommendationson how professional development might be improved;
" recommendations on how individuals might maximise their professional learning and
development; and
"a

replicable research methodology.

The combination of the nature of professional competence and its modelling in
Research Question 2 is deliberate since in practice the two factors are closely interlinked. For example, in order to develop a model it is necessary to have some
understanding of the nature of professional competence. Equally, the process of
developing a model would itself be likely to enhance such an understanding. It was
therefore decided that the two issues should be addressed together.
It can be seen from the formal aims and objective that the aspirations of the research
were essentially practical. They were to find ways of improving professional
development programmes and the other processes which lead to professional
competence.

Methodology outline
The research was a combination of literary study in related fields, and empirical work of
various kinds. The latter involved the use of a number of different research techniques,
including interviews, postal surveys and consultative groups.

No single, discrete method was used to address each of the research questions.
Rather, the questions were continuously addressed throughout various stages of the
research, with each stage contributing towards the answers.
The chronological stages of the research were:
i)
conduct initial literature study;
ii)
iii)
iv)

develop a provisional model of professional competence;
test the model;
conduct interviews with 80 practitioners from 20 different professions
(4 from each);
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v)

analyse and review interview and model testing data;

vi)

produce and publish a revised model of professional competence;
(120
20
6
the
postings
professions
of
surveys
across
conduct postal

vii)

data;
interview
in
to
720
total)
extend
and
validate
per profession,

viii)

analyse and review survey data;

ix)

conduct consultative group work to produce exemplar versions of the
model;

x)

conduct follow-up literature study;

xi)

write up.

In practice, there was some degree of overlap between the stages. Chapter 5 provides
a more detailed description of the empirical methodology, together with a critique. The
literature search methods are explained at the beginning of Chapter 2, the first of three

chapters devoted specifically to the literary elements of this research.
Having provided the essential background to the research and reviewed the professional
scene as it is today, the next chapter will examine professions from an historical
perspective.
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Chapter 2
A Brief History of Professions: Literature Study, Part 1

Chapter 2
A Brief History of Professions:

Literature Study, Part 1

Introduction to Literature Study
Before taking a look at the historical literature, some explanation should be offered
about the literature study as a whole. The literature connected to professions and
professional development is considerable. It includes historical and sociological texts,
writings on adult and professional education, learning theories, and expositions of both
professional development techniques and approaches to competence. All of these
have relevance to this research, and it was considered important to conduct as
thorough a literature search as possible in each area, summarising representative
writings, identifying key debates and offering critiques as necessary.

Because the literature study is quite extensive, it is presented in three parts, each of
which has been allocated its own chapter. Part 1 (this Chapter) offers an historical
perspective, Part 2 (Chapter 3), looks at the concept of competence, and Part 3
(Chapter 4) looks at developmental theories and methods, and also reviews previous
research of relevance to this work.
Literature search method
The literature search was conducted in two main phases. The first, at the beginning of
the research, was used to provide background and inform the design of the empirical
work, including the underpinning model of professional competence; the second,
conducted after most of the empirical work had been completed, was used to help
locate or explain the research findings, and also to pick up any work published in the
eighteen months or so since the end of the first phase. Of course, a reasonable level
of reading continued throughout the research, in order to keep abreast of current
issues and inform the writing of various articles linked to the investigation. The cut-off
date for the literature search was November 1998.
A number of different search techniques was used, including library-based computer
searches, CD ROM and Internet searches. Academic sources explored included USA,
UK and Irish theses and dissertations. Extensive use was made of the Inter-library
Loan Service for obtaining more obscure publications and for getting back to primary
sources. Information and some published papers were also obtained via academic
associates in the UK, Canada and Australia.
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Consideration of non-English language materials was more limited, though some
exploration of the German and Dutch literature was done through an associate in
Holland.

All significant publications were summarised and stored within a computerised
database, together with the necessary referencing details. In some cases the
summaries extended to several pages. The method allowed automated word searches
of the large volume of accumulated material, a facility which proved invaluable when
the review was being written up. The summaries also proved a useful resource for
colleagues.

Due to the large field, it was not feasible to exhaust every possible search route. Nor
is it possible, in the space available here, to include every relevant piece of literature
found. In many cases, the authors cited are representative only of a particular
theoretical perspective, philosophical stance, or body of research. Both the depth of
exploration and the selection of material for inclusion within this thesis involved difficult
judgements concerning relevance and added value to the research. Selection was on
the basis of its ability to provide useful contextual information or to illuminate different
aspects of the research domain. It is readily acknowledged that in attempting to
achieve the necessary breadth, the literature study may at times have sacrificed depth.
In order to avoid duplication, where an area has already been covered in reasonable
detail in Chapter 1, for example CPD, it has not been included within the literature
chapters. However, where it was felt further expansion was required, for example, the
competence and reflective practitioner debates, it is re-visited.

The study now begins with an examination of the historical literature
Why an historical perspective?
An examination of the history of professions and professional development was
considered to be an important element of this research. Looking at where professions
have come from can help to explain the position of professions in society today. It can
also provide some insights into to why professions are as they are, including some of
their quirks and anachronisms, and it can perhaps offer some lessons for the future.
Since the research aims in particular to throw light on how professional competence is
acquired, the historical review includes the changing patterns of professional
development over the years.
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Chapter layout and content
The chapter as a whole does not follow a strict chronological sequence. Rather it is
broken down into a series of key themes, each of which has its own chronology. Each
theme has its own section. The first section looks at the origin of professions, including
some of the disagreements around this area. The second examines changes in both
the sociological and educational qualifications for entry into professions. The third
section reviews the methods of developing, testing and accrediting professionals,
tracing their transition from informal and voluntary arrangements through to more
regulated and systematic ones. The fourth section examines the emergence of formal
professional educational provision. The final section considers some tentative lessons
for this research which may be drawn from the review.

The Origin of Professions

A number of writers catalogue the emergence of professions. In some cases the
accounts are descriptive, in others the authors attempt to explain the phenomena in
economic or sociological terms. Just as there is controversy about how professions
should be defined (as Chapter 1 demonstrated), so there is some disagreement over
the origin and development of professions.
Disputed roots
Reader (1966, p. 2), a sociologist in the broadly functionalist tradition, argues that, "... the
professions as we know them today are very much a Victorian creation, brought into being
to serve the needs of an industrial society... ". However, both Hughes (1952) and Russell
(1980) place their origin as a century or so earlier, in response to economic changes
linked to land ownership and to social changes associated with the shift from rural to
urban communities.

Russell points out that in the 'gemeinschaft' ' (ruralised, agrarian) societies which were
common prior to the eighteenth century, the distinctions between institutional spheres of
society - economic, judicial, political, civic, familial - were less clearly defined than in later
'gesellschaft' (industrialised and urban) societies. Therefore, in the former occupational
roles were not as differentiated as in the latter. Consequently, Russell argues, dear cut
professions were less common. However, as urbanised, gesellschaft societies developed,
increasing occupational differentiation led to the emergence of a growing
number of new
professions.

The terms gemeinschaft and gesellschaft follow Tdnies (1855-1935) the German
sociologist.
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This seems an over-simplification, given that the transition to geselischaft societies was

itself the result of a combination of complex social and economic factors, not least
those resulting from the Industrial Revolution.
A few authors claim that the origin of professions lies much further back in history - i.e.
medieval times and even beyond. In this vein, Herbert Spencer, writing in The Principles of
Sociology (1896, vol. iii, part vii), attempts to trace professions back to earlier civilisations
and even to primitive peoples (cited in Russell, 1980, p. 9). Russell himself is sceptical of
the exercise as is Carr-Saunders (1928), who cites the same work. Carr-Saunders points
out that Spencer adopted a particularly wide definition of professionals which included
philosophers, actors and even dancers.
Whilst adopting a much narrower definition than Spencer, Charlton (1973) argues that a
few professions were well established by the sixteenth century. These were doctor,
lawyer, cleric and teacher. He acknowledges that the inclusion of teaching is open to
challenge but, in support, he cites various contemporary writings about teaching methods
and standards. These include: 'The Pete Schole' (Clements, 1576) and 'The English
Schoolmaster (Cootes, 1596). The latter apparently took the form of an early teachers'
manual, the popularity of which seems to be affirmed by the fact that it was published in its
54th edition in 1737. However, this example does not necessarily prove that teaching was
seen as a profession in its own right, dearly differentiated from the other roles of its
acknowledged progenitor, the Church. They simply suggest there was a concern then, as
now, for effective teaching.

Charlton (ibid.) also points to a number of other occupations which, he argues, were
emerging as professions during the sixteenth century, even if not fully formed. Amongst
these he includes: architect, land surveyor, map maker, navigator and engineer.
'
A rather narrower view of early professions is taken by both Carr-Saunders and Wilson
(1933) and Millerson (1973). Carr-Saunders and Wilson cite and concur with Addison who
in 1711 spoke of, "... the three great professions of divinity, law and
physic" (cited in CarrSaunders and Wilson, 1933, p. 294). However, revealing something of a hostility to the
Church, they observe:
Divinity found a place in the list because it was at one time the only profession, or
the basis on which the other professions were built men had not observed that,
...
since it had divested itself of duties relating to the ordinary business of life, its
position in the list was anomalous.

(ibid., p. 294)

Discrepancies and anomalies
Despite having a more expansive view of early professions than some authors, Charlton
(1973) accepts that in the sixteenth century such professions as did exist were rudimentary.
He also highlights heterogeneity both within and between professions. "In the medical
profession", he states, "a very sharp distinction was drawn by members of the profession
themselves between the physician on the one hand, and the barber-surgeons, the
apothecaries and the herbalists on the other"(ibid., p. 21). The same anomaly is noted by
Carr-Saunders and Wilson (1933) but, according to them, surgeons had ranked equal in
status to physicians prior to 1540. But in that year, the former undermined their status by
merging with the Barbers' Guild, a move which the authors comment
the descent of the art of surgery to a trade, and two centuries elapsed
marked
...
during which there was a wide gulf between the high estate of physician and the
low position of the surgeon.
(ibid., p. 69)

This case providesa useful exampleof the role of extraneoussocialfactors in determining
professionalstatus and illustrateshow such status can be raisedor lowered by association
with other groups.

Size of earlyprofessions
Not only were there relatively few fully fledged and recognised professions, prior to
Victorian times, but their ranks were small and geographical distribution uneven. Indeed,
the Church was the only profession which, in the eighteenth century, had numbers that ran
into four figures and was spread across the whole country (Russell, 1980). The other
professions were tiny in terms of practitioner numbers and tended to be concentrated on
London and a few other major cities. The following statistics for the Royal College of
Physicians illustrate the point:
" in 1745, they had only 52 Fellows, 3 Candidates and 23 Licentiates (Hughes, 1952,
p. 53);
" between 1771 and 1833 only 168 Fellows were admitted (Russell, 1980, p. 18).
Hughes (1952) also provides interesting information on the number of commissions in the
Armed Forces and the size of the Civil Service. He tells us, for example, that in 1739 there
were only 367 lieutenants in the Navy, though by 1783 this had risen to 1,349 (ibid., p. 50).
In 1745, the entire establishment of the Treasury, including the housekeeper, doorkeepers
and messenger, was just 23. There were just thirteen clerks in the War Office, ten at the
Board of Trade, and eight at the Admiralty (ibid., p. 54).

The ubiquitousChurch
Many professions, with the obvious exception of the armed services, were originally
branches, or rather functions, of the Church. This included Medicine, Teaching, the Law
and the Civil Service. Over time, these functions began to separate out. However, the
Church continued to maintain a strong influence over a number of professions. In the
sixteenth century, grammar school masters (and ushers) needed a licence to teach from
the Church. A distinction was made between a licence'to teach grammar and a licence to
teach children to'read, write and cast accounts'. Many teachers, particularly of grammar,
were themselves clerics, typically curates (Charlton, 1973). In the medical profession, for
some years after the formation of the Royal College of Physicians, the College's presidents
and other prominent members, were largely in holy orders (Carr-Saunders and Wilson,
1933).

Dominance of landed gentry
Recruits to early professions came almost exclusively from landed families (Hughes, 1952;
Reader, 1966; Russell, 1980). These were the only people who could readily secure the
necessary patronage and afford to finance a pupil through his training (professionals at that
time were exclusively male). In addition, a'premium' or entry fee had to be paid which, in
the middle of the eighteenth century, could be as much as £600 or £700 (Hughes, 1952,
p. 55). This was a very substantial sum in those days.

There was also anotherfactor which favouredthe better off. In the times before universal
education, the general level of literacy would have prevented most young men from taking
up any occupation which required a reasonable degree of competence in reading and
writing, and possibly the ability to undertake some specialised study.
In and before the eighteenth century, English society drew most of its wealth from the land.
Thus, the main societal distinction was between those who had ownership of land and
property (the leisured class), who did not need to work for an income, and those who
owned nothing and therefore did have to work for a living (Reader, 1966). The main
hallmarks of the gentry were independence, leisure, and freedom from manual labour, all of
these being conferred [mainly] by land.

Russell(1980)argues it was the importanceof land that led to the emergenceof
professions.For example,lawyerswere neededfor land transactionsand contracts,and
surveyorsfor mappingthe territoryowned and for the assessmentof tithes. However,he
acknowledgesthat the growth in the merchantdass and developmentof the tariff systemin
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Such an income would originally have come from the land or from patronage of some kind.
But as economic conditions became tighter due to progressive inflation, enclosures and the
development of large estates, many of the lesser gentry began to struggle financially. It
became necessary for some members of each landed family to look elsewhere for a living.
Increasingly, the younger sons of the gentry were forced either to seek government office
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Thus, Russell (1980) argues that land was the single most important factor that created
both the demand for professions, and the supply of entrants. But this analysis seems to be
too simplistic; other key factors must also have been at work. On the demand side, for
example, population growth, progressive industrialisation, the expansion of trade and
commerce, and scientific discoveries which led to new technological applications must all

have playedtheir part. And not all the socialforceswould have been top down, as Hughes
(1952)points out, arguingthat, °... any study of the professionsin the eighteenthcentury
must take accountof socialpressurefrom below"(ibid., p. 47). Such social pressurewould
have includeda growingdemandfor the servicesof doctors and teachersas incomesrose
and, in the case of the poorerlasses, as charitableorganisationsbecame established.
Another factor which contributed to demand for specialist, professional services was the
growing complexity of government and especially of taxation and tariffs. Hughes (ibid.)
writes:
the bewildering complexity of the tariff system, that many merchants
such
was
...
did not feel equal to the task of calculating the amount of customs duty payable on
a normal consignment of imports: they had recourse to an expert in the Long Room
at the Custom House ... just as modem firms make use of chartered accountants to
prepare their income tax returns.

(ibid., p. 47)
Land may thereforenot have been the most importantfactor leadingto the demandfor
professional-typeservices,at least not by the mid-eighteenthcentury. Legislationand
trade were perhapseven more importantfactors. However,the argumentoffered by
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Russell(1980)on the supply side is less debatable. The gentry seem initiallyto have
providedmost of the recruitsfor the principalprofessions,though in time some entrants
would no doubt have been severalgenerationsremovedfrom their landed forebears- e.g.
the sons of clergy,militaryofficersor other professionals.These and others may be seen
as membersof the 'lessergenty.
Hughes(1952)offers an amusingextractfrom a letterwhich Lord Chesterfield wrote to a
lesser gentry associateof his in 1756:
I entirely agree with you in your resolution of breeding up all your sons to
some profession or other.... I would recommend the Army and Navy to a boy
of warm constitution, strong animal spirits and cold genius; to one of a
quick, lively and distinguished parts - the Law, to a good, dull and decent
boy - the Church, and Trade to an acute, thinking and laborious one.

(cited in Hughes, 1952, p. 47)
Some amongthe merchantclass may also have been in a positionto put their sons into a
profession, providing they could secure the necessary patronage. But Russell is right to the

extent that ownershipof land was at the heart of belongingto the gentry and, in practice,
belongingto the gentrywas the best guarantorof entry into a profession,at least until
professionshad expandedmuch further.
Blossoming of professions and broadening of entrant bases
There seems little disagreement that the great blossoming of professions started in the
nineteenth century. The main trigger seems to have been the Industrial Revolution and its
associated economic and social changes. But land reforms, the growth of trade, the
demands of an expanding Empire and other factors such as population increases also

contributed. These led progressivelyto the openingup of entry into the professionsto a
wider cross sectionof societyas 'who you were' and 'whom you knew' becameslightlyless
important
According to Reader (1966, pp. 98-99), "Between 1855 and 1873 the old official world of
patronage, purchase, nepotism and interest was turned upside down". Reader was
referring to the introduction of more rational entry requirements which will be discussed in
the next section. His acclamation does rather exaggerate the speed with which
professional entry became possible for all but a well educated, and reasonably wealthy,
elite. Indeed Reader later concedes that even after the reforms in entry requirements had
taken place, fees for tuition and examinations and/or pupillage put most professions out
of
the reach of all but the better off families. He points to two notable exceptions the Civil
Service, where entry was by open competition, and Engineering, "... if
only because no one
could draw a hard and fast line between any of the rungs of the ladder which ran upwards
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By the reign of Victoria,a wide range of professionshad becomeestablishedand their
influenceon many aspectsof life was considerable,as Russell(1980) relates:
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on the shaping of Victorian society and a significant influence on national affairs ...
Whereas in the eighteenth century, the professions had been small, high status
elites, they rapidly developed in the nineteenth century into large organisations
whose numbers were measured in thousands, rather than hundreds.
(ibid., p. 22)
Evidence of the rapid growth in professions during the Victorian era is supplied by Reader
(1966, p. 149). By the year 1881 (two thirds of the way through Victoria's reign) there were:
15,100 physicians, surgeons and other medical doctors;

"

" 3,600 dentists;
"

17,400 lawyers; and

" 15,000 home based army and naval officers.
If these are compared with the figures quoted earlier for little more than a hundred years
before, the rate of expansion becomes obvious.

Growthin professionalassociations
The Victorian period also saw the establishment of a number of key professional bodies,
some of them with Royal Charters. These included the Law Society (1825), Royal Institute
of British Architects (1834), Royal College of Veterinary Surgeons (1844), Institution of
Mechanical Engineers (1847), British Medical Association (1856), the Surveyors' Institute
(1868) and the Institute of Chartered Accountants (1880) (Carr-Saunders 1928, pp. 4-5;
Vollmer and Mills, 1966, p. 3). A number of these quickly expanded beyond the shores of
Britain, becoming effectively Empire-wide bodies (Johnson, 1984). Many soon began to
concern themselves with issues of professional behaviour as well as qualifications, making
explicit the ethical dimension of professional practice.
Thus, the scene was set for the continuing expansion of professions which became a
dominant feature of the twentieth century. A template had been created, or rather

consolidated,which would influencethe form and structureof a successionof new
professions as they emerged in response to the needs of an ever more complex and
technologically based society.
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Early Pre-entry Requirements
Before the late nineteenth century, none of the prototype professions looked for specific
educational attainments as a precursor to admission. In earlier times, the main entry
requirements were the ability to secure the necessary patronage, plus the 'where with all' to
pay the necessary fees and support the pupil through a long period of apprenticeship. This
typically lasted around five years (Reader, 1966). The only academic requirements were a
liberal education, consisting of the classics (Greek and Latin literature) with some
mathematics. The common view of the time was that such an education would so train the
mind of a young person as to enable him to master any other subject in the future. A
scientific or vocational education (where available) was considered to be inferior to a liberal
one, and unnecessary for entry into the professions (Silver and Brennann, 1988). Such an
education was reserved for those destined to become merchants or artisans.
Thus, whether entry was sought to the Law or Medicine, before the nineteenth century
the requirements were exactly the same. They were:

having
the necessary social standing;
"
" having a basic liberal education;
" having the right contacts to enable a patron/principal to be found; and
" being able to afford the fees and long period of little or no earnings.
Similarly, admission to the Church relied more on having the right social background,
being able to command the trust of a patron and, perhaps, being of appropriate
character, than on any knowledge of divinity or scripture (Russell, 1980). This may
seem somewhat ironical, given the Church's historical links with education, to say nothing of
its central role of divine teaching.

The paucity of scriptural learning is borne out by Hoare (1911) who cites a 'visitation"
report by Hooper, a Bishop of Gloucester in the late sixteenth century. Apparently, the
Bishop decided to administer a simple oral test to each of his 311 clergy and seems to
have been somewhat perturbed, if not entirely surprised, to find:
less than 168 unable to repeat the Ten Commandments, 31 ignorant of
no
...
whence the said Decalogue came, 40 who could not repeat the Lord's Prayer
and about the same number who did not even know to whom it should be
ascribed.

(cited in Hoare, ibid., pp. 131

-132)

Confirming the often poor standard of entrants to the ministry, Bettey (1979,
p. 71)
relates that between the years 1562 and 1569, a Lancashire prelate, Bishop
1A visitation Is tour Inspection
a
of
conducted by a Bishop or other senior Churchman.
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Downham, ordained 176 priests, of which none was a graduate and 56 were noted as
being 'tolerantia domini episcopi' which, according to Bettey, indicates they were
ordained in spite of their educational shortcomings.

Heterogeneity
It would be wrong to suggest that all clerics in the sixteenth and seventeenth centuries
lackedlearning. They did not. There was in fact a considerable variationin education
levelswithinthe Church. Accordingto Charlton(1973),parish priestswere, "... sometimes
universitygraduates,sometimesilliterate"(ibid.,p. 22). This may be an exaggerationso far
as the claimof illiteracyis concerned. Reader(1966) is rather less strident in stating:
A parson need not be a scholar. Many men of no intellectual pretentions at all who
sought a decent unexciting livelihood, and whose consciences did not strain at the
general acceptance of the doctrines of the Church of England, found the prospect
of holy orders very agreeable. For a few the Church was a compelling vocation: for
a few at the other end of the scale of sincerity it looked like a road to riches and
power. For most, it offered a leisured life in the country, lived in very much the
same way as the parson's lay neighbours of his own social standing.

(ibid.,p. 12)
In 1662, new conditions for entry into the priesthood were laid down in the Book of

CommonPrayer. This specified that before admitting a man to the office of deacon, a
Bishop should satisfy himself that the candidate was, "... a man of virtuous
conversation,and without crime ... learned in the Latin Tongue, and sufficiently
instructedin Holy Scripture" (ibid. p. 528). But, this requirement was rarely taken
seriouslyfor at least another 200 years. Indeed,Charlton(1973)tells us there was a
seriousdebatewithin the Churchduring the seventeenthcenturyas to whether or not it
was necessaryfor a priestto be educatedat all, beyond basic literacy,in order to fulfil his
primefunction. Charltonsums up the argumentson both sideswith the words:
If the function of a priest was to go through a pre-ordained ritual laid down in the
Prayer Book and to read a chosen piece from the Book of Homilies, then obviously
he had no need for higher education. If his main function, however, was preaching
and, in particular preparing his own sermons rather than reading a homily, and
interpreting, rather than reading scriptures, then a learned clergy was essential.

(ibid.,p.25).
Charlton relates that some, especially amongst the sectaries', argued that higher learning
could actually form a buffer between the priest and his flock, making it difficult to reach out
to them. The argument was more than simply a technical one. It was also linked to status
and politics. Of those who took the anti-higher learning view, Charlton says:

1 Sectaries were 17th and 18th
century dissenters from the Established Church.
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(ibid., p. 25)
Charltonadds that even the wearing of vestmentsand surpliceswas seen by some as a
continuationof academicritual and the reinforcementof a hierarchybased on learning.
The otherprofessionsseem largelyto have been spared such controversies,their
traditional(and narrow)recruitmentpracticesremainingunchallengeduntil well into the
nineteenthcentury.
So muchfor early requirementsfor entry into the professions. What of the processof
professionaldevelopmentand the testing of professionalcompetenceonce a profession
had beenentered? This is an even more complexand fragmentedstory.
Developing, Testing and Accrediting

Professionals

Informalapproach
From early times, professional development in all professions took the form of
apprenticeship. Little formal training was available and, where this did exist, was not
compulsory. Equally optional was the element of related reading or self-study.
Althoughthere were a few minor exceptions(discussedlater),the pre-nineteenthcentury
attitudetowardsprofessionaldevelopmentcould be characterisedas one of 'voluntarism';
thingswere left largelyto the trainee himself- and his principal. However, a number of
professionsdid require practitioners to be licensed.
Licensing
Sometimes practitioners were licensed by the Church, sometimes by a learned body
such as the Royal College of Physicians. But the issue of a licence does not seem to
have depended on the completion of any elaborate course of theoretical instruction,
or rigorous examination. The controlling authorities, as Millerson (1973) puts it,
"... required only limited evidence of competence, only attachment to traditional
[apprenticeship] forms of training" (ibid., p. 8). Competence testing was virtually nonexistent in most professions until well intö the nineteenth century.
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Even within Medicine, arguably the most developed and learned profession of its day,
there was an absence of written qualifying examinations or formal practical tests prior to
licensing(Reader, 1966). In relation to the Royal College of Physicians, there was a short
interview or viva voce, sometimes conducted in Latin, but apparently very few candidates
failed. Between 1823 and 1833 a total of 126 licentiates were admitted and only seven
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Reader puts it, "At the Inns of Court there was no pretence of examining intending
...
barristers. The call [to the Bar] depended on eating the right number of dinners and paying
the right fees" (ibid., p. 45).

Earfierrigours eroded?
Paradoxically, Carr-Saunders and Wilson (1933) claim that both training and testing had
been features of certain professions in earlier times, but by the eighteenth century had
fallen into disuse. They state:
Training through apprenticeships and testing at the time of admittance to full
Guild
the
of
system. In the Middle Ages, surgeons
characteristic
were
membership
and apothecaries, no more and no less than other vocations organised in this way
and were thus trained and tested.

(ibid., p. 307)
In relationto the legal profession,they tell us that the practiceof moots (or mock trials)
organisedby the Inns of Courtwere an early feature. However,these too had `fallenby the
wayside'by the time of the CivilWar [1660]. It was then, the authors claim, two centuries,
i.e. not until around 1860, before legal educationwas again taken seriously.They report
that the physicianssuffereda similardislocationof their training and competencetesting,
and write:
By the 18th. century, the Royal College of Physicians and the Inns of Court had
ceased to interest themselves in training, and tests imposed upon entrants were of
no value; in the case of the former, they were little more than tests of social
accomplishments. The surgeons and apothecaries, however, so far from allowing
their systems of training and testing to decay, were devoting themselves to
improvements.
(ibid., p. 309)
The comment about surgeons and apothecaries is interesting. It seems to conflict with the
writings of other authors, who speak of a general lack of training and testing amongst
professions. It is possible that these authors simply exclude such groups, concentrating
instead on physicians, lawyers and clerics. Unravelling this discrepancy would seem to be
an unnecessary diversion, but Carr-Saunders and Wilson's wry comment is worth relating.
Of surgeons and apothecaries they observe, "Since these professions were not 'fit for
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Educationalpreparation
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(ibid., p. 8). However, this may raise something of a 'chicken or egg' question - were the
professions ambivalent about relevant qualifications because the educational system did
not offer these, or did the educational system not offer them because the professions did
not demand them? In truth, there was probably an element of both.

Russell (1980) suggests that it was the public schools that in the late nineteenth century led
the way in introducing subjects that would more readily fit pupils for entry into the
professions. More controversially, he argues they were also influential in, as he puts it, °...
imparting the professional ethic, the notion of 'duty' and 'principles', to those aspiring to the
professions" (ibid., p. 25).

Whether this argument is accepted would be very much dependent upon whether one
accepts the view that individual professionals were imbued with such motives. Some no
doubt were, but it is unknowable whether this was a general trait. What is known is that,
collectively, professional bodies did start to concern themselves with professional conduct
and ethics though the reasons for this are debatable. The fact that professions felt it

necessaryto havewritten codes of conduct and disciplinaryproceduressuggeststhat there
were significantnumbersof individualswho had not absorbedRussell'spublic school
ethos.
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Didinformalityequateto incompetence?
Theearlyreluctanceof the three leadingprofessionsto specifycompulsory,formal training
requirementsor test the competence of would-be practitioners may seem strange to
modem eyes, yet it has to be remembered that these professions were themselves
rudimentary. They lacked established and coherent knowledge bases, and issues of public

protectionand qualityof servicewere probablynot high on their agenda.
Nevertheless,
the absenceof formal requirementsshould not be seen as indicatinga lack
of recognitionof the importanceof professionalcompetence. There was certainlya belief
that if a manwas not to be seen as a charlatan,he neededto be good at his art, and a
vaguerecognitionthat appropriatestudy might be importantto this. But it was assumed
that a diligent, prospective practitioner would undertake any necessary study on his own,
without the need for compulsion, and that the apprenticeship arrangements within his
profession would ensure that, in time, he developed the necessary skills.
From the public's point of view, there was often no benchmark against which
professional competence could be judged. Providing a man sounded plausible, the
public were in no position to distinguish between barmy hypothesis and scientific fact.
The relaxed attitude towards professional qualifications, common in the eighteenth century,
inevitably led to a fragmented take up of such specialist educational opportunities as were
on offer, as Millerson (1973) writes:

Clergyof the Churchof Englandwere not requiredto undertakecoursesin theology
or show successfulcompletionof any coursestaken. Doctorscould attend some
form of trainingin hospitalsor privatemedicalschools,but qualificationswere not
insistedon before practice. While the universitiesof Oxford and Cambridge
provideddegreesin medicineand the RoyalCollegesof Physiciansand Surgeons
offeredmembershipas qualifications,these measuresof tested competence,such
as they were, did not seemto be readilysought or expected. Only in the central
area of Londonwas there some restrictionover practiceexercisedby the Royal
Collegeof Physicians.
(ibid.,p. 8)
Within the legal profession there was a similar ambivalence to formal study. There was
also what to our eyes might appear to be a somewhat naive belief in a kind of natural
selection process which would allow only the competent to practice. Referring to barristers
in the early nineteenth century, Carr-Saunders and Wilson (1933) remark:

It was felt that the keen competitionat the Bar, combinedwith other circumstances,
was such as to make it impossiblefor the incompetentto establishthemselvesin
Practice. So the studentwas left to himselfto learn the principles the Law
of
out of
text books and its practicefrom attendanceat court.
(ibid., p. 48)
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According to the authors, Bar examinations were not instituted until 1872. However, the
lack of formal examination does not, in itself, mean there was an ignorance of
developmentalprocesses. It may be that senior professionals of the day accepted
intuitivelywhat we appear now to be rediscovering - that competent practice involves a
considerableamount of practical or tacit knowledge, or what Schön (1983 and 1987) calls
`knowing-in-action',and that this may best be learned by working with more experienced
practitioners.

Of the periodbefore Bar examinationswere introduced,Reader(1966) is rather more
sympatheticthan some other writers in stating:
the usual method of learning to be a barrister was a mixture of apprenticeship
...
and private reading ... and virtually the only formal requirement, apart from the
payment of fees, was to appear at one's Inn often enough to eat a stipulated
number of dinners, which was not so eccentric as it sounds since, in theory at least,
it was a method by which all the members of the profession, senior and junior, could
get to know each other.
(ibid., p. 22)
The eating of dinners at the Inns of Court may have also aided the process of professional
socialisation which, as Millerson (1973) points out, is an important aspect of the
development of any professional. It is through such a process, he argues, "... the student
acquires the values, the beliefs, the attitudes and assumptions associated with the right
and wrong ways of behaving as a professional. This may require unlearning previous
patterns of behaviour and extending existing ones" (ibid., p. 12). He suggests that the
process of professional socialisation is often informal and sometimes non-verbal.

This is anotherarea in which the insightsof earliergenerationson what it meansto be

a

professional,and how this can best be acquired,may have been lost in the processof
'curriculising'everything,though it should be noted that the traditionof eating dinnershas
survivedto this day for traineebanisters,perhapsfor good reason.
The consolidation of formal educational requirements
Gradually as the nineteenth century unfolded, partly as a result of pressure via various
quasi-governmental bodies, e.g. The Select Committee on Medical Education' (1834), the
medical and legal professions began to introduce formal qualifying examinations. The
practice soon began to snowball through other professions such that by the end of the
nineteenth century, the scene had changed radically. Most of them had formal entry
requirements and most had formal qualifying examinations. Some examples are:

" from 1874onwardsall officersof cavalryand infantry had to take a course of
professionaleducationat Sandhurstbeforethey took up their first appointments;
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The authors believe that what they describe as the 'invention' of the examination system
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On the latterpoint,the authorsdo not discussthe suitabilityof examinationsfor actually
testingcompetence.They seem to take it for grantedthat they were capable of doing so,
perhapsequatingtheoreticalknowledgewith professionalcompetence. Be that as it may,
they tell us that the idea of the examinationpaperwas first introducedin 1828,the most
being
its 'extemporaneousnature'- i.e. the fact that candidatesdid not know
feature
novel
in advancewhat questionsthey would be asked.
Despite this radical innovation, Reader (1966, pp. 117-118) claims that, "... in nearly all
professions when examinations were introduced, a period of apprenticeship or pupillage
was required as well, and it was assumed that the study required for examinations would

be fitted into the intersticesof work in the office or workshop". In other words, the studying
could be done part-time. Displayingat least a tacit attachmentto the 'technical-rational'
paradigm,Readerremarks,"It is in the depth of theoreticalknowledge,as much as in
anythingelse, that a professionalman differs, or ought to differ, from a tradesman. And
theoreticalknowledgeis not easilyacquiredby apprenticeship..." (ibid., p. 117).
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In certain professions things were moving 'at a pace' and in 1858 an Act of Parliament
required all doctors to have degrees (Eraut, 1994). By the middle of the 1870s, in the
medical profession, apprenticeship had been replaced by full-time studentship (Reader,
1966). It might be argued that the age of 'technical-rationality' had truly begun. However,
in other professions a university based education was still not seen as essential. For
example, only 70% of barristers were graduates in 1875, and graduate status did not
become compulsory for another hundred years (Eraut, 1994, p. 8). Clearly, the Bar
examinations, which had been introduced in 1872, were considered adequate.

Remainingpermissiveness
Even as the traditional professions were introducing entry qualifications, studentships and
qualifying examinations, Engineering, was displaying a similar reluctance to stipulate
standard requirements as previously the Law and Medicine had done. Reader (1966)
comments, "Although theoretical training and formal qualifications were desirable, they
...
were not absolutely required, as medical and legal qualifications were... " (ibid., pp. 123124). This had the advantage of allowing promising, young mechanics to work their way
up. But as Reader puts it, there was a "darker side" to such permissiveness. He cites the
writer and poet, Matthew Arnold, who in 1868 quoted a leading public figure as saying:
Our engineers have no real scientific instruction, and we let them learn their
business at our expense, by rule of thumb; but it is a ruinous system of blunder
and
plunder. A man without the requisite scientific knowledge undertakes to build a
difficult bridge; he builds three which tumble down, and so learns to build a fourth
which stands; but somebody pays for the three failures. In France or Switzerland
he would not have been suffered to build his first until he had satisfied competent
persons that he knew how to build it, because abroad they cannot afford our
extravagance.

(cited in Reader, 1966, pp. 124-125)
A similar view was apparently shared by eminent figures within the Engineering profession.
Both Henry Bessemer and Joseph Whitworth were apparently disturbed by the lack
of
facilities for the professional education of engineers and Whitworth donated substantial
sums of money for this purpose (Reader, 1966). Another prominent figure, Sir John
Rennie, urged that no one should be allowed to practice as an engineer without a certificate
of competence granted after proper examination. 'This is the rule", he wrote, "in every other
learned profession, and there can be no reason why it should not be adopted by the
engineers ... At present any man competent or not, dubs himself an engineer... and
...
...
issues a prospectus to the public" (cited in Reader, 1966, p. 125).

Reader(ibid.) pointsout that the collapseof the newly-builtTay Bridgein 1879 seemedto
confirmthe worst fears of contemporarycriticsabout the competenceof Britishengineers.
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Yet the permissiveness was allowed to continue, partly because of the lack of the same
degree of statutory backing for Engineering as had been afforded to the Law and Medicine,
and partly because the profession itself was slow to impose formal entry conditions.

Professional Education Provision

As formalqualificationsfor professionalsbecameestablished,first within the Law and
Medicine,and later within other professions,facilitiesfor providingaspiringprofessionals
with relevantspecialistand technicaleducationgraduallydeveloped. Initially,these tended
to be in placesother than the establisheduniversities.
Academicinertia
The two main English Universities, Oxford and Cambridge, were initially resistant to the
idea of introducing professional courses. Silver and Brennan (1988) suggest that this was
largely due to their adherence to the view that vocational education was not an appropriate
form of provision for a university. A university should, it was felt, provide learning for
learning's sake, rather than for the needs of a particular occupation. But this view was not
without its critics.

In 1852a RoyalCommissionreport on the Universityof Oxford stated, 'The education
imparted [there]

is not such as to conduce to the advancement in life of many persons,
...

except those intended for ministry in the Established Church. Many are now called to the
Bar, and raised to the highest judicial functions, who have not been members of any
University

Few physicians are now educated at Oxford. Nor do many persons take a
...

degree with a view to enter into the legal profession as solicitors, though the legislature has
given graduates an advantage as regards the duration of their articles" (cited in Reader,
1966, p. 128).

The Commissioners also observed that although the great bulk of Oxford men went into
the Church, even in this field, "... no efficient means at present exist in the University for
training candidates for holy orders in those studies which belong peculiarly to their
profession" (cited in Reader, 1966, p. 128). The Commissioners apparently particularly
deplored the neglect of Civil Engineering and Medicine by the University. They noted that
over ten years there had been an average of only four MB degrees awarded annually.
Despite such powerful critics, the idea of universities offering professional, rather than the

traditional,liberaleducationremainedcontroversial(Silverand Brennan,1988). Thus in
1867the respectedphilosopher,John Stuart Mill, pronounced:
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Universities are not intended to teach the knowledge required to fit men for some
special mode of gaining their livelihood. Their object is not to make skilful lawyers
or physicians or engineers, but capable and cultivated human beings ... What
professional men should carry away with them from a university, is not professional
knowledge, but that which should direct the use of their professional knowledge,
and bring the light of general culture to illuminate the technicalities of a special
pursuit
(Mill, 1867, pp. 4-5; cited in Silver and Brennan, 1988, p. 8)
Mill apparently neglected to suggest where or how professional knowledge ought to be
acquired, if not at a university. The statement was made by Mill during his inaugural
address to St Andrews University and, despite his own conservative views, the universities
in Scotland (and Ireland) were quicker to take up the challenge of professional education
than those in England (Reader, 1966). But, by the end of the nineteenth century, a
number of university colleges (often later to become universities) and other specialist
colleges or technical institutes were formed around the country, especially in industrial
areas.

As new universities began to emerge in the early twentieth century, they also displayed an
initial reluctance to teach subjects linked to newer professions, such as Accountancy and
Librarianship. Instead they tended to stick to Law, Medicine and sometimes Engineering.
This forced a number of professions to look outside the university system for provision,
sometimes setting up their own facilities, including correspondence courses (an early form
of distance learning) (Millerson, 1973).

Varyingpatterns of professionaleducation
Consideringprofessionsas a whole, Millerson(1973, pp. 8-9) argues that professions
adoptedthree differentapproachestowardseducation,sometimesof necessity:
" somewere able to work within the general educationalsystem;
" somewere able to adapt the systemto their needs;
"

some were forced to develop their own structures outside the general education system.

He suggests that as professional bodies began to recognise the importance of professional
training, they responded in three different ways:

" some, e.g. doctorsand vets, strengthenedexistingtraining and organisedexaminations;
" some, e.g. pharmacistsand actuaries,providedexaminationsand speciallyorganised
tuition;
" others,e.g. solicitors,architectsand engineers,stuck to the apprenticeship/pupillage
approachwith or without examinations,at least for a while.

56

In a few areas, government intervention was considered necessary in order to secure
adequate provision. One such was Teaching. Here, government action resulted in the first
'day training colleges' for teachers being opened in 1890. By 1899, these were providing
one fifth of the country's total supply of teachers. After 1904, all sizeable local authorities
were encouraged to set up such colleges and by 1914, twenty two were in existence. In
1911 the British Government first offered grants to teachers in training (Dobson, 1973).

Dobsontracesthe developmentof teachertrainingthrough a numberof 're-examinations'
of policyand philosophy.These were reactionsin part to the changingneeds of the
classroom,in part to the supplyand demandof teachers,and in part to different political
ideologies.This providesa useful illustrationof how modelsof professionaldevelopment
can be influencedby a range of factors, some of which are unrelatedto considerationsof
formativeeffectiveness.
Acrossprofessionsas a whole, Millerson(1973)arguesthat four broad models of
professionaldevelopmenthave evolved. These are:
" university training including practical work over a prolonged period- e. g. doctors, vets,
dentists;

" universitydegree or equivalentwith full-timeor part-timetraining over an extended
period- e.g. engineers,architects;
" period of full-time sandwich courses - e.g. accountants;
" no full-time means of qualification but education via part-time study of some kind.

These distinctapproachesappearto hold good up to the time of writing
Professionsand the educationalsystem
There has been a two-way interaction between professions and the education system.
Professional entry and educational requirements have to some extent
evolved to fit in with
available facilities and qualifications (especially at the entry level), and educational provision
(especially at higher levels) has itself adapted to suit the needs of professions. Of the
British education system as a whole, Millerson (1973) observes that:
the beginning of the nineteenth century there has been a gradual and
since
...
...
definite interlocking of the systems of primary, secondary and tertiary or higher
education which has affected patterns of entry, curricula, teaching methods etc.
Education has largely come to mean some form of institutional training. There has
also been a move to almost complete dependence upon written examinations as
the main criteria of success at each stage in the system.

(ibid.,p. 7)
These developments,Millersonsuggests,have led to a numberof importantchanges
which have impactedon professions:
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Within professions too, important changes have taken place. In certain professions there is
not just one qualification available, but a range of qualifications, some in different
specialisms, some at different levels. Millerson (1973) illustrates this point in relation to the
medical profession:
At the beginning of the nineteenth century, there were a few unimportant
qualifications available; education was mainly in the form of practical training
through apprenticeship; practice was largely undifferentiated; there was limited
contact or overlap with other professions or specialisms. Today, there is increasing
sub-specialisation, an intensive expertise and a move away from an emphasis on
general practice; there is a greater interaction with other kinds of specialists
(academics, administrative personnel, technologists and technicians, researchers);
there are more clearly defined career patterns which restrict transfer, and there is
an emphasis on a strong academic and theoretical base which is acquired only at
university medical schools.

(ibid., pp. 7-8)
Some Lessons for this Research
A numberof tentativelessonscan be drawnfrom this historicalreviewwhich can inform
the research.
Professions have evolved in a fragmented and differential manner. This has resulted in
considerable heterogeneity both within and between professions. Therefore, any research
which seeks to identify generalised characteristics and attributes across professions must
exercise caution.

Ideas about professionalismand modelsof professionaldevelopmentcurrentlyin use may
be influencedas much by earliertraditionsas by the needs of presentday practice. Such
traditionsmay inhibitinnovationand modemisation.
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dimension of present day professions cannot be ignored. If professionals are to function
effectively, they need the confidence, and perhaps the respect, of the public, and social
factors may play a part in these. Earlier concerns with professional etiquette and
behaviour, apparent for example in the Inns of Court dinners, may have been justified.
Professional socialisation, i.e. the acquisition of appropriate behaviours, including how to
interact with colleagues, may still be important elements of professional formation. Any
model of professional competence should, perhaps, encourage the development of such
behaviours along with more general social skills.

Professional Associations have from early in their history recognised the need for ethical
behaviour by their members, at least in so far as professional conduct is concerned. This
may have been partly to protect the reputation of the profession, and partly in recognition of
the position of power professionals often have over their clients. Whatever the reason,
ethical codes have become common among professions. This suggests there ought to be

"

an explicitethicalstrandwithin professionaldevelopmentprogrammesand a recognitionof
the importanceof ethicaljudgementand behaviourwithin any model of professional
competence.
Having moved swiftly through 300 years of professional history, the next chapter will look at
the concept of competence - the various ways in which it may be understood and some of

the debatesthe concepthas generated.
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Introduction
This chapter will draw on the literature to explore the nature of competence and the
variousways in which it may be understood, articulated and recognised. It will also
considerthe applicability to professional development of several different perspectives
on competence.
Chapterlayout and content
The first section will discuss briefly the problematic nature of competence.

It will identify

a number of conflicting views of the concept and will propose an understanding of the
term 'competence' for use within this research. Sections two, three and four will
examine in some detail three perspectives on competence potentially of relevance to
professional development - the 'reflective practitioner' approach, the 'functional
competence' approach and the 'personal competence' approach. In each case,
critiques will be offered. Section five will consider the concept of 'meta-competence'.
The final section will look at ways of assessing professional competence.

A Problematic Concept?
The term 'competence' can have quite different connotations, depending on the
circumstances and contexts in which it is used. As Eraut (1994, p. 166) points out, it can
have, "... the positive meaning of 'getting the job done' or the negative meaning of
'adequate but less than excellent' ".

A number of writers clearly adopt the second of these interpretations, seeing
competence as only part of the way along a continuum that leads from novice to expert
(Pearson, 1984; Dreyfus and Dreyfus 1986; Comford and Athanasou, 1995). The UK
Government on the other hand, within its occupational standards programme, described
later in this chapter (pp. 71-72), sees competence as the goal of all employees, the
badge of effective performance, not simply a step along the way to some higher state of
proficiency. It defines competence as, °... the ability to perform the activities within an

occupation or function to the standards expected in employment" (Stuart, 1989).
More narrowly, Maatsch (1990, p. 103) suggests that competence should be seen as,
".., distinct from and somewhere in between knowledge and performance [or as]

...

using knowledge to solve problems".
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Competence, however defined, is arguably not directly observable but rather, as Holmes
and Joyce (1993) point out, is, "... an inference made from observed performance" (ibid.,
p. 40). The same kind of distinction is made by Gonczi et al. (1990).

Usage of the word 'competence' can be different in different environments. For
example,in education, as Barnett (1994) suggests, competence is, "... built around the
sense of a student's mastery within a discipline",whereas in vocational settings there is
what he calls, "... an operational conception of competence ... essentially reproducing
wider societal interests in performance, especially performance likely to enhance the
economic performance of UK Inc." (ibid., p. 159).
Therefore, some of the disagreements about the term may stem from the context in
which competence is being considered, while others relate to the way competence is
perceived and understood. Within this thesis, competence will be understood neither as
a mediocre level of performance, nor as a fixed and ultimate goal. Instead it will be seen
as a dynamic condition which will be defined as: overall effective performance within an
occupation which may range from the basic level of proficiency through to the highest
levels of excellence. A definition of 'professional competence', adopted for the purpose
of this research, is offered at the end of this chapter (p. 95).

Apart from disagreements about the term itself, there are competing views of how
competence should be recognised, or through what sort of indicators it should be
inferred. Tate (1995) suggests there are currently three broad models of competence in

use:
" the input model - this focuses on the intellectual, social and emotional attributes of
an individual;

" the output model - this defines the outputs that need to be achieved; and
" the process model - this spells out the functions that need to be performed.
This analysis provides a useful starting point but seems an over simplification. In
practice, what Tate refers to as the process model is often combined with his outputs
model to link functions to be performed with desired outputs. This is the case, for
example, within the UK occupational standards approach where the functions to be
performed are described in the standards, and candidates are assessed against outputs
or, as they are more generally called, 'outcomes'. Even inputs and outputs are
sometimes combined within a single approach. Thus Gonczi et al. (1990), in Australia,
offer the following definition: "A competent professional has the attributes necessary for
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job performance to the appropriate standards' (ibid., p. 9). In this definition, attributes
may be seen as inputs and job performance as outputs.

This thesis offers an alternative analysis of the main perspectives on competence. It
argues there are three distinct approaches which are of particular relevance to
professionaloccupations. These are:
i)

The Reflective Practitioner approach;

ii)

Functional Competence approaches; and

iii)

Personal Competence approaches.

The first of these is strictly speaking an epistemology of professional practice and
perhaps a paradigm of development, rather than a model of competence.

However, it

has become closely associated with professional competence and undoubtedly offers
illumination in this area. In view of the particular relevance of all three perspectives to
this research, they will each be examined in some detail.

The Reflective Practitioner Approach

In his seminal work, The Reflective Practitioner', Schön (1983) challenges the
conventional, 'technical-rational'view of professional practice. This holds that
professionals operate by putting into practice their formally-learned specialist or
technical knowledge. Schön,rejectsthe logic of a direct link between basic science,applied
scienceand practice. This, he believes,is a fallacywhich has its origins in Positivism,the
powerfulnineteenthcenturyphilosophythat held that all human problems,whether technical
or social,were susceptibleto the applicationof scientificprinciplesand methods.
Schön's view of professional practice
Offering an alternative epistemology, Schön argues that the application of theory is
not
the only, or even the main, way in which professionals go about solving problems. He
believes they use a form of tacit knowledge, i.e. knowledge linked to specific activities,
which he calls 'knowing-in-action'.

They also develop 'repertoires' of solutions and learn

how to 're-frame' and 're-name' difficult problems in order to address them more readily.
Schön views professional practice more as a form of 'artistry' than applied theory. This
is especially important when professionals are operating in ill defined or ambiguous
areas - what Schön terms the 'indeterminate zones'. He argues that factors such as
complexity, instability, uncertainty, uniqueness and value-conflict are not readily
susceptible to the technical-rational approach and asserts:
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has been constructed, it may escape the categories of
even
a
when
problem
...
applied science because it presents itself as unique and unstable.

(ibid., p. 41)
For Schön, the key competence required by all professionals is 'knowing-in-action'.

This

is a type of knowledge that often defies articulation or formal inculcation, but may be
absorbed through close contact with experienced practitioners. According to Schön, one
developmental setting in which knowing-in-action may be acquired is what he calls the
'reflective practicum'. This is an environment in which trainee professionals work closely
with experienced practitioners to tackle real problems (Schön, 1987). Examples of such
a setting may be found in design studios, musical conservatoires and art master classes.
Schön bases the reflective practicum model largely on his work within a School of
Architecture but argues that other fields of professional practice are also, "design like"
(ibid., p. 173). This should, he suggests, make them susceptible to a variant of the
design studio model.

According to Schön, the other crucial competence, professionals require (apart from
knowing-in-action) is 'reflection'. This is important for initial development, day to day
practice and continuous improvement. Two kinds of reflection Schön identifies are
'reflection-in-action' - i.e. in the middle of an activity, and 'reflection-about-action'
i.
- e.
after an activity. He acknowledges that the notion of reflection-in-action may be a source of
concern to some people who may fear it will interfere with a professional's flow of action,
which in certain situations could be disastrous. However, he suggests that action can be
maintained while reflection is taking place through what he calls'double vision' i.e. a
capacity both to concentrate on what is being done and observe it, as it were from a
distance. He argues, "The fear of a paralysis induced by reflection, like the belief in the
indescribability of artistry, comes not from the experience of practice, but from lingering
a
model of practical [technical] rationality which is [itself] much in need of reflection" (ibid.,
p. 281).
Schön accepts that the difference between 'knowing-in-action' and 'reflection-in-action'
may sometimes be quite subtle. Examples he offers of activities which display a
combination of each are sight reading a new piece of music, and jazz improvisation.
More mundanely, he suggests that good conversation involves a similar application of
these two competencies.

63

Some shortcomings in Schön's analysis

Schön's 'new epistemology' of professional practice, 'reflection-in-action', and in
particularthe associated concept of the 'reflective practitioner' have become core
doctrinewithin many professional education programmes,though they have been less
pervasiveof professional development more generally. His work has also generated a
considerableliterature, much of it offering uncritical discipleship. However, there are a
numberof problems with Schön's approach.
As previously noted, Schön offers an epistemology of practice (a hypothesis of how
professionals'do what they do') and a broad paradigm of development, but does not
provide a comprehensive model of professional competence. Nor does he offer any
detailed analysis of the types of attributes needed by professionals. Knowing-in-action
and reflection, alone, would seem too scant a template for developing professionals. To
boil all professional competence down, essentially, to two attributes appears overly
reductionist.
Schön bases his ideas largely on his work with a narrow group of professionals i.e.
architects, planners and later psychologists. The general applicability of his hypothesis
may, therefore, be open to question. The model may work with certain types of
profession but not with others, or in certain types of professional activity but not others.
His epistemology of professional practice appears to be based on a particular kind of
professional practice - i.e. practice which involves a large element of problem solving
within 'indeterminate zones'. But there are other, more routine and determinate forms of
professional practice. For some professions, these may be in a majority. Nor does the
development of all types of competence (and associated skills) necessarily require
reflection. Some competencies, for example those involving psychomotor, arithmetic or
verbal skills may simply require lots of practice. In professions where these types of
competence are dominant, reflection may be less important than in professions which
involve a greater element of analysis, diagnosis, creativity or other cerebral activity.
One of the strongest critiques of Schön's analysis is offered by Eraut (1994) who sees in
it a number of inconsistencies, weaknesses and unsubstantiated hypotheses. Eraut
argues, for example, that Schön:
does not have a simple coherent view of reflection but a set of overlapping
...
attributes ... He selects whichever subset of attributes best suits the situation
under discussion. There is insufficient discrimination between the rather different
forms of reflection depicted in his many examples, and this over-generalisation
causes confusion and weakens his theoretical interpretations.

(ibid., p. 145)
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Munby and Russell (1989) apparently have similar concerns, stating, "... His [Schön's]
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1989, p. 73; cited in Eraut, 1994, p. 147).
Much of the literature is, however, supportive of Schön, though little firm evidence is
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conscious,losing confidence and, perhaps as a result, becoming less, rather than more
competent.
Several writers seem be to struggling to turn Schön's ideas, especially those around his
concept of the 'practicum', into developmental practices that are fundamentally different
from those already in existence. For example, Glenny and Hickling (1992) describe a way
of organising the practical aspects of teacher training, which the authors claim is consistent
with Schön's approach. Their so called 'practicum' elements include:
block
school experiences;
serial
and
"

" individual and group-based practical projects - e.g. curriculum planning, developing
school policies;

-

" development,within the institution, of a 'model classroom' environment (which
includes working with children);
" special projects, designed to 'put students back in the pupils' place - to help them
see things from their perspective (ibid., pp. 41-42).
Though sound enough, it is arguable that a number of these differ little from preSchönerian practices.
A review of 'reflective practice' in teacher education in the USA found a rather confused
situation with teacher trainers interpreting the concept in different ways. The project
report is rather equivocal in its support of what was found. It concludes:
Each of the seven programmes has unique assumptions and organising
principles, some working with little more than a common-sense definition of
reflection that seems to come naturally to all teacher educators. The six critiques
similarly convey unique senses of 'reflection'. This collection will certainly
but there is no shared sense of 'reflection' to give
stimulate productive thinking
...
direction to future developments.

(cited in Eraut, 1994, p. 148)
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PuttingSchön's ideas into practice
Fewauthorsquestionthe value of reflection,concentratinginsteadon ways of encouraging
students to be reflective. A few examples of devices advocated as aids to reflection are

offeredbelow.
A numberof authorsrecommendreflectivewritingof variouskinds. Powell(1985)
commendsthe use of autobiographicaljournalsto help studentsreflectboth about
themselvesand their learningexperiences. He points out, "lt is extraordinarilydifficultto
identify what one is learning when engaged in a learning task or at a time quite close to that
period of activity". But acknowledging that reflection is not always easy, he continues, "At
least part of the difficulty lies in the intellectual demand imposed by a sudden switching of
attention which is required for immediate reflection on learning" (ibid., p. 45). Gillies and
Reading (1992) also advocate the use of professional diaries and argue these not only aid
reflection but also encourage students to take responsibility for their own development They
state "... the struggle to engage in this complex task, to identify skills and knowledge required
and to critically evaluate personal performance, is a rich source of learning and helps the
student to achieve the gamut of skills necessary for a reflective practitioner" (ibid., p. 90).

Walker (1985)too arguesthat writing can be a valuableaid to reflection,but the technique
he advocatesis to encouragestudentsto reflecton their experiencesfrom a numberof
differentperspectivesusing a variety of 'devices'. These include:
" writingfor catharsis;
" makingdescriptionsof events
" free writingfrom intuition;
" use of lists;
" constructionof portraits;
" sketch map of consciousness
" use of guided imagery;
" seeing things from an altered perspective;
" writing unsent letters;

with
imaginary
dialogues
someoneelse (ibid., pp. 56-57).
"
The use of debriefing as an aid to reflection is advocated by Pearson and Smith (1985). In
describing the process, they state, "... debriefing is not a therapy, counselling or
encountering, although sometimes elements of these types of activities are present
...
Neither is debriefing simply'having a chat'..." (ibid., p. 70). Reflective debriefing should, in
their view, be a purposeful and planned activity undertaken with the aid of a facilitator. They
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recommend that the time allocated to debriefing should not, as a general rule, be less than
the time taken for the activity itself. They believe the key to successful debriefing is a high
level of, "interpersonal, interventionist and timing skills" on the part of the facilitator and
suggest the following simple questioning framework be used:

" What happened?
How
did the participantsfeel ?
"
" What does it mean ?
They also advocateadoptionof the followingprinciples:
" debriefingshould be given a centralrole in experience-basedlearning;
" adequate debriefing time should be deliberately planned into the learning process;
" Gear objectives should be set at the outset of the activity which can later form a
framework for debriefing;
" the establishment of a debriefing environment based on trust, willingness to take risks and
mutual respect (ibid., p. 83).

Boud et at. (1985, p. 8) suggest that, "... the activity of reflection is so familiar to us that, as
teachers and trainers, we often overlook it in formal learning sessions and make
assumptions that not only is it occurring, but it is occurring effectively for everyone in the
group". They recommend reflection at three stages in the learning process:

" at the start- in anticipationof the learningexperience;
" duringthe learningexperience- as a way of dealingwith the vast array of inputs and
copingwith the feelingsthat are generated;
" followingthe learningexperience(ibid., p. 10).
They believe reflective activity should be purposeful, though the particular
goals may not be
clear to either the learner or teacher at the time. It should be what Dewey (1938) refers to as
'conscious reflective activity'. They suggest the goal should be the, "reconstruction
of
experience" (Boud et al., p. 11) and offer a three stage process to aid reflection:
Stage 1- Returning to Experience i.e. recollection of the salient events/replaying
of initial experience, either in the mind or by recounting these to others.
Stage 2- Attending to Feelings i.e. conscious recollection of positive feelings and
the removal of obstructive negative feelings through, for example, laughing
through an embarrassing incident when recounting to others or some
other form of catharsis.

Stage 3- Re-evaluating Experience i.e.'re-examiningthe experienceand
associatingit with new knowledgeand applyingit to the planningof new
activity,possiblythroughsome form of mental rehearsal.
(ibid., pp. 26-36)
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Thus, Boud et al.'s view of reflection may be seen as in part therapeutic. It has an almost
'auto-psychoanalytical' element aimed at replacing the negative feelings associated with a

particularactivitywith more positiveones.
Professionalreflectionmay evolveover time. This is certainlythe view of Jarvinen(1991),
who conducteda useful piece of researchin Finlandwhich examinedthe developmentof
reflectiveprofessionalthinkingin traineeteachersduring their initialtraining period and early
practice. She found that with growingexperience,students'perceptions,and thereforethe
typesof reflectionthey engagedin, changed. Jarvinenobservedchanges over time both in
their objectsof reflection- i.e. the things they reflectedupon, and in their levels of reflection.
Differentobjectsof reflectionshe identifiedincluded:
" their own 'professionalpersonality';
learning
the
process
of
and teaching;
"
" the content of teaching and the curriculum; and
institution
(ibid., p. 534).
the
educational
"
The different levels of reflection she identified were:
" [their own] technical competence;

" tools for reflectivepractice;and
" criticalconsciousness(ibid.,p. 533).
Explainingher findingsJarvinenwrites,"At the first level (technicalcompetence)the focus is
on adequatecommandof and effectiveapplicationof educationalknowledge.The students
do not yet problematisethe instructionalcontextof the dass, school,communityor society.
At the secondlevel (toolsfor reflectivepractice,practicalaction),they describethe nature of
educationalexperiencesand considerthe rationaleof the teachers'choices and the
possibilities of co-operation. The third level (critical consciousness, critical reflection) consists
of analysing the moral and ethical criteria underlying practical action" (ibid., p. 533).
Jarvinen found that the objects of reflection chosen at the start did not change much during
the period of teaching practice, being mainly about teaching competence (their own
performance), rather than curriculum content or the social or institutional context. However,
their reflection deepened during the teaching practice. A year later, more profound changes
had occurred in both the objects and levels of reflection. She concludes:
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The changes in the objects and levels of students' reflection are a crucial part of the
learning process during professional development. In practice periods, a point
should be made of identifying individual differences and of finding appropriate ways
of supporting students who are at different stages in development. An open dialogue
with in-service teachers and supervisors during teaching practice, where both the
teachers work and the process of supervision are discussed and reflected upon, may
be a crucial prerequisite for students to learn to evaluate their own actions later, at
work in co-operation with their colleagues.

(ibid.,pp. 537-538)
Relativelyfew authorsacknowledgethe potential'down side' of reflection. Among those who
do, Boud et al. (1985)argue that, "... the reflectiveprocessis a complexone in which both
feelingsand cognitionare closelyrelatedand interactive"(ibid., p. 11). They cautionthat
negativefeelingsand emotions,especiallyabout oneself,arisingfrom reflectioncan form
majorbarriersto development. Such feelingsmay result in harmful perceptionsand loss of
confidence. On the other hand, positivefeelingscan greatly enhancethe learningprocess.
The potentially negative aspects of reflection are also raised by Candy et al. (1985). They
suggest that reflection can sometimes cause a reduction in performance because the
individual's attention is divided between executing the activity and consciously observing
himself, or herself, doing it. This is the scenario which Schön claims can be overcome by
'double vision', but Candy et al. observe that, in practice, the effect can be to shake the
individual's confidence and sometimes cause them to revert back to the
original method
which they may find more comfortable and productive.

Within the literature, there is no shortage of commitment to Schön's ideas and

a

willingness to try to put them into practice. However, a number of important questions
remain unanswered as Bines (1992), a strong supporter of the reflective practitioner
approach, acknowledges. She states:
Although the new model [reflective practice] is increasingly becoming the
pattern
of professional education, it brings a number of new challenges, not least the
need to further develop our knowledge of the range of competencies involved in
a particular profession, an understanding of how students acquire professional
competence, how skilled teaching can enable them to do so and what are the
best settings for learning to take place.

(ibid., p. 16)
This statement, particularly the latter half, goes to the heart of this research, fortuitously
articulating its central concerns.
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Functional Approaches to Competence
Functional competence approaches may be seen as having their roots within the
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in the area of management competence.
Boak (1991) suggests that the functional approach (at least in the management area)
arose from a recognition of the inadequacies of what he calls 'Great Man Theories', the
belief still common in the 1940s and 50s that the qualities which led to effectiveness, for
inherent
i.
largely
the
that
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view
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The
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pp.
made'
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assertion and attempted to break down the managers role into key tasks or functions,
each of which was susceptible to development. Simple functional models in the
management area included functions such as planning, delegating, organising,
motivating and controlling.

Gradually, more complex models were developed. According to Grant et al. (1979),
similar analyses of functions were also being carried out in other professional areas,
particularly in America, though perhaps not to the same extent as in management.
In the mid-nineteen eighties, the UK Government decided to adopt an essentially
functional approach as the basis for a new system of occupational standards and
related National Vocational Qualifications (NVQs). A number of other countries,
including Australia and Canada, have since adopted similar approaches.
For the purpose of this research, the model of competence which underlies the UK
system is of more direct concern than the NVQ process itself. The latter is primarily
about assessment and accreditation. However, there are strong interrelationships
between the way competence is perceived, the way competent performance is
described and the way it is assessed. And, at the time of writing, NVQs are available in
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Origin of the UK model

In 1981, a Government publication, The New Training Initiative: An Agenda forAction
(MSC, 1981), suggested that vocational training in the UK was in need of modernisation
to make it more effective in producing a competent workforce. The paper set out a
strategy for improvement which involved the establishment of occupational standards
covering all major occupational areas.
A later report (De Ville, 1986) reviewed vocational qualifications in England and Wales
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made up of new qualifications which would be called 'National Vocational Qualifications'
(NVQs) or, in Scotland, 'Scottish Vocational Qualifications' (SVQs). These would be
competence based but would incorporate relevant knowledge and understanding. The
report proposed that the new qualifications should be based on 'occupational standards'
which would themselves be competence based.

Occupationalstandards and NVQs
Occupational standards are derived through a process known as 'functional analysis'.
The standards spell out the functions that need to be performed in a particular job role,
together with criteria for recognising effective performance in each function. Therefore,
the approach can be said to adopt a 'functional' perspective on competence.
Occupational standards form the basis for both the design and assessment of NVQs.
Competence is, in principle, judged through the achievement of job-specific outcomes,
rather than through a knowledge based examination (Jessup, 1991). Nor does
assessment require the demonstration of particular behavioural characteristics or
is
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Crawley
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of
attention
put
p.
and
personal qualities.
not on the individual in a role and their qualities, but on the role as it might be performed
by any individual".

Providing candidates can achieve the outcomes required by the job, they are deemed to
be competent. Candidates are not required to have undertaken any prescribed
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programme of education or training and there are no grades of achievement.
Candidates are simply judged as either'competent' or'not yet competent.

Organisationsknown as Standards Setting Bodies (formerly called Lead Bodies) have
(such
industrial
in
for
developing
sectors
particular
standards
occupational
responsibility
as Constructionor Engineering), or for cross-sectoral roles (such as Training or
Management). During the process of developing standards, the Standards Setting
Bodies are expected to consult widely within their sector or occupational group to ensure
the ownership and commitment of employers. The system is overseen by the
Qualificationsand CurriculumAuthority - QCA (formerly the National Council Vocational
Qualifications- NCVQ). In Scotland, the parallel system of Scottish Vocational
Qualifications(SVQs) is overseen by the Scottish Qualifications Authority (formerly the
Scottish Vocational Education Council - SCOTVEC).
There are five levels of NVQ, ascending in order of complexity. Level 1 covers very
basic competences, Level 4 and particularly Level 5 cover competences normally
associatedwith professional occupations. The system of describing competence is
similar at all levels. Standards are broken down into key roles, units and elements.
Effective performance is described at the element level through 'performance criteria'.
Limitations of UK model
The NVQ system offers a model of competence and a paradigm of assessment.
However, it does not provide any paradigm for development.

Indeed, this is deliberately

excluded, a fact that has prompted Fletcher (1991, p. 144) to stress, "... NVQs have
nothing whatsoever to do with training programmes". Green (1995) argues that the lack
of concern for the development process is unique in Europe. This is seen by some as a
major weakness in the UK system. The issue will be discussed in more detail later.

At the time of writing,occupationalstandardsand the processof awarding NVQs have been
in existencefor a relativelyshort time, and to some extent both are still emerging. It is
understandablethereforethat a numberof aspects have sparkedcontroversy. There is a
large and often polarised literature linked to standards and NVQs, a representative
selection of which will be reviewed in the next few subsections.
General and philosophical criticisms
A number of theoretical objections have been raised to the underlying model of
competence. There have also been criticisms of the processes involved in developing
occupational standards and delivering NVQs.
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Marshall (1991) sees within the model the influence of both functionalist sociology and
behaviourist psychology'. Both, in his view, lack sophistication and present particular
difficulties when applied to vocational training. He argues that the functionalist approach
(the focus on very specific task outcomes) does not allow for possible alternative
indicators of performance and may therefore stifle the development of imagination,
denies
influence
the
behaviourist
He
individuality.
that
the
argues
creativity and
importance of theoretical frameworks and cognitive strategies. Consequently, these are less
likely to feature in any training activity aimed at developing competence. He comments, "The
trainee from this perspective is reduced to an automaton" (ibid., p. 62).

The behaviourist influence is also a concern of both Crawley and Reay (1992) and Hyland
(1995) who criticise the model's focus on the directly-observable aspects of performance
to the neglect of the mental processes which lie behind them. Hodkinson (1995, p. 61)
sees the approach as embodying a combination of 'technical-rationality' and

'managerialism',both of which he regards negatively.
Functional analysis, the process used to develop occupational standards, is also considered

by someto be flawed. Stewartand Hamlin(1992)argue that the disaggregationit produces
can lead to constituentpartsthat are less than the whole [a sort of negativesynergy]. They
believethe techniquealso promotesa process-orientation,ratherthan the outcomes-focus
soughtby the competencemovement.
The disaggregation argument is pursued by Barnett (1994), Hyland (1995) and Smithers
(1995a) who all ague that 'atomisation' (the practice of breaking down competence into
numerous individual competences) does not guarantee skilled overall performance.
Smithers comments, "Being able to dribble and do headers, for example, do not make a
footballer. It is the way they are put together that matters" (ibid., p. 11).

Marsh and Holmes (1990) are critical both of functional analysis and of what they see as the
idealistic and generic way in which competences are described. In a later publication,
Holmes (1995) describes the language used in standards as, °... arcane and bureaucratic... "
(ibid., p. 11). Barnett (1994, p. 73) is equally sceptical, commenting, "Any attempt
to draw
...
up lists of competences is bound to be partial and debatable. To any such list ... we are
entitled to respond: whose competences are these? ". He also claims that functional analysis
produces standards that are backward, rather than forward, looking.

Behaviourist psychology, based on the work of Pavlov (1927), Watson (1930), Skinner (1938) and others, will be discussed in
Chapter 4 (pp. 96-98).
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Ashworth and Saxton (1990) argue (following Belbin, 1981) that the focus on individual
competences misses the point that in many situations, what is required is a team of people,
instance)
(for
"...
different
than,
a
of
managers
group
characteristics, rather
each contributing
all to the same standard and with the same emphasis on the same list of competencies"

(ibid.,p. 14). They are also concernedthat the conceptignores`context'and
underestimatesthe potentialproblemsof transferbetween one situationand another.
Morespecificcontroversies
Asidefrom the above generalcriticisms,there have been a numberof specificareas of
debaterelatingto the UK approach. Four particularcontroversiesare of relevanceto this
research:
" the placeof knowledgewithin occupationalcompetenceand how effectivelythis is
coveredwithin standardsand the NVQ process;
is
the
way
competence
assessed;
"

" the effectivenessof the approachin promotingsound development;and
" the suitabilityof the approachand its underlyingmodel for use with professional
occupations.
Eachof thesewill be consideredin turn.
Theplace of knowledgewithinoccupationalstandards
The philosophybehind competencebased training stressesthe central role of 'outcomes'
(Jessup, 1991). Factors such as knowledge, skill, understanding and personal effectiveness,
together with any processes aimed at developing any of these, are seen as being, as it were,
on the other side of the divide from outcomes. These are all identified as'inputs'. According
to purist competence based philosophy, as it originally evolved in the UK, it was

unnecessary,and indeed inappropriate,for any of the inputs to be assessed. Consequently,
in the earlydays of standardsdevelopment(1985-1989),little or no attentionwas paid to the
inputsside of the competenceequation,includingknowledge.
Jessup (1991) recalls that some standards 'experts' discounted the need to either specify or
assess knowledge, "Early arguments went..., 'If a person performs competently, we need
...
not be concerned with what he or she knows'" (ibid., p. 121). This view is typified by Moran
(1991, p. 8) who states, "I am not persuaded that knowledge is, of itself, of great importance
in the measurement of competence... ".

Mansfield(1990)arguesthat the importanceof knowledgewithin vocationaltraininghas in
the past been over-stated. He asserts:
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to move away from a position where knowledge and understanding are
we
need
...
thought to have some privileged and almost sacred role in Vocational Education and
Training.

(ibid., p. 21)
But not all supportersof the UK approachare as fundamentalistin their views. Wolf (1990,
p. 35),for example,arguesthat knowledgeis an importantcomponentof vocationaltraining
and oughtto be includedin the assessmentprocess. She writes, "Knowledgeand
understandingare themselvesconstructswhich are assumedto contributeto competence.
Theycan be inferredfrom measuresof competenceor they can be inferredfrom direct
measures".Suggestingthat knowledgemay need to be separatelyassessed,Wolf
continues, "... we may find it hard to acquireadequateevidence[of knowledgeand
understanding]by focusingon competencealone".
Fleming (1991) maintains there is an important distinction between, "... knowledge for its own
sake and knowledge that genuinely underpins competence" (ibid., p. 8). But Hyland (1992,
p. 22) sees this sort of distinction as a'false dichotomy' which leads to the view amongst
some standards enthusiasts that only practical knowledge - i.e. 'knowing how' is important in
determining competence. He cites Ryle (1949) in asserting that knowing that something is
the case (propositional knowledge' ) may be just as important as knowing how (practical
knowledge). Thinking and doing should not, in Hyland's view, have a
wedge driven between
them. He believes it is a mistake to try to draw boundaries too tightly around the knowledge
needed for vocational competence.

A similar position is adopted by Moonie (1992) who suggests that
at advanced, i.e.
professional, levels, knowledge may be so inseparable from performance that to try to
isolate knowledge which specifically relates to performance may be a vain
exercise.
With professional occupations particularly in mind, Eraut (1990, p. 22) argues that,

"... underpinningknowledgeis such an importantaspect of manyjobs that its omissionwill
lead to seriouslyinadequatedescriptionsof performance". Moran (1991) on the other
hand assertsthat
in the most professional occupations the proportion of 'knowledge-heavy
even
...
competencies is quite few. In many cases it is the recognition of how little we know
which makes us more competent The doctor who seeks a second opinion may be
more competent than the doctor who 'knows' and prescribes without reference to
others.
(ibid., p. 8)

1 The distinction between
propositional and practical knowledge will be addressed more fully In Chapter 4 (pp. 123-124).
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More controversially, he states, "... given that only 75% of diagnoses are reckoned to be
correct, the argument in favour of a fixed body of knowledge as an essential prerequisite for

competentperformanceis dubious"(ibid.,p. 8).
The above controversies concern the contribution of knowledge to competent performance.
Closely related issues are:

" how explicitlyknowledgeought to be specifiedwithin competencestandards(see,for
example,Mitchelland Bartram,1994);and
" how knowledgeought to be assessed.
Bothof these have been the subjectof a seriesof incrementalchanges over the past
decade,with the generaltrend being towardsincreasingthe concentrationon knowledge.
The last majorchange resultedfrom the BeaumontReport (Beaumont,1995) but the
suspicionthat knowledgeremainsundervaluedwithin the standardsbased approach
continues(e.g. Smithers,1995b). This may be inevitable,given the nature of the functional
competenceperspectivewith its focus on what a candidatecan do, rather than on what he or
she knows.
The next subsectionwill look at the processused to assess NVQ candidates. This is

of

relevanceto this researchbecauseit relatesto how competencemay be recognised,and
becauseof the gradualextensionof NVQs into professionalareas.
NVQ Assessment
The difficulty of designing an assessment process which reliably infers
competence is
acknowledged even by the strongest advocates of competence based approaches. (Mitchell
and Cuthbert, 1989; Jessup, 1991). The accrediting and awarding bodies publish broad
rules on assessment and, as with those relating to the specification of knowledge, these
have been progressively tightened. Yet criticisms about the
quality and reliability of
assessment have persisted. Gealy (1993) observes that at one extreme, it can be very
mechanistic and pedantic; at the other, NCVQ's assessment criteria are seen as a licence to
use whatever assessment methods are judged relevant.
Eraut (1993) too expresses concern that the system gives individual assessors too much
responsibility, offering excessive scope for variations in rigour. Others, (e.g. Johnson and
Blinkhom, 1992) have argued for tighter external verification procedures and this too has
been progressively put into effect.
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Some critics have expressed more fundamental, and perhaps more extreme, objections to
the process. For example, Mullin (1993) claims that, "The assessment process is
paradoxically designed to ensure you do not need to be competent to obtain a competence
based qualification". He continues, "... open systems of assessment, where people with

little,no or poor trainingare free to presentthemselvesfor assessmentwill inevitablyproduce
greater assessment error' (ibid., p. 25).

Along similar lines, Holmes (1995) argues that the attribution of competence through the
awarding of Vocational Qualifications is failing to provide employers with a means of

discriminatingbetweenemployeesin order that predictionsmight be made about their future
performance. He asserts, "... a mere 'snapshot' based on observed current performance is,
in itself, of little or no usefulness in the management of human resources which is concerned
with the future" (ibid., p. 5).
Some see a danger of assessors falling into a 'tick list approach', rather than assessing
competence holistically. Along these lines, Debling (1991) argues:
An assessment system which 'atomises' the collection of evidence i.e. is focused on
individual performance criteria, is unlikely to capture the full breadth of competence.

It is also unlikelyto providegood qualityevidenceof the abilityof the individualto'put
it all together'.
(ibid., p. 3)

Looking specifically at the assessment of competence in higher level roles, Eraut and Cole
(1993) conclude that simplistic notions of assessment linked to observed outputs are not
always appropriate to professional occupations. They argue that, here, 'performance
evidence' may need to be supplemented by'capability evidence'. The latter would go
beyond what was directly observed and would indicate a candidate's potential to perform in
the future. They suggest this may require separate assessments of the 'knowledge basei.e. key concepts, theories, facts and procedures.
The accrediting and awarding bodies lay down criteria for assessment and, like the guidance
offered on knowledge, these have been progressively tightened in an effort to improve
quality and consistency. Nevertheless, concerns about the validity of assessment methods
persist.

The next section will look at the effectiveness of the standards based approach in promoting
candidate development, as opposed to certifying competences already attained.
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assessment, the process was shown to be considerably more effective. The same research
also raised the key question of what was being assessed within portfolio-based assessment.
Was the portfolio a reliable proxy for effective performance in the workplace or was the
assessor simply judging a candidate's ability to produce a convincing portfolio?

Mullin (1993, p. 25) rather cynically predicts that the NVQ system, "... is destined to produce
a significant increase in the number of people who attain qualifications, while not actually
being competent". He claims, there is no evidence that competence based approaches
produce more able trainees than other forms of training. Similarly, Stewart and Hamlin
(1992) argue there is no evidence that formerly-established training procedures have been
producing 'incompetent individuals. They ask, rhetorically:
Where are the thousands of incompetent bricklayers building walls that fall down
overnight? Where are the thousands of incompetent electricians whose mis-wiring
causes thousands of fires? Where are the hundreds of thousands of incompetent
professionals and semi-professionals ... whose chronic inability to do what they claim
they can do and what they are required to do causes immeasurable damage to
individuals, to organisations and to society?

(ibid., p. 10)
Beaumont (1995, p. 12) on the other hand, in his Government commissioned review of the
NVQ process, argues that, "Traditional qualifications did and do not deliver competence. At
best they give knowledge and understanding in context. They do not demonstrate that they
can be applied in the workplace. At worst they give knowledge without understanding".

Eraut (1993)fears that the pre-occupationof NVQswith the competencedemandsof initial
qualificationsmay deter the developmentof modelsof professionallearningwhich assume
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A stoutdefenceof the UK modelis offered by Mitchell(1991),though she acceptsthat
trainingand developmentis not a majorconcernwithin the process. She observesthat:
Learningprogrammes,particularlyfor staff who are in post and who wish to upgrade
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largelymay be one of self-developmentand self-appraisal.The costs ... will be in the
individualnegotiationand discussionwhich takes place, rather than an increasein
formal traininginputs.
(ibid., p. 36)
In a later publication (Mitchell, 1995) in which she reviews the first 10 years of the UK
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people. She supports this (somewhat weakly) by arguing that trying to relate occupational
standards to one's own job is in itself a developmental exercise. Beaumont (1995, p. 5) also

believesthat the UK approachhas been successfuldevelopmentally,and backs this with
rathermore substantial(if subjective)evidence. He recordsthat 85% of the employerswho
respondedto a large-scalesurveyfelt that NVQs/SVQsdid develop their employees'
competence,and 77% felt that the benefitsof the processoutweighedthe cost.
Of course, some of the perceived deficiencies described above relate to the specifics of the
UK system, rather than to the functional competence perspective per se. But assessment
and qualifications issues aside, there are still doubts about whether a focus on functions and
outcomes will readily develop holistic competence. Bamett (1994, p. 81) believes it will not,

especiallywhen appliedwithin an educationalsetting. He argues, 'To conceiveof the
developmentof mind as an outcome,which is what the idea amountsto, is a hopelessly
limitedway of construinghigher education. As with competences,outcomesrepresenta
form of closure".
Suitabilityof the approachfor use with professionaloccupations
The application of the UK model to professional areas is at the time of writing still
immature. Some critics argue that the universal application of a single model of
the
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UK model is not suited to professional areas where the knowledge and cognitive
requirements are more complex (Randell, 1993; Whittaker, 1993).
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Along these lines, Randell (1993) states that, "... drawing up a checklist of 'skills' may be
useful to define standards for shop floor workers, but is inappropriate as a means of "
measuring the effectiveness of managers and professionals" (cited in Finn, 1993, p. 26).
Whittaker (1993), whilst accepting that competences may be useful for assessing skills that
can readily be seen and measured, argues that such skills represent a smaller part of the job
in more professional roles. Similarly, Marshall (1991, p. 63) asserts, 'The model becomes
less effective as the level of skill and cognitive requirement increases°. He suggests it should
either be restricted to basic skills training, or refined for use in higher-level skills areas.

Otter (1994), supports the use of the UK approach within higher level occupations, but
accepts that knowledge may need to be given greater emphasis than at lower levels.
She claims this is recognised by the UK Government and quotes, in support, the
Employment Department's Briefing Note No. 9 (1993) which she says states, "The focus
in standards is on performance
This does not negate the need for knowledge and
...
Indeed in some cases, performance may be
understanding or the ability to apply them
...
heavily dependent on an individual's knowledge
The knowledge and understanding
...
needed is more than just a body of information. It must specify relevant principles and
concepts... " (cited in Otter, 1994, p. 6).
In a report' following their study of attitudes and assessment practices in the
professions, Eraut and Cole (1993) conclude, "Our discussions revealed no dissent from
the NCVQ/SCOTVEC principle that evidence based on performance in the workplace
should be given a high priority; though many felt that the proportion of such evidence
might be rather lower for higher level occupations in order to accommodate demands for
a much larger'knowledge

base', not all of which could be assessed through evidence
based on performance" (ibid., p. 2).

The UK Government'sEmploymentDepartmentin a strategypaper on NVQs at higher levels
(ED, 1996)also acceptsthat at professionallevel, particularattentionmay have to be paid to
knowledge. It acknowledgesthat knowledgeis an integral part of competenceat all levels
but states:
lower levels, much of it can be inferred in the process of assessment; at higher
at
...
levels of occupation however, mastery and exploitation of bodies and patterns of
knowledge, of concepts and paradigms, of precedent and process is vital for
satisfactory performance Similarly, while ethical issues and value judgements are
...
encountered at all levels in the workplace, the nature of work at higher levels places a
new and vital importance on the need for standards in these areas to be incorporated
within higher level vocational qualifications.

(ibid.,p. 3)
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and the place of personal (or behavioural) competence. On the last of these, in a few
areas such as Management, a personal competence model is offered alongside the
functional standards. But even here, personal competence is not assessed and often
does not feature in related development programmes (Cheetham, 1994).

Critique of the underlying functional model
The criticisms of the UK approach to occupational competence, important though they
are because of the potential use of NVQs within professional areas, are not necessarily
applicable to the underlying model of competence. A number of the problems discussed
earlier stem from the way in which the functional competence model has been applied in
the UK. Therefore, in considering the utility of the functional model it is important to
separate those factors which are inherent within the model and those which apply to the
implementation process.

Concentrating on the model itself and drawing on the earlier discussions, there appear
to be five main shortcomings of the functional competence model. Firstly, it relies too
much on directly-observable aspects of competence, perhaps to the neglect of cognitive
processes. Secondly, it tends to understate the importance of both knowledge and
personal competence, each of which may be important components of professional
competence. Thirdly, it does not readily accommodate the ethical dimension of
competence, which again may have particular relevance in professional roles. Fourthly,
it recognises competence solely through performance in current job roles, to the neglect
of capability to undertake more advanced roles. Fifthly it focuses on the results or
outcomes of competent performance but throws no light on the personal attributes which
may be a necessary pre-requisite of such performance.

Despite these shortcomings,the model provides a useful framework for articulating what
needs to be done within a job role and rightly, in the view of the author, stresses the
importance of achieving the desired outcomes.
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Personal Competence Approaches
In contrast to functional approaches, personal competence models concentrate on the
personal characteristics and behavioural skills that an individual is required to to bring to
a job. These might include attributes such as self-confidence, stamina, attention to
detail, output-orientation and thinking on one's feet. Such models are sometimes
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alternativelyreferred to as 'behavioural competence' models. However, they also
commonlyinclude less visible and more cognitive and/or affective attributes such as
strategic vision, motivation and self image. For this reason, it is more accurate to use
the broader term 'personal competence'. The assumption behind these models is that if
an individual possesses an appropriate range of personal attributes, he or she is more
likely to perform effectively (competently)than those who do not.
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McGaguie(1993,pp. 229-230)tracesthe specificationof personalattributesto Biblicaltimes,
arguingthat St Paul laid down the personalcriterianeeded for the early bishops in his letter
to Titus. He continueshis religioustheme in claimingthat the criteriaset out by John Wesley
in the eighteenthcenturyfor the selectionof ministerswas also based on personaland
behavioural attributes. Just as functional competence models can be seen as rooted in
Taylorism, or Scientific Management, personal competence models may be seen
as
linked to the human relations school of management (e. g. Maslow, 1954; McGregor,
1960; Herzberg, 1976).

Much of the research into personal competence has been done in the USA and has
tended to concentrate on Management and related occupations. Typical exponents
of
this approach are Klemp (1980), Boyatzis (1982), Klemp and McClelland(1986),Schroder
(1989),and Cockerill(1989). Each has developedmodels of competencebased
on
personal attributes. More recently, the Management Charter Initiative (MCI) has produced its
own 'Personal Competence Model' to accompany its Management Standards (MCI, 1990
revised 1997c). A number of these models draw on each other. For example, the MCI
model has been influenced both by Boyatzis (1982) and Schroder (1989). Boyatzis in turn
draws heavily on Klemp (1980).
There is evidence that some leading organisations both in the UK and the USA have a
preference for a model of competence which stresses personal, rather than functional
competence. Certainly, personal competencies form the backbone of many'in house'
competency frameworks. The dominance of personal competence over functional
competence in such frameworks seems to be confirmed by research commissioned by the
Human Resource Development Partnership (Sugarman, 1993). The project report
states, "A
growing number of organisations were found to be developing competencies for managers
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MCI Personal Competence Model
The MCI Personal Competence model in its original form (MCI, 1990) comprised a rather
complex structure of 'clusters', 'dimensions' and 'behavioural indicators'. There were
four clusters, each of which had three or four dimensions which, in turn, had a number of
behavioural indicators. A typical cluster was labelled 'managing oneself to optimise
results'. This was made up of the following three dimensions:
drive;
and
showing
confidence
personal
self
"
" managing personal emotions and stress;
" managing personal learning and development.
Typical behavioural indicators for the first of these were:
" demonstrate clarity and surety of purpose;
" maintain commitment and effort in spite of set-backs and problems;
" express confidence in the success of plans or initiatives; etc.
The revised version of the model (MCI, 1997c) is simpler in structure, consisting of ten
competencies, each with up to ten behavioural indicators. It covers similar ground to the
earlier version, but draws on more recent UK research into the personal competencies of
senior managers. Partly in response to earlier criticisms, a competency covering ethical
behaviour has also been added.

The Boyatzis model
This is one of the leading examples of a personal competence model and is, perhaps the
most widely used (Evans and Kerrison, 1994). The model, and its derivation, will therefore
be described in some detail.

Boyatzis (1982) draws on a number of earlier models plus his own work with McBer and
Company in several large organisations, together with an 'aggregate study' which was
funded largely by the American Management Associations. The work was primarily around
the area of management competence. Boyatzis is critical of functional competence models
and the process used to derive functional competencies arguing:
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based on task or function[al] analysis focus on the job and do not address
models
...
the person in the job. In doing so, the models include many specific and detailed
descriptions of activities, but no mention is made of the characteristics that enable or
increase the likelihood of a person performing those activities.

(ibid.,p. 8)
He summarises the purpose of the McBer (his own) study as being, "... to determine which
characteristics of managers are related to effective performance in a variety of organisations"

(bid., p. 8). Thus, Boyatzisconcentratesprimarilyon the person,ratherthan the function. A
key objectiveof his researchwas to try to explainsome of the differencesbetweenpoor,
versusaverage,versus superiorperformance.
Boyatzis and his collaborators studied 12 organisations and over 2,000 people in 41 different
jobs. The organisations were drawn from a number of different sectors. Job holders and
their managers were consulted to determine the characteristics considered to be important in
distinguishing between 'superior, 'average' and 'poor' performance. The researchers used
a form of 'critical incident' technique known as 'behavioural event interviewing' to identify
which individuals possessed these characteristics. Interviewees were invited to describe
various real situations and how they had dealt with these. From the answers given, the
possession or otherwise of particular characteristics was inferred. The aim was to determine
which characteristics were possessed by the job holders who were perceived as the more
effective and not by the average or poorer performers. In deciding, in advance, which
individuals should be in each category, Boyatzis used:

" supervisorynominationsand ratings;
" peer nominationsand ratings;and
" work output measuresof variouskind (ibid.,p. 44).
Boyatzisargues his methodis superiorto functionanalysisin three respects:
" it examinesthe person in the job, rather than the job;
" it results in a model of competence, not merely in his words, °... a laundry list of

characteristics";and
" the model can be validated in terms of performance data (ibid., p. 43).
From his results, Boyatzis identifies five types of 'characteristic' which can contribute to
effective performance:

" motives;
" traits;
" skills;
" aspectsof a person'sself-imageor socialrole; and
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"a

body of knowledge which he or she uses (ibid., p. 21).

The constituentcharacteristicsof each of the above categoriesmay be seen as
'competencies'which Boyatzisdefines as, °... characteristicsthat are [linked]causallyto
effectiveand/orsuperiorperformancein the job". He continues,`This meansthat there is
evidencethat indicatesthat the possessionof the characteristicprecedesand leadsto
effectiveand/orsuperiorperformancein that job" (ibid.,p. 23). He goes on to definewhat he
refersto as a 'thresholdcompetency'as, "... a person'sgeneric knowledge,motive,trait, selfimage,socialrole, or skillwhich is essentialto performinga job, but is not causallyrelatedto
superiorjob performance"(ibid.,p. 23) and offers, by way of example,the abilityto speak the
nativelanguageof one's subordinates.
Boyatzis goes on to define the other terms used in his analysis as follows:
" a'motive' - "a recurrent concern for a goal state, or condition, appearing in fantasy, which
drives, directs and selects behaviour of the individual" (after McClelland, 1971);
"a

'trait - "a dispositional or characteristic way in which a person responds to an equivalent
set of stimuli";

" 'self-image'- "a person'sperceptionof himselfand the evaluationof that image"(this
incorporatesboth self-conceptand self-esteem);
" 'socialrole' - "a person'sperceptionof a set of social norms for behaviourthat are
acceptableand appropriatein the social groups or organisationsto which he or she
belongs";
'skill'
"the
demonstrate
to
ability
"
a system and sequence of behaviours that are
functionally related to attaining a performance goal" (these
must be observable) (ibid.
pp. 28-33).

Boyatzismakesa distinctionbetween'skills',and 'tasks or functions'. The latter,he
argues,
normallyrequiremultipleskillsfor their performance.
He assertsthat any competencymodel should have two dimensions:
" one which describesthe type of competency;and
" one which describes the different 'levels' of each competency - e.g. motives may exist at
the unconscious level, self-image at the conscious level and skills at the behavioural level
(ibid., pp. 25-27).

Boyatzisbelievesthere is, what he calls, a 'dynamicinteraction'betweenthe various
componentsand levelsof competencieswithin his model. For example,if an organisational
environmentchanges,individualcompetenciesmay also need to change. He offers a model
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Criticisms of Boyatzis

Boyatzis'methodology,and his resultingmodel,can both be criticisedon a numberof
grounds. His relianceon job holders'perceptionsin identifyingthe characteristicslinkedto
superiorperformanceand particularlyhis methodof selectingsuperior,average and poor
performerscould be seen as both subjectiveand potentiallytautological. People's
knowledgeof a colleague'swork and performancemay be scant, and their perceptionsof an
individual'seffectivenessmay be distortedby particularfactors such as their communication
or interpersonalskills.
The identificationof an individual'sperformancecategory,prior to interviewcould lead to a
self-fulfilling prophesy effect. Equally, inferring the possession of characteristics from
interview answers, rather than by observation or some other form of direct assessment, is
likely to be unreliable. Some people may be better at post-hoc rationalisation of their
behaviours in given situations than others, and this may give interviewers a false impression

of their competence.
Boyatzis' criticism of competencies derived through functional analysis as 'laundry lists' might
for
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equally
the functional competence dimension within his model; for as it were 'throwing out the baby
with the bath water', though in fairness, he does recognise the need for functional

competence,but he tends to 'take this as read'.
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with a whole range of personal attributes,who appear to be confident and articulate, yet
are not good at getting the job done.
Since the work was based mainly on managers and supervisors, there could be doubts
about the suitability of the approach to other professions.
Despite these criticisms, Boyatzis offers a sophisticated analysis of competence and a
model which recognises its multifaceted nature. His identification of environment and
self image as important contributors to competence may be particularly significant,
especially in professional roles. The work can also quite properly claim to have been
based on a large sample of job holders.

More general observations on personal competence models
Fletcher (1996, p. 54) draws attention to the 'mismatch' that he claims often exists between
personal competencies and established psychological tests, "... even when the
competencies are behavioural in nature". He observes, 'The root cause of the difficulty is
that competency frameworks and psychological test dimensions usually describe behaviour
at different levels". He points out, by way of example, that a competency such as
'achievement orientation' may require someone to have a psychological profile which is not
compatible with other core competencies such as 'team working' and 'interpersonal skills'. In
some cases, he argues, particular combinations of competencies, "... do not make
psychological sense".
On the other hand, Boak (1991) is supportive of the use of personal competencies,
suggesting they may be better indicators of an individual's potential to perform in future roles
(capability) than functional competencies, which tend only to affirm competence within the
current role.

Edmondsand Tey (1990) argue that the main utilityof a personalcompetencemodel is as
an aid to self-awareness,ratherthan as a developmentaltool. It can of course be argued
that both are closelylinked. Certainly,becomingaware of one's shortcomingsmay be a first
step towards overcomingthese. In relationto the use of personalcompetenciesalongside
occupationalstandards,Edmondsand Tey state, "if the primaryconcernis to produce
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is
occupational standards for an NVQ-type qualification, the concept of personal competence
a distraction" (ibid., p. 8).

In contrast, Evans and Kerrison(1994)argue stronglythat personalcompetenceoughtto be
included in NVQ programmes,especiallyat professionallevels. They see personal
competence as a criticalcomponentof effectiveperformance,on a par with functional
competence.
Meta-competencies
A number of writers have identified certain generic, high level competencies which they
argue transcend other competencies, in some cases enabling self examination, in other
cases enhancing more prosaic competencies (Hall, 1986; Reynolds and Snell, 1988;
Linstead, 1991; Fleming, 1991; Nordhaug, 1993; ). Some meta-competencies are said to
be important to the acquisition of other competencies (e. g. Hall, 1986). Fleming (ibid.,

p. 7) describes meta-competenciesas, "... competencieswhich work on other
competencies", and goes on to argue, rather sweepingly, that, "... all university
education is concerned with meta-competence"(ibid., p. 8).
Hyland (1992) on the other hand is sceptical about the concept of meta-competence.
He argues that, "The kind of high-level generalisable qualities suggested by the notion of
meta-competence seem to be more adequately captured by the [more] generally
comprehensible concept of 'expertise' " (ibid., p. 23). However, the latter part of his
argument seems flawed since expertise may relate simply to the mastery of a single
motor skill, such as juggling.

Most of the literature on the subject appears to be supportive, though not all authors use
the term 'meta-competence'. Hall (1986), for example, refers to'meta-skills', which he
sees as skills which help one acquire other skills. Reynolds and Snell (1988) identify
what they call 'meta-qualities'. These include -'creativity', 'mental agility' and what they
call 'balanced learning skill'. Blagg et al. (1993) use the term 'meta-cognitive skills'.
Eraut (1994) refers to 'meta-process' which he defines as, "... the thinking involved in
directing one's own behaviour and controlling one's own engagement in
other
...

[professional] processes" (ibid., pp. 115).
Linstead (1991), Fleming (1991) and Nordhaug (1993) all use the term'metaExamples offered by Nordhaug are -'communication', 'problem solving'
in
thesis
this
be
is
the
term
'analytical
Meta-competence
used
will
which
and
capacities'.

competencies'.

because it seems to be the most appropriate.
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Critique of meta-competenceconcept
Despite the strong support within the literature, the concept of meta-competence
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learning, which may be crucial to the development of other competencies. And there are
yet others such as 'analysis', 'introspection' and 'reflection' that enable self monitoring.
The term 'meta' literally means 'beyond'. Therefore, it might be argued that it is only
those in the last group that are true meta-competencies, in the sense of enabling people
to step out, as it were, beyond themselves, to examine other competencies.

Nonetheless, the concept of meta-competence has a number of eminent advocates and
seems to be supported by independent research conducted by people not specifically
wedded to the idea. For example, the existence of certain generic competencies linked
to learning is suggested by the work of Downs and Perry (1984) around the area of
'learning to learn'. This points to a relationship between the possession of certain types
of competencies and the ability to learn things readily. The notion of other types of

competencies which enable self-monitoring and analysis also seems persuasive and can
be seen as linked to the ideas of Schön (1983; 1987), especially around reflection.
Assessing Professional

Competence

Almost all professionals sit written examinations during their initial professional
education. Many also undergo some form of assessment of their professional skills and
experience, prior to being fully accredited to practice. In some cases, this involves direct
observation, in others it requires the production of a portfolio of evidence, sometimes
verified by a senior member of the profession. Some of the difficulties involved in such
processes were discussed in an earlier section relating to NVQs. This section will look
at other assessment techniques that are either currently being used, or have the
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potential to be used, in professional situations. It will also consider some of the more

general issues relating to the assessment of professionals.
Cross professional studies of assessment
One of the most comprehensive, recent investigations of how professional performance
is assessed was carried out by Eraut and Cole (1993). This involved a detailed study of
11 professional areas supplemented by a wider consultation. The authors identified
three broad patterns of assessment:
" assessment of workplace performance during a period of practical experience,
following completion of an academic qualification in Higher Education;
" on-the-job assessment as an integral part of the academic qualification leading to
direct professional recognition; and
" assessment of practical performance conducted both within the academic course and
during a subsequent period of professional experience (ibid., p. 1).
The most common assessment techniques they identified (in both workplace and
academic contexts) were: direct observation by supervisors; the use of role plays or
simulations; observation of simplified practice; indirect observation using a video
recording; interviews with candidates; and the examination of work-related documents -

e.g. portfolios, records, testimonies (ibid., pp. 33-34). These appear to accord very
much with assessment methods identified in the USA by Dinham and Stritter (1986) who
themselves suggest that only the use of multiple methods can provide assurance of a
professional's all round competence.
Eraut and Cole (1993) argue that to be fully effective, assessment of professional
competence requires two types of evidence:
" performance evidence (this is evidence drawn from the application of both specialist
and generic skills in a professional context); and
" capability evidence (this is evidence, not directly derived from the workplace, which is
used either to supplement performance evidence or to ascertain a candidate's

potential in the future) (ibid., pp. 33-40).
This appears, prima facie, to be a useful distinction. However, the two quite different
usages included within the capability category (supplementing performance evidence
and future potential) are likely to require quite different forms of evidence. The authors
also include within the capability category such diverse characteristics as:
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Whilst these all undoubtedly contribute to performance and possibly also offer some
indication of future potential (though this may be a risky extrapolation), they are probably
better seen as different kinds of competence, rather than being grouped together under
the single heading of 'capability'.
As reported in an earlier section, Eraut and Cole found no dissent from the principle that,
"... evidence based directly on performance in the workplace should be given a high
priority ..." (ibid., p. 2), though they point out that relatively few professions have clear,
objective standards (such as occupational standards) against which such assessments
can be carried out.

McGaguie (1993), based on research in the USA, supports the view that the
competence of professionals cannot be judged independently of their ability to achieve
desired outcomes. However, he regards current assessment methods as inadequate for
addressing the complexities of professional competence, "... what professionals think
and understand and how they act is far more complicated than what today's assessment
technologies can probe" (ibid., p. 240). He believes that current systems still favour
those who perform well on assessments of acquired knowledge.
McGaguie gives primacy to the direct observation of professional activity in addition to
knowledge assessment, but feels that even direct observation has its pitfalls unless the
conditions of observation are managed tightly and assessors are well trained. He leans
towards simulations, providing they are of high fidelity, and favours the use of 'openended' problem solving exercises. He offers a number of suggestions for improving
professional assessment:

" methods of assessment should closely match what professionals do in practice;
increased
attention should be paid to pre-entry assessment;
"
" more attention should be paid to personal qualities - e.g. honesty, tact, confidentiality;
" assessor training should be improved;
professional
competence should be judged as a combination of a 'profile of skills',
"
'acquired knowledge', 'dispositions' and 'other achievements'; and
" the use of assessment centres for use with professionals should be expanded (ibid.,
pp. 258-259).
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Assessment centres
The use of assessment centres is strongly supported by a number of writers (e. g.
Woodruffe, 1990; Dale and Iles, 1992; Bolton, 1995). The term 'assessment centre' does
not necessarily imply a place dedicated to assessment (though this might be the case in
larger organisations). It is a generic term which refers to a particular approach to
assessment. This involves administering a suite of specially designed assessment exercises
to individuals in order gauge their current or potential competence. Normally, several
candidates participate in the centre at the same time. This is because often a proportion of
the exercises is group-based - e.g. role plays. A typical batch of participants is around six
(Woodruffe, 1990).

According to Dale and lies (1992), the use of assessment centres was first developed by the
military for officer and specialist selection. It was adapted to civilian use in the USA around
1958 and imported to Britain in the early 1970s. The authors claim there are accepted

protocolswhich most centresapply. These are:
" multipleassessmenttechniquesmust be used, at least one of which must be a work
relatedsimulation;
"

multiple assessors, with appropriate prior training, must be employed;

" judgements resulting in an outcome such as a promotion recommendation must be based
on pooled information resulting from a variety of techniques and assessors;

" an overallassessmentof behaviourmust be made by the assessorsat a separatetime
from the observationof behaviour,
"

simulation exercises used should have been pre-tested to ensure that they provide
reliable, objective and relevant behavioural information for the organisation in question;

" the dimensions,attributes,characteristicsor qualitiesevaluatedby the assessmentcentre
should be determined by an analysis of relevant job behaviours; and
" the techniques used in the assessment centre should be designed to provide information
which will help evaluate the dimensions, attributes and qualities previously determined
(ibid., pp. 124125).

In support of the approach, Woodruffe (1990) states, 'The assessment centre process has
extreme credibility in terms of delivering accurate assessment. The belief in assessment
centres is partly the result of a good deal of research evidence in their favour. This evidence
is translated quite readily into the message that they have been proved to be
virtually 100%
accurate" (ibid., p. 6). Bolton (1995) displays similar uncritical faith in the approach.
However, neither produce convincing supporting evidence and Woodruffe's
claim of near
100% accuracy should be treated with extreme caution for a number
of reasons.

There are considerable difficulties in designing tests and simulations which accurately reflect
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360 Degree techniques
Another approach to assessment which seems to be gaining ground in the UK is '360
degree' assessment, or feedback (Victor, 1995; Edwards and Ewen, 1996; Fletcher,
1998). The process involves assessment of an individual by a variety of stakeholders,
both
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Though the main applications of '360 degree' techniques to date have been self-awareness
raising, in-company development and performance management, the technique offers the
potential to be used in more formal assessment settings.
In a more general context, Dinham and Stritter (1986) have argued that junior professionals,
"... must develop a picture of themselves which they can compare to a standard. That
picture is based on multiple sources: self; peers; patients and clients; and instructors" (ibid.,
p. 961). Advocates of 360 degree assessment claim that the process does precisely this.
They argue it is fairer and more accurate than other assessment techniques because it elicits
perceptions of competence from people who observe an individual's day to day performance
from different perspectives (Fletcher, 1998). On the other hand, there are likely to be
difficulties in achieving consistency and commonality of understanding amongst the various
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stakeholders,especiallywhen they are not experiencedassessors. Some of the
stakeholders,e.g. peers and clients,may have insufficientevidenceof the subject's
performanceagainstsome of the listed competenciesand may be tempted to give him or her
the benefitof the doubt There could also be a danger of collusionamongst participants,
particularly if rewards or promotion are at stake.

Although there is a growing range of assessment techniques which are of potential use
to professional development, none is without its problems. It may be concluded that the
assessment of competence is as problematic as competence itself. Two simple lessons
seem to be that all assessment methods should be treated with a degree of caution, and
reliance on a single technique should be avoided.

Chapter Summary
The chapter has demonstrated why competence may be seen as a problematic concept.
There are a number of well developed approaches to competence that are applicable to
professional occupations, but each of these perceives competence in a different way.
As a result, they each illuminate particular aspects of competence, sometimes to the
detriment of other aspects that may be equally important. None seems to offer a
comprehensive and holistic view. The three major perspectives discussed (Reflective
Practitioner, Functional Competence and Personal Competence) are all capable of
informing professional development, though none seems fully satisfactory on its own.

Meta-competence is a persuasive concept, though not itself unproblematic.

It offers a

useful addendum to any or all of the three major perspectives, but on its own does not
provide a broad enough tool for analysing all aspects of professional competence,
focusing as it does on only certain kinds of competence.
Assessment is a key issue because, however competence is defined and articulated, it
is necessary to know when people have attained the required standard. A range of

assessment methods exist which are capable of being applied to the practical aspects of
competence, but all have their own strengths and weaknesses, advocates and critics.
All suffer from the need to make inferences about an individual, based on limited
information. For such inferences to be safely made, a combination of assessment
methods may be needed.

Despite the complex and problematic nature of competence, the concept is valuable,
and its various perspectives offer insights on how people development might be
improved. Because competence was a key concern of this research, it was necessary

to adopt a working definition of professional competence. Drawing on a number of the
perspectives discussed above, the following definition was constructed:
The possession of the range of attributes necessary for effective performance
within a profession and the ability to marshal these consistently to produce the
desired overall results.

The next chapter, the last of the chapters linked directly to the literature, will examine
those writings which throw light on how competence is acquired.
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Professional Learning and Development: Literature Study, Part 3
Introduction
This sectionof the literaturehas provedvaluablefor severalreasons. Firstly,it offered a
range of theoriescapableof throwinglight on how competenceis acquired,and techniques
which might aid acquisition. Secondly,it informedthe design of the empiricalwork by
suggestingareas that ought to be coveredand questionsthat should be asked of
practitioners.Thirdly,it providedconceptsand hypothesesagainstwhich the empirical
findingscould be examined.
The reviewcontainsa combinationof theories,practicaltechniquesand summariesof
previous cross-professional research, all of which have a bearing on this work. The chapter
will provide a resource which will be drawn on later when the results of the empirical

investigationare discussed.
Chapter layout and content
The first sectionwill look at generaltheoriesof learningand some applicationsof these to
professionaldevelopment. The secondwill look at theoriesand principleswhich relate
particularlyto adult learning. The third sectionwill examinea range of approachesand
practicaltechniquesapplicableto professionaldevelopment. The final sectionwill review
previouscross-professionalresearchof relevanceto this work.
General Theories of Development
There are many theories and concepts that can be applied to competence acquisition,
and a large literature on both developmental psychology and adult learning. It is
impossible to review all of this in depth, but a number theories which appear to have the
most relevance to this research are summarised and briefly appraised below. Some
examples of how these may be applied to professional development are offered.

Behaviourism
No reviewof the literatureon learningtheoriescould begin without some mentionof the well
known,experimentalwork of Pavlov(1927) becausethis may be seen as seminalin respect
of modem developmentalpsychology. Pavlovdemonstratedthat animalscould be
conditionedto behave in requiredways by subjectingthem to otherwiseneutral stimuli. This
was the result of a simple'reflex response'.
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Applying similar principles to human behaviour, but with an additional reinforcement element
following the desired response, Watson (1913 and 1930) and Skinner (1938) showed that
'operant responses', i.e. those that related to more complex everyday behaviour, could be
known
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latter
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kind
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particular response repeatedly resulted some
being any event which strengthens the response), then learning would take place.

Reinforcementcould thus be used to 'shape' behaviour.
Behaviourism,especiallyin its early days, adopted a fiercely positivistapproachto learning,
believing that scientific study would eventually reveal all that needed to be known about
human behaviour, and asserting that only those things which could be observed directly
were scientifically relevant (Watson, 1930). However, the latter position largely denied the
relevance of thoughts, feelings or motives in the learning process, viewing human behaviour

as little more than a seriesof conditionedresponses.
Simplebehaviouristtheory is now widely regardedas overly reductionist,but aspectsof it
undoubtedlywork, and most peoplewould agree their behaviouris affected by the various
forms of reward(or punishment)that resultfrom their actions. Skinner'swork on the
'shaping'of behaviourthrough appropriatereinforcershas had considerableinfluenceon
educationalpracticeand, to some extent, on trainingmethodology. Echoesof behaviourism
can still be found in the importanceeducatorsattachto feed-backand reinforcement,and
within variousinstructionaltechniquesused in professionaldevelopment
Behaviourism applied

Behaviouristprincipleshave been applied extensivelyto the developmentof low level
psychomotorskills. Skinner(1938)advocatestheir use for shaping more complex
behavioursand even for behaviourmodification.
An example of behaviourism applied directly to higher level training is 'behaviour modelling'
(Bandura, 1977). This uses techniques such as 'goal setting' and 'self-reinforcement to help
people acquire the characteristics of a competent role model (sometimes presented on film).
The technique has been used in professional development programmes in the USA
(Sprafkin and Goldstein, 1990), though to a lesser extent in the UK. However, elements of
modelling can be found in role play exercises and other kinds of simulation, which are widely
used in this country.

97

Bandura (1977) claims that behaviour modelling can be particularly effective in helping
people overcome dysfunctional fears or phobias - e.g. fear of heights, public speaking, cold
calling. Moses and Ritchie (1976) report success in using modelling to develop interpersonal
skills. Latham and Frayne. (1989) describe its use as an aid to employee motivation and selfdevelopment. But others are critical of the technique, claiming that its results are
inconsistent; that behaviours practised through modelling often fail to transfer adequately to
real work situations and that even where they do appear to transfer, often decay rapidly
(Russel et al., 1984).

Behaviourism has been used to explain and inform learning through repetitive processes
such as drill and practice and even learning by observation (Myers, 1988), though the latter is
particularly questionable. Behaviourism has also successively influenced the design of
programmed learning, teaching machines, computer based training and interactive video
(Dean and Whitlock, 1988). In all of these areas, training is offered in small steps, responses

are requiredfrom traineesat variouspoints, and feed-backis given.
More generally, behaviourist principles have been applied to the development of motor skills,
especially where this involves continuous repetition. However, Gagne (1967), based on
research with the American military, argues that repetition accompanied by simple feed-back
in the behaviourist style is not in itself a reliable training method, even for the acquisition of
basic skills such as those involved in gunnery. He maintains that repetition accompanied by
instruction is much more effective, because an instructor can draw out the principles and
even the thought processes involved, suggesting suitable mental models for use by the
trainee. Thus, Gagne can be seen as embracing both behaviourism and the other main
school of developmental theory, cognitive psychology.
Cognitive approaches
In contrast to behaviourism, with its concentration on inputs and outputs, cognitive
approaches are more concerned with what goes on between these two stages, in other
words, the mental processes which accompany such activities as learning, reasoning or
problem solving. These kinds of cerebral activity are likely to involve processes such as
memorising, concept formation, and the use of symbols and language. Cognitive
approaches look at the way people absorb information from their environment, sort it
mentally and apply it in everyday activities.
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Gestalt theorists
One branch of cognitive psychology was developed by the so called Gestalt' theorists (e.g.
Lewin, 1935; Kofka, 1935; Wertheimer, 1945). This school views consciousness as
involving organised structures; patterns and configurations, and learning as an holistic
process that cannot meaningfully be broken down into constituent parts, even for the
purpose of analysis.

The German term 'gestalt simply means shape or pattern, but can also refer to 'an
integrated whole', and it is at this level, exponents of the Gestalt school argue, that learning
ought to be studied. Similarly, they advocate that learning techniques should themselves be
holistic, rather than fragmented, and should recognise the importance of developing
appropriate mental patterns and structures. Bruner (1967, p. 18) describes Gestalt theory
as, °... the system par excellence for analysis of the iconic mode, being solidly based upon
the analysis of the naive phenomenology of experience and the manner in which perception
and memory are linked by the rule of phenomenal similarity". This is a rather complicated
way of saying that the Gestalt approach helps us understand how perception and memory
are assisted by the use of mental images.

Clarkeand Fraser(1982; 1984)describehow Gestalt principlesmay be used to understand
the learneras a `wholeperson'and identify incompleteor unsatisfactorymental patterns(or
mind sets)which may be blockingthem from achievingtheir full potential- what they term
'unfinished business'. Such problems may be as likely to affect professionals as any other
group.

Language and thought
Another group of cognitive theorists sees thought and the process of learning as being
closely linked to language, but the nature and direction of the linkage is disputed. Some
early theorists, namely Sapir (1929) and Whorf (1941), postulated that language actually
determines thought (cited in Gross, 1987, p. 179). This was based on the logic that
language enables us to form concepts, that we think by using concepts, therefore, any
limitation of language will limit our ability to think. According to Bruner (1967, p. 19), Whorf
also hypothesised that different ethnic languages structure reality differently for their users.
The view that language and thought are deterministically linked is now seen by most
psychologist as extreme. Gross (1987, p. 178), for example, comments that, "As adults, our
thinking often goes on through the medium of imagery and we express our thoughts and
feelings through gestures, facial expressions and in other non-verbal ways. Artists `think'
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Despitethese differencesin theoreticalposition,the importanceof language and articulation
to thought and learningappearsto be widely acceptedwithin education,though sometimes
perhapstacitly (Greene,1975). It can be discernedin some of the techniquesused in
professionaldevelopment. Examplesare the use of discussiongroups, student
presentations, written assignments, reflective reports and, occasionally, simultaneous
commentaries (where trainees describe their actions while performing an activity).

Since oral communicationis centralto many professionalroles,the potentialinteraction
betweenlanguageand competenceis of particularinterestto this research.
Cognitivedesignin computerbased learningand beyond
Earlier, it was stated that the design of computer based training had been influenced by
behaviourist principles. That was certainly true until quite recently. However, shifts in
psychological orthodoxy, supported by advances in technology have led to the use of
more cognitive design approaches.

Cognitive principles are now being applied to screen design, for example through the
use of icons instead of text. More flexible architectures, such as Hypertext and
Windows, also enable less structured approaches, allowing trainees to explore sources
of knowledge and information in their own individual way, with help and tutorial facilities
available if and when required, and tests offered to trainees as an option, rather than
being automatically administered to them (Barker, 1989; Plowman, 1989). These
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changes also reflect a more general shift in learning paradigm towards one which offers

greater learner autonomy and empowerment (Brookfield, 1986) - i.e. a switch from
teacher/trainer control to learner control.
A similar paradigm shift may be observed in many other areas of learning and it can be
argued that this is, at least in part, due to the replacement of behaviourism by cognitive
psychology as the dominant philosophy. But this change offers its own potential
problems. Not all learners are able to exploit the greater freedom it offers. Some may
need, or prefer, a greater degree of instructor guidance. This seems likely to be the
case even with some trainee professionals. The issue of learner autonomy and selfdirectedness will be re-visited later in the chapter (pp. 105-106).

Cognitive critique
Cognitive theories offer some valuable insights into the way people think and learn, but
they are difficult to confirm experimentally, because of the obvious difficulty of directly
observing what is going on in a person's head. Surrogates, such as psychological tests
or exercises, may be flawed or their results open to different interpretations.

Even

where a person is able to give a coherent account of his or her own thought process, it
should not necessarily be assumed that the same thought process or mental imagery
would be either necessary or helpful to another person performing the same task.
Nonetheless, a broadly cognitive approach would appear to be appropriate to many
aspects of professional development, particularly those with a high cerebral content.

Mixed approaches
A number of psychologists have attempted to combine behaviourist and cognitive
principles, recognising that people do not simply respond to stimuli but also act on
beliefs, express attitudes and strive towards goals (Tolman, 1959; Bolles, 1972). Whilst
still maintaining that there is a link between stimuli and behavioural responses, Tolman
suggests this is affected by intervening variables [or cognitive processes] (cited in Hill,
1990).

Other writers too may be seen as embracing both cognitive and behaviourist traditions.
For example, Bandura (1977 and 1986), a strong advocate of behaviour modelling and
other behaviourist techniques, nonetheless offers a theory of 'social learning'. This sees
learning as a continuous, dynamic and reciprocal interaction between individuals
affecting, in particular, their attributes, values and behaviours. It also recognises the
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importance of the learning environment, something which is particularly relevant to this
research.

Gagne and Briggs (1979).also adopt a mixed approach in advocating a combination of
behaviourist and cognitive principles when training people to perform complex tasks,
such as those typically found within professional occupations. They have developed a
system of task analysis which includes training domains such as: 'cognitive strategy';
'intellectual skills': and 'attitudes' in addition to less cerebral domains such as:
'information'; and 'motor skills'.
Gagne and Briggs suggest that each of these areas will require a different
developmental approach. For example, 'motor skills' may benefit from the application of
certain behaviourist principles, whereas 'cognitive strategy' and 'intellectual skills' would
seem, rather obviously, to point towards more cognitive approaches. Gagne's work with
the US Army, cited earlier (p. 98), suggests that even within these discrete domains, a
combination of techniques may be the most effective because, for example, even the
performance of essentially motor functions may have cognitive dimensions (Gagne, 1967).
This appears to be the belief of many top-level athletes who often pay as much attention to

the mentalprocessesinvolvedin sportingachievementas to the physicalones.
Applicationof linguisticsto leaning
Earlier, the link between language and thought was discussed. An example of a
development technique which exploits this link is neuro-linguistic programming or NLP. The
technique also employs a combination of behavioural and cognitive principles. NLP is a mix
of self-communication techniques (to send oneself positive messages) and various forms of
mental imagery. Originating from work done by Bandler and Grinder (1979), the technique
has many facets, including modelling (to modify behaviour), visualisation (to alter mental
structures or mind sets) and behaviour anchoring (a technique which employs both stimulus
and reinforcement).

NLP has a number of enthusiastic supporters who proclaim its efficacy in overcoming
psychological barriers, developing personal effectiveness and as an aid to self
motivation (Johnson, 1991; Kamp, 1991; Harris, 1992). Pope (1995) argues it can be an
invaluable tool for trainers, helping them to overcome their trainees' learning blocks. But
the claimed benefits of NLP seem to be short on objective, evidential support. The
technique could be criticised for adopting a potpourri of disparate approaches, and for
being over philosophical and pseudo-therapeutic.
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Cybernetic analogies
Cybernetics, a term credited to Wiener (1948), is a theoretical approach which uses the
analogy of machines to model human thought and behaviour. It sees behaviour as
being made up essentially-.of three components - input, processing and output, a further
element in the mechanism being feed-back. A so called 'feed-back loop' consists of
input, output and some form of information concerning the effects of the output (Smith
and Smith, 1966).

The importance of feedback has found its way into many different kinds of learning
without necessarily the cybernetics model being embraced. Cybernetics principles can
be discerned within the well known 'Systematic Approach to Training' (Mager and
Beach, 1967), though this also draws heavily on Systems Theory. Cybernetic analogies
have informed the concept of 'single loop learning' versus 'double loop learning'. The
former being seen as analogous to a thermostat adjusting to a pre-set temperature and
the latter to the questioning of whether the thermostat is set at the right temperature
(Argyris and Schön, 1974).

A variant of the cybernetics approach sees human thought processing, particularly in
relation to problem solving, as analogous to the way computers work (e. g. Hovland,
1960). The data processing analogy has also been used to hypothesise the way human
beings process information more generally. Wood (1988, p. 11) argues that human
beings, like computers, °... are able to attend to just so much information at any one
moment and the assimilation of information and adaptive responses to it demands time".
This may be because, as most psychologists appear to believe, we have 'serial
processing' capability. This means we can only deal with one piece of information at a
time, though we are able to scan rapidly between one piece and another (Welford, 1968;
Allnutt, 1976). However, some researchers believe that, like modern computers,
humans have a limited amount of 'parallel processing' capability, enabling us to perform
several mental tasks at the same time (e. g. Legge and Barber, 1976).
Whatever the truth, the computer analogy may be helpful in pointing to the limitations of
human information processing. These limitations have important implications for skills
development (Lovell, 1980) as well as for ergonomic design (Wood, 1988). In certain
professional areas, such as aviation and surgery this branch of study is particularly
critical. Information overload has the potential to cause a breakdown in a professional's
competence, albeit temporarily.
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In reality, human thought and behaviour are much more complex than any simple
mechanical model could portray. The process of problem solving is also variable. Some
problems are susceptible to the mechanistic approach used in data processing, but
others may require creativity or lateral thinking. As Lafrancois (1980, p. 240) points out,
"There are a great variety of different types of problem and a great variety of different
behaviours involved in solving them". However, cybernetic and data processing
analogies may aid analysis and help explain human limitations in information processing.

Constructivismand discovery learning
Finally, before moving on to adult learning theories, mention should be made of the
constructivist philosophy which has emerged relatively recently (Wells and Chang-Wells,
1992 and Driver et al., 1994). This holds that the construction of knowledge is very
much an individual process and that different learners find their own way of making
sense of the world. They form and test their own hypotheses, based on what they see
and hear around them.

The view has been used to support 'discovery learning' methods, but this approach has
been criticised for expecting too much of the learner and risking critical gaps in what is
learned. Hodson and Hodson (1998), for example argue, "... it is absurdly naive to
expect them [the learners] to be able to invent for themselves the abstract notions such
as gene, molecule and magnetic field that scientists have developed over many years... "
(ibid., 35).

Theories of Adult Development
Many theories of learning were originally intended to aid understanding of children's
development and to inform their teaching (pedagogy). But a number relate specifically
to the development of adults. Three such approaches are:

" Andragogy;
" Experiential Learning;
Symbolic
Interactionism.
"

Although these each conceive of adult learning slightly differently, there are overlaps
between them. For example, they all view the adult learner as an active participant in
the learning process and of broadly equal status with the teacher/instructor.
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Andragogy
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learners' own experiences should be used as a resource (summarised and
paraphrased from Knowles, 1980, pp. 43-44).

Some, at least, of these principles can be found embedded in many professional
development courses, though they are often not explicitly expressed. Brookfield (1986,
p. 91) argues that andragogy, "... is the single most popular idea in the education and
training of adults".
There appears to be some justification for this claim. Indeed many professional trainers
and educators seem to accept the principles as though they were self-evident truths.
Yet there are grounds for doubting the validity of the assumptions they make about
adults and the way that they learn, certainly in so far as they can be said to be

universally applicable.
Some criticisms of andragogy
Jarvis (1984, p. 32) feels that andragogy has acquired the status, of an, "... established
doctrine

being grounded in sufficient research to justify its dominant position".
without
...

Brookfield (1986, p. 93) points out that although learner autonomy and self-directedness
are at the core of andragogy, these may not be general traits. He argues, "Many adults
pursue lifestyles in which self-directed behaviours are noticeably absent". Various
pieces of research suggest that these traits may be affected by class differences (Kohn,

1969; Kohn and Slomczynski, 1990) and by cultural differences (Pun, 1990).
The work of Kohn (1969) and later Kohn and Slomczynski (1990) suggests that middle
class learners are normally more self-directed than working class learners. Their
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research involved extensive parallel studies of self-directedness in the USA and Poland.
Reporting on the studies, the authors write, "We hypothesised that members of more
'advantaged'- social. classes would be more intellectually flexible, would value selfdirection more highly for their children, and would have more self-directed orientation to
These
self and society than would members of less advantaged social classes
...
expectations were strikingly confirmed" (ibid., p. 233).

Pun (1990), working in Hong Kong with both ex-patriot British and Chinese managers,
found marked differences between the two cultural groups in their approaches to
learning. Whilst the British generally responded well to participative, self-directed and
experiential approaches, the Chinese seemed much more comfortable with didactic,
tutor-directed methods. The universality of the andragogical principles may also be
thrown into doubt by the work of Honey and Mumford (1986) and Smith and Kolb (1985)
around learning styles. This suggests that adults, even from similar backgrounds, display
marked differences in the way they learn (more will be said about learning styles later).
Knowles' assertion that adult learners are aware of their own learning needs is also
open to challenge, at least as a general proposition. Some adults may be aware of
some of the gaps in their knowledge and competence, but it is doubtful whether anyone
is fully aware of their own shortcomings. It might be argued that professionals in
particular ought at least to have a general awareness of their own learning needs, and
indeed ought to be self-directed learners. But saying that they ought does not
guarantee that they will. It seems likely that such traits would be variable, even amongst
professionals.

Recognising the limits of one's own competence (and therefore learning

needs) would certainly seem to be an essential trait for a professional. Selfdevelopment skills would also seem to be important. But both may have to be learnt,
rather than occurring naturally.
Jarvis (1987) suggests that Knowles may, within his assertions, be identifying
a
particular form of maturity, rather than universal characteristics of adulthood. Also
doubting the universal application of andragogy, Day and Baskett (1982,
p. 150) argue
that it is best seen, not as a theory of adult learning, but rather
as, °... an educational
ideology rooted in an inquiry-based learning and teaching
paradigm".

Despite some shortcomings, andragogy does offer a set of

principles which many

trainers seem to have found useful. Andragogy has also made
an important contribution
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to the design of professional development programmes in the past and no doubt will
continue to do so.

Experiential Learning
Experiential Learning is not a single theory, but encompasses a range of related
concepts and models of learning. Some of these have been used to inform the design
of professional development programmes. They may also be useful in helping to
explain how practitioners learn from experience gained outside formal programmes.
Both of these areas are central to the aims of this research.
The broad concept of experiential learning is based on the common sense view that
ideas are constantly being formed and reformed by life experiences. But experiential
learning theories also offer hypotheses about how the process works, in some cases
suggesting their practical application to adult learning situations.

Kolb (1984), drawing on the work of Lewin (1935), Dewey (1938) and others, identifies a
number of common propositions about experiential learning shared by the earlier
theorists. Kolb summarises these as:
" learning is best conceived as a process, rather than in terms of outcomes;
" learning is a continuous process grounded in experience;
" the process of learning requires the resolution of conflicts between dialectically
opposed modes of adaptation to the world;
" learning is an holistic process of adaptation to the world;
" learning involves transactions between the person and the environment;
" learning is the process of creating knowledge (ibid., pp. 26-37).
Kolb (ibid. ) also offers his now well known 'learning cycle' (Figure 2), which draws
heavily on Lewin's earlier and similar model.

concrete experience "MMOOOOýý
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Figure 2: Kolb Learning Cycle (Kolb, 1984)
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The cycle has four stages and the learner is seen as moving from one stage to the next
until the cycle is completed. The cycle may be entered at any point.

Honey and Mumford (1986) offer an adaptation of the Kolb model in which the learner
moves from 'having an experience' to 'reviewing the experience' to 'concluding from the
experience' to 'planning the next steps'.
Another technique within the experiential learning genre is 'Action Learning' (Revans,
1983; Mumford, 1984), a procedure in which a group, or'Action Learning set', tackles a
work based problem, in stages, with intermediate periods of analysis and reflection upon
what has been learned. Within the process, learning is considered to be just as
important as solving the problem. The learning sets are expected to generate their own
solutions (and learning) with minimal external intervention.

Links between experiential learning and andragogy
There is some overlap between andragogy and experiential learning theories but it is
possible to be a supporter of experiential learning without espousing all the principles of
the former. For example, self-directedness is not a necessary pre-requisite of
experiential learning, though it may help. Nor does experiential learning require learners
to be consciously aware of their own specific learning needs. Indeed it can be argued
that it is often not until some time after the initial learning experience, and perhaps a
period of reflection, that learners are able to recognise the things that were important for
them to learn.
Criticisms of experiential learning approaches
Some people are wary of experiential learning techniques believing them to be 'hit and
miss' in relation to what is learned. Along these lines, Brotherton (1991) writes:

indicates that the instructor cannot rely upon the instructed person's
research
...
own ability to discover what is useful through experience positive assistance is
...
required so as to structure experience...
(ibid., p. 6)
Smith (1988, p. 28) has similar concerns about the use of Action Learning and
comments, "Action Learning ignores the fact that outsiders can contribute alternative
framings of problems... ".
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The proposition that learning through experience takes the form of a neat cycle as
suggested by both Kolb (1984) and Honey and Mumford (1986) is also open to

challenge. Learning seems likely to be a more complicated and multifaceted process.
Schlesinger (1996) argues that whilst the elements of both the Kolb and Honey and
Mumford cycles are relevant, learners in practice jump between these elements in
complex ways; that learning is much more fragmented and often chaotic than the cycles
suggest.
The fact that people do learn through experience is beyond challenge. Indeed, this is
likely to be a major element of professional competence acquisition. Whilst the various
theories of experiential learning have their limitations in terms of explaining how the
process works, they may point to ways in which naturally occurring learning experiences
can be better exploited by individuals. Similarly, the main utility of learning cycles may
be the enhancement of individual or group learning, rather than providing accurate
models of how people actually learn.

Symbolic lnteractionism
This term is used here to describe the philosophy of a loose grouping of theorists who
place considerable emphasis on factors such as self awareness, self image and self
esteem within the learning process (e. g. Mannheim, 1936; Freire, 1978). 'Self' is
considered to be a social construction which emerges both through interaction with
others and the use of language (Jarvis, 1987).

From within this school, Brundage and Mackeracher (1980, pp. 23-6) offer a number of
hypotheses about adult learning. Though these are similar in some respects to those of
andragogy, they are more dependent on self image. They include:
" adults are more concerned with whether they are changing in the direction of an
idealised self-concept than whether they are meeting objectives set by others;
" adults with higher self-esteem learn better than those with lower self esteem;
" the self is affected by each new role undertaken by the leamer,

" adults learn best when they perceive themselves as learners.
These hypotheses are of relevance to this research, though some of them are open to
challenge, particularly the last one. The hypothesis relating to self-esteem seems less

controversial.
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For another member of this school, Freire (1978), the learning philosophy takes on an
almost liberationist political zeal [sic. ]. He suggests that adult learning should be aimed

at freeing individuals from the intellectual constraints of dominant cultures, encouraging
them to challenge the status quo.

Boydell (1990) identifies seven 'modes of being', each of which offers a different sense
of `selfand leads to different modes of development (summarised in Table 1):
Mode

Characteristics

I- Adhering

working to standards or operating in ways prescribed by others, working
from memory, applying rules, etc.
responding to variations from routine, recognising patterns and effects
of changes, making changes to taught routines
being in tune with what is happening, understanding at a deeper level
what is going on and able to explain to others
learning from experiences and using this as a basis for action,
develo in own ideas and theories of action
needing to find things out by experimentation and discovery, developing
new ways of doing things
realising that things are somehow inter-connected, seeking wider
overviews, attempting to bring things together
having a deep conviction and sense of purpose, able to find meaning In

2- Adapting
3- Relating
4- Experiencing
5- Experimenting
6- Connecting
7- Dedicating

work, able to focus on essentials

Table 1: 'Modes of Being' (summarised and paraphrased from Boydell, 1990, p. 8)
Boydell argues that as people mature as learners, they do not simply move from one
mode to another, but have a wider repertoire of modes open to them.
Symbolic interactionism and professional development
Some of the ideas within this school could appear esoteric, difficult to translate into
practice or perhaps unduly philosophical. However, they do have implications for
professional development at a general level., They emphasise the importance of the
social setting of learning, the need for developers to recognise the individuality and
earlier socialisation of learners and the importance of supporting, or even enhancing, a
learner's self-esteem.

In support of this approach, research by Lawrence (1985) appears to shows links
between self-esteem, learning expectations and achievement. Blagg et al. (1993)
suggest that even those with high self esteem (as might be the case with many
professional trainees) can have their confidence, and therefore learning capacity,
undermined by inappropriate handling. They argue that'confidence building measures'
should always be included in development programmes.

110

Professional

Development: Concepts and Techniques

Having looked at a number of broad theories of learning, the review now examines a
range of more practical techniques and concepts related to professional development.
Again, the work cited under each topic is representative only of an often considerable
literature.

Instruction and coaching
Instruction is understood here to mean: the inculcation of specific knowledge or skillrelated principles to one or more individuals at the same time. Coaching is understood
as: one to one learning support tailored to the needs of an individual. Both techniques
have particular relevance to professional development. A number of writers offer
paradigms, models or principles to support each.
Bruner (1978), while falling short of offering a detailed coaching model, suggests a useful
metaphor of a coach as providing expert scaffolding to support the learner. Like real
scaffolding, the support can be adjusted as necessary, according to the learner's needs. It
can also be dismantled when it is no longer required.

In relationto instruction,Gagne (1967; 1984)providesa paradigmwhich placesthe
emphasison providingsuitableconditionsfor self learning,and on the instructordirectingthe
trainee'sattentiontowardssignificantfactors as well as impartingthe hidden secretsof
mastery,rather than simplythe mechanicsof the process. His analysisof the hierarchical
nature of learning- the fact that certainthings must be known, or skillsmastered,before
more complex tasks can be undertaken - also informs the sequence in which instruction
should take place (Gagne, 1962).

A learner centred approach to instruction is promoted in a publication by the former
Engineering Industry Training Board (EITB, 1980). This involves trainees undertaking all the
actions themselves right from the start. It is based on the belief that people learn best by
'doing', rather than by watching others. The instructor offers verbal guidance throughout the
instruction but no prior demonstration.

Bruner(1967, pp. 40-43) suggeststhat any theory of instructionshould have four features:
"a

specificationof the experiencesmost likelyto encouragea willingnessto learn;

"a

specificationof the way informationshould be structured;

"a

specificationof the sequencein which informationshould be presented;
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"a

specificationof the natureand pacing of rewardsand punishments.

The last of these has a distinctlybehaviourist,and perhapsrather old-fashioned,flavour and
the items as a whole-seem more-appropriate to a scheme or plan of instruction than to a

theory of instructionas Brunersuggests.
Collins et at. (1989) offer a model of instruction which, like Gagne's, stresses the importance
of instructors making the cognitive processes as explicit as possible. But their model reveals
a broad understanding of the term 'instruction' which embraces a range of processes, some
of which were discussed earlier, including some that are self-directed. The six elements of
the model are:
" modelling (by an expert);
" coaching (Whichthe authors see as the learner practising while the coach offers feedback);

" scaffolding(the notion of providingsupportwhich is graduallyreduced as the learner
becomesmore proficient- drawingon Bruner,1978);
" articulation(gettingtraineesto describetheir reasoningor problemsolving processes);
" reflection(whichthe authorssee as comparingtheir own reasoningor problemsolving
processeswith those of an expert or peer);
" exploration(wheretraineestake on problemsolvingwithout support).
Although offering this schema as a model of instruction, the authors also refer to it as
`cognitive apprenticeship'. This title seems more appropriate, given its broad content. The
model is included here because a number of the techniques it incorporates appear
particularly germane to professional development.
Observation and role modelling
Observation is a natural part of everyday life and it is taken for granted that we learn many of
our practical skills and behaviours by watching others. But how does this work and why is it
not always successful?

Bandura(1986)offers a simplemodelfor learningby observation. This is made up of four
components:attention,retention,productionand motivation. The first and last components
highlightthe fact that we do not automaticallylearn everythingwe observe. We notice
events selectivelyand this is affected both by concentrationand the desireto learn. The
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absence or inadequate execution of any of the other components will also mean that

effectivecopyingwill not occur.
Bandura(ibid.) also identifiestwo levels at which people learn from role models:'imitation'in
which one personsimplytries to copy the behaviourof another,and a deeper processwhich
he calls 'identification'in which a persontries to be the 'same kind of person' as the other.
Role modelling has been the subject of a number of empirical studies. For example, Bucher
and Stelling (1977) conducted research which looked at how professional trainees acquire
particular'professional identities' - i.e. how they become a particular kind of professional.
They identified five different types of role model, summarised as follows:

i)

partial -

ii)

charismatic - an idealised global model of professionalism;

iii)

stage -

iv)

option -

senior peers, etc., who exhibit what to expect at a later
stage in the training process;
people who provide examples of alternative career paths;

v)

negative -

people who exhibit "how not to be" (ibid., pp. 151-159).

the trainee selects particular characteristics, modelling
traits, rather than people;

Bucherand Stellingreject what they call the 'simplistic notion' of trainees modelling
themselves on a single individual, arguing instead that trainees draw on an amalgam of
role models to become their own kind of professional.
Wales et al. (1993), whilst viewing role modelling as an essential process in developing
professionals, caution (rather obviously) that it, "... is not sufficient to guarantee student
mastery". They argue that to be effective, the observation of a model should be

enhanced by articulation by an expert of the, "... normally hidden mental activities" (ibid.,
p. 192). This has echoes of Gagne's paradigmof instructionreferredto earlier.
Ozar (1993) believes that role modelling can be important to the development of professional
ethics. He claims there is evidence that professionals modify their values from time to time
as a result of the influence of new role models, but argues that this is best if done
consciously and reflectively with the practitioner being selective and deliberate about

imitation.
The extent to which professionals make use of role models
and the kinds of role
modelling used were among the issues directly explored through the empirical stage of
this research.
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Mentoring
Mentoring often forms an element within professional development programmes
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broad mentoring roles: educative, supportive and managerial. Levinson (1978)
describes a mentor as mixture of parent and peer. He argues that having a mentor is
one of the most developmentally important relationships a person can have. Mentoring
has other enthusiastic supporters in the literature. Pearce (1987) boldly states:
When I meet people who are successful I now ask the question, 'Did you have
...
is
It
that
'
The
is
'Yes'.
mentor
a
appears
mentor?
answer, without exception,
a
the single thread that connects all successful individuals.
(cited in Wright and Werther, 1991, p. 25)
But in direct contradiction, research by Carsrud and Olm (1984) and Gibbons (1986)
indicates that many successful entrepreneurs and transformational leaders claim they
never had a mentor (cited in Fagenson, 1989, p. 316).
In a study of over five hundred large company employees in the USA, Fagenson (1989)
found that 37% of respondents had mentors. These individuals reported having greater
career mobility, job opportunity, recognition, job satisfaction and a higher promotion rate
than non-mentored individuals. Similarly Kram (1983; 1985), Zey (1984) and Noe (1987)
all highlight career support and upward mobility as the main benefits of having a mentor.

Unfortunately, none of the above American studies appears to have majored on the
learning implications of mentoring, the aspect which is of prime concern to this research.
However, Brennan and Little (1996) claim that a number of research projects in the UK
have identified learning benefits both to mentees and to mentors. Wilkin (1992) argues
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that in teacher training, where formal mentoring is a relatively recent innovation, it has
already become a crucial contributor to teacher development.

On the other hand,

Ragins (1989) reviews a large volume of literature relating to mentoring and reports a
significant incidence of negative effects, particularly in respect of female mentees and
especially where they were involved in cross-gender mentoring.

Most of the reported studies appear to concentrate on mentoring within management
and business, as opposed to professional environments. Mentoring is certainly used in
professions, though the functions of the mentor vary considerably between professions
(Brennan and Little, 1996). In some professions, e. g. Nursing, Social Work and
Teaching, where students often have a mentor who supervises their practice-based
training, mentors have a strong developmental role. In other professions, e. g. Surveying
and Accountancy, the mentors role is less formal. In the case of the Bar, where all pupil
banisters have a formally-appointed 'pupil master, the extent of the developmental role
is variable. Brennan and Little (1996, p. 106) suggest that, "Different professions have
contrasting traditions of studentship, traineeship, etc. which may well imply contrasting
models of mentoring". They draw on Quality Support Centre (QSC) guidelines to identify
four different models of mentoring:
apprenticeship model - an experienced practitioner gives coaching, counselling
and sometimes formal instruction;

competence model

learner
for
the
to
mentor
assists
prepare
assessment
-a
against specified standards;

reflective model

learner
the
to reflect on cognitive
mentor
assists
-a
aspects of his or her development;

informal model

i.
mentor
offers
whatever
seems
appropriate
-a
- e.
encouragement, friendship and perhaps coaching or
instruction.

(summarised from Brennan and Little's adaptation of QSC guidelines, 1995, pp. 46-47)
This seems a somewhat idealised model. In practice, mentors' roles are likely to cut
across a number of the above categories.
Following research in the area, Bennetts (1998), writes of the efficacy of what she calls
'traditional mentor relationships' - i.e. those that form naturally and operate informally,
rather than being imposed as part of an organised development programme.

But even more formal mentoring relationships can take on a more 'traditional' form,
enduring for long after the completion of the training which they were intended to
support, as the following anecdote related by Lord Jenkins of Hilihead illustrates.
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Tony Blair, when Leader of the Opposition, invited Lord Jenkins and others to a dinner
party at his home. Alexander Irvine QC, Blairs old pupil master, was also present and
Jenkins noticed how Blair constantly deferred to him as if still eager to learn from his old

mentor (Naughtie,-1996):-.Perhaps significantly, Tony Blair, on becoming Prime Minister,
appointed Irvine as his first Lord Chancellor.
Though some of the benefits claimed for mentoring may be exaggerated, there is
evidence that it can make a useful contribution to professional development. This
research included an examination of the incidence of mentoring relationships (both
formal and informal) and their contribution to competence acquisition.

Simulation and transfer
Providing professional trainees with real work based experience can be expensive,
disruptive of normal routines and at time dangerous. Simulations are therefore often
used as an alternative. This raises questions about the extent to which skills learned via

simulation transfer to real work situations.
Simulation can take many different forms, ranging from the use of high technology, high
fidelity flight simulators, to dental practice on 'phantom heads', through to mock trials for
banisters. The simulation may cover an entire, discrete function (whole task simulation)
or a small part of a function (part task simulation). The two main uses of simulation in
professional development are training and assessment.
In relation to training, there seems to be evidence that for high fidelity simulation, of the
kind found in aviation, transfer rates are high. Strickler (1976) claims that in respect of
pilot development there is a real prospect of 'total training' and qualification through
simulation. Short (1989) is similarly confident of the effectiveness of computer based
simulators for training maritime 'deck officers' in the techniques of instrument navigation.
But such high fidelity forms of simulation are rare. Where less elaborate forms are used,
there is more disagreement about their benefits.

Osgood (1949) highlightsthe effect of 'negativetransfer (where previouslearningor
experienceinterfereswith the learningof a new skill). This is especiallylikelywhere the new
skill is perceptuallysimilarto the old. Likewise,Reason(1979) identifies'discrimination
failures'(wheresomethingis similarbut different,and this promotesa wrong action). Either
of these may occur when a trainee moves from a poorlydesignedsimulationto real life,
makingit harder to learn the new skill than if there had been no simulationexperience.
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On the more general question of whether knowledge and skills learned in one area can be
expected to transfer to another, Blagg et al. (1993) provide a useful summary of two
competing theoretical perspectives. These are: the doctrine of formal discipline; and the
identical elements theoryThe first of these is based on the hypothesis that mental skills of any kind depend on
certain generic intellectual faculties such as reasoning, observation and memory; and
that any exercise which develops any of these faculties will improve mental performance
and learning capacity in unrelated areas. As Chapter 2 related, this view was popular in
the nineteenth century and was often used in support of a generalist classical education.
However, research around the turn of the century suggested that learning in one domain
did not necessarily facilitate mental activity in another; it did not 'train the mind' as
previously believed (Blagg et al., 1993, p. 9). For example, an individual who was good
at remembering names was not necessarily good at remembering numbers.

Such results led to the identical elements theory which suggested that learning transfer
would only occur where the learning context and transfer context shared identical
elements. This implied the need to match the learning situation as closely as possible to
the anticipated transfer situation (Blagg et al., 1993, p. 9).
According to Blagg et al., more recent work by certain cognitive psychologists (e.g.
Feurstein et al., 1980) seems in part to support the earlier hypothesis, that reasoning
patterns developed in one domain can be transferred to others, but this falls short of a
straight return to the earlier simplistic doctrine. More complex hypotheses are offered on
the conditions necessary for transfer, together with suggestions for making it more likely
(Feurstein et al., 1980; Perkins and Salomon, 1988). For example, Feurstein et al.
suggest that transfer can be improved by adopting what they call 'bridging strategies'.
These help learners to link mentally what they have learned in one context to a number
of different contexts. Larkin (1989) attempts to identify the particular kinds of knowledge
which are most likely to transfer.

Returningnow to simulation,and in particularto its use for assessment,McGaguie(1993)
claims there is a growing body of evidence that low fidelity simulations are inappropriate
for assessing the competence of professionals. He argues they can lead to incorrect
inferences about the trainee. On the other hand, Woodruffe (1990) stoutlydefendsthe
use of such low fidelity simulationswithin assessmentcentre settings. Dale and Iles (1992),
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whilst supportive of assessment centres, caution that any simulations used need to be
carefully piloted and validated against real practice to ensure their reliability.

The use of simulation in the assessment of NVQs has also been controversial. In his
review of the NVQ and SVQ process, Beaumont (1995) accepts that simulation has a
role to play, but his report states, "... it should only be used when the opportunity for
.
assessment is not possible in the workplace" (ibid., p. 19).
It is doubtful whether professional developers, as a whole, pay sufficient attention to the
issue of transfer. Yet transfer is crucial to all professional development programmes,
particularly where practical elements are taught away from the workplace. Data on the
incidence of simulation and its perceived contribution to developing professional
competence was collected during the empirical stage of this research.

Learning styles
There appears to be considerable evidence that different people learn in different ways
and this presents a challenge for anyone seeking to offer general advice on learning
design.

Research by Kolb (1984), Smith and Kolb (1985) and Honey and Mumford (1986) have
offered useful analyses of learning styles. Smith and Kolb (ibid. ) offer a 'Learning Style
Inventory' which is derived from Kolb's work on experiential learning and his 'learning
cycle', referred to earlier in this chapter (p. 107). The inventory transposes the four
stages of the 'learning cycle' into four learning modes:
" concrete experience;
" reflective observation;
" abstract conceptualisation;
" active experimentation.
A questionnaire is used to determine how strongly an individual identifies with each
mode. The resulting score is charted on a circle divided into four segments and the
individual's learning style is identified as being in one of four different types:

converger
diverger
assimilator

-a person who combines abstract conceptualisationwith active
experimentation;
- one who combines concrete experience and reflective
observation;
- one who combines abstract conceptualisation and reflective
observation; or

118

accommodator- one who combines concrete experience and active
experimentation.
Each of these has practical consequences.

For example, a convergerwill learn best

through putting ideas into. practice, a divergerwill tend to prefer observing something
concrete, perhaps from different perspectives, an assimilatorwill learn by developing
hypotheses based on what he or she observes and an accommodatorwill

prefer'hands-

on' approaches and 'learning by doing'.

Honey and Mumford (1986) draw both on Kolb's experiential learning work and his
Learning Styles Inventory. However, they use a more detailed questionnaire and offer
four different, though recognisably similar, categories of learning style. These are:
activist
reflector

theorist
pragmatist

learns
through
person
constant and enthusiastic
who
-a
activity;
lot
before
back,
thinks
person
who
stands
observes
and
a
-a
getting actively involved;

into
likes
information
to
person
who
rationalise
and
synthesise
-a
logical patterns; or
likes
ideas
into
turn
to
try
theories
person
who
out
practice.
and
-a

As with the Kolb model, the authors suggest that an individual is likely to display
elements of each. The strongest influence may be discerned by charting the scores on
a cross shaped grid.

Learning styles inventories are not precise tools and the theory on which they are based
is open to question. Perhaps their greatest strength is that they remind teachers and
trainers that people learn in different ways and caution them against making generalised
assumptions about learners. They also offer a rationale for tailoring approaches to the
needs of different individuals (for an interesting case study of learning styles applied
within police training see Norris and Kelly, 1994). Spangenberg (1990) suggests that the
main advantage of using a learning styles inventory is to learners themselves, increasing
their self awareness and enabling them to better exploit the learning opportunities that
arise.

Collaborativelearning
A number of writers support the concept of collaborative learning, arguing that
individuals often learn better by co-operating with others than they would on their own.
Eraut et al. (1997) suggest that this results from a combination of observation,
consultation, mutual exchange of information and a process of osmosis.
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Vygotsky (1978) claims that what a learner is able to achieve in collaboration with others
is more indicative of their mental development than what they can achieve alone. He
refers to the gap between the two levels of achievement in, for example, problem solving
exercises, as the zone of proximal development. He believes that the interaction
involved in co-operating with a knowledgeable peer can extend the 'zone' for both
individuals.

Sharan and Sharan (1992) argue that both learning products and outcomes can be
improved through co-operation. On the last point, it could be argued that simply on the
basis that'two heads are better than one', the products of learning ought to be better.
The key issue is whether each individual has actually learned more. Vigotsky's work
suggests that the 'extended zone' does actually become intemalised by both parties.
Such perceptions of the potential benefits of co-operative learning have led to more
relaxed attitudes within academic institutions about issues such as students
collaborating on personal assignments. In some cases, assignments are deliberately
planned as co-operative exercises, sometimes with assessments or vivas being
conducted in groups. Similarly, as Brennan and Little (1996) report, there is a growing
incidence within higher education of student-supported learning, including peer tutoring,
groups.
instruction
(by
teacherless
supplemental
students) and

The idea of learning from people who are not formal teachers is extended further by
Casement (1985) who stresses the potential for professionals to learn from their patients
or clients.
Models of professional expertise
A number of researchers have addressed the fascinating questions of how people
become expert and what sort of cognitive processes are involved when expertise is
being applied. Are these, for example, intuitive or analytical or perhaps a combination of
both?

Hammond (1980) sees analytical and intuitive thinking as opposite ends of a continuum
and believes that most expert cognition involves a mixture of each. He posits that where
rapid decisions have to be made, the process is likely to be more intuitive than
analytical. Where there is time for consideration, greater analysis is likely to be applied.
However, Hammond believes that intuitive thinking in experts is informed by
earlier
analytical experience. This may be seen as similar to Schön's hypothesis that
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Hammond's conceptualisation involves a less direct synthesisation of earlier experience.

Boreham (1987).too believes that experts use experience of similar situations but only to
help them rapidly narrow down the problem. They then use more deductive thinking to
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The ability of experts quickly to focus on what is important, then conduct a more detailed
(1979).
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that
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by
Elstein
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experts
suggest
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also addressed
deductive
test
hypotheses
they
more
using
subsequently
which
rapidly generate working
processes. Doctors, for example, when conducting a diagnosis, often quickly narrow
down the possible cause to a small number of ailments, based purely on experience.
They then use more analytical tests to prove or disprove each hypothesis. However, the
right
due
failure
the
to
to
lead
to
that
this
generate
errors
authors point out
process can
hypothesis. The authors suggest this may be overcome by deliberately constructing
alternative hypotheses to the ones that seem the most obvious.
A simple and much quoted model with rather obscure origins (cited in Boak and Thompson,
1998, pp. 68-70), is readily applicable to the acquisition of professional expertise. This holds
that individuals may be in one of four different states in relation to a particular skill, or their

overallperformance.These are:
his
her
is
individual
incompetence
(the
own weaknesses
of
or
unaware
unconscious
"
or competence gaps);
his
her
incompetence
(the
individual
is
conscious
aware
of
or
own weaknesses or
"
competence gaps but has not, so far, overcome these);
"

conscious competence (the individual has to make a conscious effort to perform
effectively);

"

unconscious competence (the individual performs effectively without any apparent or
conscious effort).

A person may move through these stages as they become expert, progressing towards
the ideal state of unconscious competence.
Dreyfus and Dreyfus (1986) offer a similar, though rather more complex model. This
envisages the development of expertise as a gradual transition from a rigid adherence to
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taught rules and procedures through to a largely intuitive mode of operation which relies
heavily on a deep, tacit understanding. The model has five levels as shown in Table 2:
Level
1- Novice

2- Advanced

Beginner

3- Competent

4- Proficient

Characteristics
"
"
"
"

rigid adherence to taught rules or plans
little situational perception
no discretionary judgement
guidelines for action based on attributes or aspects

" situational perception still limited
" all attributes and aspects are treated separately and given equal
importance
"
"
"
"
"

coping with crowdedness
sees actions at least partially in terms of longer term goals
conscious, deliberate planning
standardised and routinised procedures
sees situations holistically, rather than in terms of aspects

" sees what is most important in situation
" perceives deviations from the normal pattern
" decision-makingless laboured
"
5- Expert

uses maxims for guidance whose meaning vary according to the

situation
"

no longer relies on rules, guidelines or maxims

"
"

intuitive grasp of situations based on deep, tacit understanding
analytical approachesused only in novel situation

"

vision of what is possible

Table 2: Summary of Dreyfus model of skill acquisition (based on summary provided by
Eraut, 1994, p. 124)

The model has similarities to the 'Modes of Being' described by Boydell (1990),
discussed in an earlier section (p. 110). Dreyfus's expert level (level 5) also accords with
the concept of 'unconscious competence' discussed above (p. 121). However, the
Dreyfus model strongly contrasts with the more mechanist, behaviourist approaches to
skills development, and with the cybernetic and data processing analogies of human
cognition, discussed earlier (Wiener, 1948; Hovland, 1960). Dreyfus and Dreyfus stress
the importance of changing perceptions and see learning from experience as the main
engine of transition through the various stages of the model. Like Schön (1983; 1987),
they eschew earlier 'technical rationale' models of professional practice.
The Dreyfus model could be criticised for being over stratified and hierarchical. In
practice, it may be possible for an individual to display certain of the characteristics from
several levels at the same time. It is possible also that different individuals may have a
natural tendency towards either intuitive or analytical approaches to problem solving and
decision-making in much the same way that they appear to display different learning
styles.
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Comford and Athanasou (1995) attempt to show links between the Dreyfus model and a
model of skill learning offered by Fitts (1986). The latter sees skill as developing through
three stages:
'grapple'
(learner
has
to
cognitive
consciously
with the nature and mechanics of what
"
is being done);

help
fix
the
(repetition
iteration
increase
fixation
steps
and
and
understanding
practice
"
or sequence in the long term memory);
autonomous (activity can be executed more subconsciously, leaving the conscious

"

mind free to concentrate on monitoring and problem solving) (summarised from
description by Cornford and Athanasou, 1995, p. 12).

The Fitts model, unlike the one offered by Dreyfus and Dreyfus, may be seen as
containing an element of behaviourism (repetition, iteration and fixation), though
cognitive principles are also present. The highest stage stresses the often unconscious
nature of effective performance. Comford and Athanasou (ibid., p. 12) state, "The
attainment of a level of expertise in highly skilled professions will generally not be
attained before a minimum of five years in that speciality and there is ample evidence
that ten years may be typically the norm". However, the authors do not elaborate upon
what they mean by 'ample evidence'.

Expertise development would seem to be an integral part of becoming a competent
professional. The range of insights offered above may inform the results of this
research, though none of the approaches seems to offer a wholly satisfactory

explanation of how expertise is acquired.
Types of professional knowledge
There is some disagreement about how different kinds of knowledge (especially
professional knowledge) ought to be classified. Molander (1992, p. 13) refers to three
kinds of knowledge:
"

Propositional knowledge - knowledge which can be codified and articulated e. g.
theories, concepts, generalised practical principles procedures, rules;

" Practical Knowledge - knowledge linked to skills - how to do things;
" Familiaritywith performance and practices.
The second type, practical knowledge, more or less corresponds to Schön's 'knowing-inaction'. The last category could perhaps be seen simply as a subset of the second.
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Molander argues that these two are themselves forms of 'tacit knowledge'.

Eraut (1994) also speaks of propositional and practical knowledge, stressing that the latter
is acquired through experience and often resistant to articulation or analysis. He breaks
down 'propositional knowledge' into two subgroups: public knowledge (the sort of
knowledge available in libraries); and personal knowledge (the sort of knowledge an
individual brings to a job). He also offers a further general category which he calls
'process knowledge'. He characterises this as knowing how to do things linked to
professional action and offers by way of examples - planning, decision-making, skilled
behaviour. However, this could simply be seen as a particular kind of 'practical
knowledge'. His examples also seem a little incongruous - e. g. planning versus skilled
behaviour.

At a more general level, Freidson (1970) identifies two broad types of professional
knowledge:

largely
'pure'
knowledge
theory
confined to codified science; and
and
"
" the knowledgewhich, in his words, "guides the profession's application of the science
to the problems of mankind" (ibid., p. 349).
Mangham and Pye (1991) make a distinction between 'scientific knowledge' - e.g. logic,
analysis, rational deduction, and'behavioural knowledge' - e.g. tacit, intuitive understanding.
They argue that professional roles require a combination of the two and that although they
can be analytically separated, "... each informs the other at the point of action" (ibid., p. 18).
A similar categorisation is used by Oakeshott (1962) who distinguishes between
'technical knowledge' which is capable of being articulated and codified, and 'practical
knowledge' which often is not.
A number of writers use the term 'knowledge bases' (e. g. Eraut and Cole, 1993;
McGuire, 1993). Eraut and Cole construe these as:
" key concepts and theories necessary for understanding professional practice;
" facts and data required for the day to day practice of the profession; and

" proceduresused in day to day practice (ibid., p. 13).
Offeringa ratherdifferentanalysis,Schein(1973)suggeststhat a knowledgebase has three
components:
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i)

an underlying discipline or basic science upon which professional practice
rests or from which it is developed;

ii)

an appliedscienceor'engineering'componentfrom which many day to day
diagnosticproceduresand problemsolutionsare derived;

iii)

a skillsand attitudinalcomponentthat concernsthe actual performanceof
servicesto clientsusing the underlyingbasic and applied knowledge(cited in
Schön, 1983, p. 23).

It is arguable that the last of these has more to do with behaviour than knowledge.
A number of writers follow Schön (1983; 1987) and Molander (1992) in stressing the
importance of 'tacit knowledge' but others are wary of the notion, at least as a form of
knowledge which cannot be communicated.

Spender (1996) prefers to define 'tacit

knowledge' as, "... that which has not yet been abstracted from practice" (ibid., p. 67).
He criticises prevailing notions of knowledge as, "naively positivistic" (ibid., p. 64), yet his
own view of tacit knowledge could itself be seen as positivist.

A further kind of knowledge, considered by some authors to be vital to effective
occupational performance, is 'contextual knowledge' (Zuboff, 1988) - e.g. knowledge of
the particular organisation, environment or situation. Indeed Zuboff argues that
competence is itself often context-specific.
These perspectives on knowledge will be drawn on in Chapter 6 in constructing the
model of professional competence.
Work based learning
There is considerable evidence that a great deal of learning takes place at work
(Marsick, 1987; Marsick and Watkins, 1990; Eraut et al. 997) but there is no single
,1
theory of learning in the workplace. Rather, the literature provides a range of theories
and empirical findings that may be applied to this area. Some of these will be described
in the next few subsections.
The term, 'work based learning' can encompass many things. It can relate to the
placement elements, provided as part of a Higher Education course, it can refer to the
semi-formal on the job training provided within organisations, and it can include the
myriad of informal learning experiences to which people are exposed throughout their
working lives.
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HE-linked work based learning
A useful review of the literature linked to work based learning in Higher Education is
in
based
the
They
Little
(1996).
by
Brennan
which
work
ways
summarise
provided
and
learning is currently incorporated into programmes leading to academic awards as:
" brief encounter (up to 7 days aimed at awareness raising);
immersion
(several
under sheltered conditions - e.g., creative
short
project
weeks
"
design occupations);
" sandwich placement (typically 6 to 15 months introduction to professional
responsibility - e. g. Engineering, built environment professions);
10
2
(between
novice professional
and
alternating
sequence
of
placements
"
placements - e. g. Teaching, Nursing, Social Work);

is
in
(all
learning
based
work environment);
or
most
employment
programme
"
" immediately post-qualifying (1-2 years pre-registration experience - e. g. medical
House Officer, articled solicitor);

formal
informal)
development
(a
or
of
episodes,
either
series
continuing
professional
"
(adapted from table in Brennan and Little, 1996, p. 10).
Brennan and Little recognise that in designing a curriculum, or framework, for this kind of
work based learning, there is likely to be a tension between the needs of the learner, the
professional or regulatory body, the employer, and the HE institution. They suggest the
curriculum may have one or more of the following focuses:
" discipline-based (supporting HE-based theoretical teaching);
"

vocational skills acquisition;

" personal skills development.
A key issue in relation to placements is how to identify what is to be learned and how to
ensure that this happens. One way is through the use of competence frameworks.
Edmunds et at. (1997) describe the use of such a framework to support sandwich
placements, and to both assess and accredit what has been learned. The use of
'learning contracts' to which the learner, the employer and in some cases HE institutions
are all parties is advocated by a number of authors (e. g. Boak, 1991; Thompson and
Stephenson, 1991; Stephenson and Laycock, 1993).

Work based learning: formal on the-job-training
De Jong (1997) identifies three perspectives on formalised on-the-job training, each of
which has different implications both for training design and trainee support:
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controlled by some sort of framework - e. g. based on task analysis or competence
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work and sees learning at work as collective and collaborative.
Carr and Kemmis (1983) provide a slightly different but overlapping analysis. This
identifies three paradigms of formalised learning in the workplace:
discrete
Technical
Paradigm
the
the
of
a
mastery
and
application
concerned
with
"
body of knowledge (this is similar to Schön's concept of technical rationality);
in
interactive
learning
Interpretative
Paradigm
the
which
process
as
an
which
sees
"
learners are encouraged to ascribe meaning to their work based experiences; and
" the Strategic Paradigm - which encourages learners to reflect critically on their
experiences and the meanings ascribed with a view to challenging the status quo.

Mezirow (1985) differentiates between three 'domains' of work based learning:
'instrumental', e. g. learning to do the job better; 'dialogic', e. g. learning about the
organisational culture; and 'self-reflective' - e. g. aimed at knowledge of self and personal
change. Often elements of each of these domains can be found in work based training
programmes, though the emphasis is perhaps most likely to be on the first of these.

Formal work based learning can of course be facilitated in many different ways. Often it
is built around some kind of work based project (Poell, 1998). Poell, who provides
useful case studies on the use of this approach in Holland, argues that a crucial success

factor is ownership by participants, whom he suggests should be encouraged to become
co-organisers of their project.
Informal learning at work
This research has a particular concern for informal learning in the workplace and the
way individuals acquire and improve their competence through experience.

Marsick and Watkins (1990) make a distinction between formalised learning in the
workplace and what they call 'incidental learning' but acknowledge that the latter can be
just as important as the former. Reber (1993) also recognises the existence of an
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Marsick and Watkins (1990, p. 8), whilst pointing out that work presents numerous
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on
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on
not
critical
reflect,
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"
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" creativity- to enable a person to think beyond their normal point of view.
Useful, though these attributes may be to individuals, it is questionable whether they
necessarily have a causal link to learning. Proactivity, for example, may make a person
jump into situations but not necessarily learn from them.

Zuboff (1988) cautions that much work based learning is likely to be context-specific.
This means it may not transfer readily to other situations or other work environments.

Investigating work based learning from the learner perspective, Mumford (1995)
identifies four broad approaches used either tacitly or deliberately:
" intuitive approach - learning is accepted as unconscious and a natural consequence
of experience;
" incidental approach - involves learning by chance from activities that jolt a person into

conducting a 'post-mortem';
" retrospective approach - looking back over what happened and reaching conclusions
about them;
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work environment, to learning will be recognised.
Previous Cross-professional Research
There is a considerable amount of research around professional development within
individual professions. The three most intensively investigated appear to be Teaching,
Medicine and Nursing. Some studies in these areas have been referred to earlier. In
relation to research across the professions, various searches have yielded relatively
little, especially in the field of competence acquisition. Gear et al. (1994, p. 8) also
report a dearth of research, particularly in respect of informal learning in the professions.
Gear et al. themselves conducted an investigation across seven professions of the use
of 'informal learning projects', defined as, "... the equivalent of one working day (at least)
over the last three years spent developing some aspect of your professional knowledge,
skill and competence to the point where you could pass some of it in to a colleague"
(ibid., p. 8). Informal methods they identified included: reading, visits, meetings,
(practice) audit and conversations.

Their findings seem somewhat restricted, possibly as a result of the relatively narrow
focus imposed by their definition which appears to exclude many possible forms of
incidental learning.
Another more recent piece of work which has particular relevance to this research was
conducted by Eraut et al. (1997). This looked at the development of knowledge and
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and a number of professionals from each sector.
The interviewers first elicited information about the interviewee's job, then sought to
identify 'learning episodes' that had helped them acquire each necessary area of
knowledge and skill. Eraut et al. identified nine broad types of learning episode:
" working for qualifications;
" short courses;
" special events;
" materials;

" organised learning support;
" consultation and collaboration within the working group;
" the challenge of work itself;
" consultation outside the working group; and
" life outside work (ibid., pp. 9-10).
The researchers attempted to cross-reference these with the different types of
knowledge and skill acquired. They sought also to identify various factors which
affected learning at work and summarise their findings as:

" confidence;
" motivation;
" capability/prior knowledge;
" how a person is managed;
" the micro-culture of the workplace;
" the organisation; and

" professional bodies (ibid., pp.13-14).
Both sets of classification, though different from the ones offered later in this thesis,
embrace similar areas and help confirm the findings. Eraut et al. 's work provides a
useful cross reference with this investigation, though their research deviates from it in
three main ways:
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"a

different target group and sample - i.e. a mixture of occupational types, not just
professions;

"a

narrower field of study - focused on what was learned and how, but did not include
nature of professions, professional practice or professional competence;

the
to
therefore,
the
consider
unable
researchers
were
no
quantitative
element
"
relative importance of different types of learning episode or confirm their general
applicability.
Other cross-professionalresearch '
Other research covering professions in general, tends to be of three main types:
development
arrangements,
g.
surveys
of
current
practices
e.
professional
"
assessment practices, CPD;
" sociological studies of professions - e. g. working conditions, pressures, attitudes,
changes taking place;

identification
of generic competencies across professions.
"
A number of studies found in each of these areas of relevance to this research are
examined below.
Surveys of current practices
Perhaps the earliest example of this genre of research is the already much cited work of
Carr-Saunders and Wilson (1933). In addition to offering historical information on the
emergence of professions, they also report on a cross-professional survey they
conducted which covers 25 different professions. As well as more traditional
professionals such as banisters and doctors, their survey includes journalists, mine
managers and midwives, but excludes military officers and the clergy. In relation to
these two exclusions, their reasons may be seen as somewhat value laden. They omit
the Church because, as they say:
those functions related to the ordinary business of life, education among them,
all
...
which used to fall to the Church, have been taken over by other vocations. The
functions remaining are spiritual and we are concerned only with the professions in
relation to the ordinary business of life."

(ibid., p. 3)
They omit the Army because,"... the servicewhich soldiersare trainedto renderis one which
it is hoped they will never be called upon to perform",a rather forlorn hope as thingsturned
out, but no doubt in tune with the prevalentpassivistmood of the early 1930s [sic.].
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The Carr-Saunders and Wilson survey provides a clear snapshot of development
practices as they were in the 1930s and a useful comparison with current practices.

Much more recently, Eraut and Cole (1993) have produced similar, if less detailed,
information on development, accreditation and assessment procedures across 11
professions. These consisted of Architecture, Civil Engineering, Chartered Surveying,
Electrical Engineering, Teaching (Scotland), Social Work, Nursing, Optometry,
Management Accounting, Industrial Management and Personnel. Their findings on
assessment were referred to earlier.
Eraut and Cole's data on development and accreditation procedures within different
professions provide a useful additional source for this research, particularly in relation to
several of their sample professions which coincide with those selected for this work.
A number of surveys have examined CPD policies and practices across professions.
These include Welsh and Woodward (1989), Vaughan (1991), Madden and Mitchell
(1993) and the UK Inter-professional group (1994). These provided valuable
background data for this research and helped to inform the empirical work, particularly in
relation to the interview questions on CPD.

Watkins (1998) has recently completed research into how the policies and practices of
professional associations were changing in the 1990s. This included, in particular, an
examination of their attitudes towards occupational standards and NVQs.
Representatives from 50 professional associations attended focus groups and 30 took
part in semi-structured interviews. Watkins concluded that across the sample bodies,
"... the implications of moving towards a competence-based approach in professional
education are still not clear' (ibid., p. 13). He continues, "... although they [the
professional associations] appreciate the worthiness of the aspirations which support
improved access via a new competence-based route, they are reluctant to abandon the
tried and tested route of academic professional qualifications" (ibid., p. 14).

Sociological studies
Watkins et al. (1992) carriedout an extensivesurveyof the changesaffecting professions
pressures
the
and
which are linkedto these. Their data cover
" occupationalpatterns;
" organisationalstructures;
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" professionalroles;
" practitioners'attitudesto work.
The authorsoffer useful speculationon the implicationsof these factorsfor individuals,
organisationsand professionalbodies in the future.
Hughes(1994)conducteda comparativestudy of four professions(Architecture,
Engineering,Law and Pharmacy)acrosssix Europeancountries,examininghow they were
respondingto the changesaffectingprofessionalenvironments,includingthe provisionof
CPD. Watkins, Druryand Bray (1996)have examinedstructuralchangesaffecting UK
professionalassociationsand how they perceivedtheir future role and contributionto the
economy. This was based on interviewswith chief executivesof 40 professional
associations.
Each of these provideduseful backgroundfor this researchand they were drawn on in
Chapter 1 in discussingthe contemporarypositionof professions.
Identification of competencies across professions
Since, among other things, this research attempted to identify key attributes (skills and
competencies) that were generic to professions, it is important to consider the findings of
others in this area.
Recently, Hearn et al. (1996) in Australia have attempted to identify generic
competencies across seven different professions (Accountancy, Architecture,
Engineering, Human Resource Management, Marketing, Social Work and Teaching).
By administering a postal questionnaire, which produced 571 returns, they invited
practitioners to assess the importance of 80 different competencies. They argue their
results, "... confirm the existence of domains of competence which are common to
professions. Furthermore, the results indicate that these generic competencies are seen
as important to high performance in the professions" (ibid., p. 52). The authors have
classified the cross-professional competencies into nine domains as follows:
"

problem solving;

" others orientation;
"

professional involvement;

"

internal frame reference;

" emotional competence;
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Hackett et al. present these as being of particular value in advancing the careers of
women professionals. However, assuming their validity, there seems no reason why
they should not apply equally to men.

Chapter Summary
This chapter has taken a broad sweep across concepts, practices and previous research
identified as being germane to this work. It has suggested some initial hypotheses,
informed the design of the research instruments and will be used in later chapters to
help explain the research findings. It has illuminated this research in a variety of ways
and although it is impossible to do justice to these in this summary, a few very general
points are abstracted below.

There is a range of theories that have the capacity to inform professional development.
Many of these are general theories, some of which have been used to explain child

development or address dysfunctional behaviour. However, they may also have
applicability to professional learning. A number of theories concentrate specifically on
adult learning and offer principles that can be applied in practice. Few of these
approaches are without controversy and several seem particularly speculative.
Nonetheless, they each have elements (at least) that can illuminate adult learning.
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There is also a range of practical development techniques which have been, or could
be, applied to professional development. These include mentoring, role modelling,
coaching, behavioural modelling and simulation. Each of these has both its enthusiasts

and critics. These techniques are supported by varying degrees of research and a
number appear to have a potential 'down side', particularly if inappropriately applied.
There appears to be little or no research on the relative merits of each technique.
The argument, that different people learn in different ways is persuasive and would
seem to caution against the universal applicability of both developmental theories and
particular techniques. Yet the various conceptualisations of learning styles themselves
have their limitations. Learning appears much more complex and varied than any simple
model can portray. This perhaps offers a warning that similar limitations are likely with
any model of professional competence.
There are strong indications that a great deal of learning takes place in the workplace,
yet relatively little appears to be known about how people learn informally, particularly in
professional environments, or about the relative value of different types of learning
experience.
Although there is a considerable amount of research within particular, individual
professions, there is relatively little of a cross-professional nature. Therefore, apart from
providing a valuable resource for use within this research, this part of the literature study
confirmed the need to investigate a number of issues across professions. Some of
these issues had already been identified as central to this research, the empirical
elements of which are described in the next chapter.
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The Empirical Methodology

Introduction
This research was a combination of literary and empirical investigation. The procedures
used for the literature study were described at the beginning of Chapter 2. This chapter
will concentrate on the methods used for the empirical study. These included interviews,
postal surveys and consultative groups.
Chapter layout and content
The first section will briefly outline the methods adopted for developing and testing the
new model of professional competence. The second will consider the theoretical
implications of the empirical approach chosen. The third section will describe the steps
taken prior to conducting the practitioner interviews, including the procedures used for
selecting both sample professions and interviewees. The fourth will detail how the
interview instruments were piloted. The fifth section will describe the interview
administration stage, detailing the content of the schedule, the interviewing approach
adopted and post-interview data handling procedures. The sixth will focus on the postal
surveys, describing both the piloting and administration stages. The seventh will outline
the procedure used for developing a small number of profession-specific versions of the
competence model. The final section will offer a critique of the empirical methodology
and discuss possible alternative methods.

Modelling Professional Competence: Outline Method
A key focus of the research was to examine the nature of professional competence and
produce a suitable model (Research Question 2). Such a model, at least in tentative
form, was considered to be a desirable prerequisite of the empirical work because it
could inform the interview structure and help identify key areas for exploration.

Therefore, early effort was put into examining existing models of competence. This was
done as part of the initial literature review and led to the development of a new model of
professional competence.
Chapter 6 will be devoted entirely to the new model, describing the key influences upon
it, as well as its development, testing and subsequent modification. But, in order to
provide continuity within this chapter, a brief outline of the procedure adopted is offered

below.

Why a new model?
After a careful examination of existing models and approaches to competence, it was
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interact to produce overall competent performance.
It was therefore considered appropriate to put some effort into developing and testing a
new model. Doing so before the empirical stage began would enable the model to be
further tested through the empirical work.

Developing the model necessitated identifying the potentially key components of
professional competence and hypothesising the mechanism through which these might
act together to produce overall effective performance. It was of course recognised that
professional competence, like all human behaviour, was extremely complex. Any model
was bound to be a less than adequate representation of reality. Nonetheless, it was felt
that a more comprehensive model was needed if a better understanding of professional
competence was to be achieved.
Developing the model
The initial model was developed over a period of some 18 months. The method used
was essentially inductive, drawing largely on the literature. The model was informed by
a number of earlier approaches, but incorporated some unique features aimed at
producing a more holistic representation.

During its development, the model went

through a number of iterations as it came under the influence of various perspectives on
competence, and as additional dimensions were added.
The 'provisional model', as it was named, contained four core components and a
number of meta-competencies.

It was accompanied by what was termed an

'occupational competence mix diagram', which was used to analyse and display the
relative importance of each core component to different professions (see Chapter 6 for
description and illustrations).
full
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Testing the model
The provisional model was exposed to academic and expert criticism before being
further tested through the empiricalwork. Critical appraisal was effected in three
different ways:
"

by inviting selected experts to examine and comment on the model;
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"
comment and follow-up feed-back from delegates; and
" through a series of published articles which invited critical comment on the model.
The procedure for each of these stages is outlined below. The results obtained will be

reported in Chapter 6.
Expert scrutiny
Seventy people with expertise in the areas of professional development, occupational
competence, or human resource development were identified through various networks.
These included the Institute of Personnel and Development and Leicester University's
competence and trainer CPD networks. All of them were sent copies of the provisional
model, together with a short paper explaining its design and dynamics. They were
asked to complete a short questionnaire which invited them to assess the model against
a number of parameters and to offer suggestions as to how it might be improved.
Before circulation, the questionnaire and accompanying explanatory materials were
piloted with representatives of the target group. This led to a number of minor changes,
mainly to clarify the description of the model.
The questionnaire adopted a combination of quantitative and qualitative questions. It
invited the experts to rate the model on a1 to 5 scale (five being the highest score)
against the following factors:
" clarity and coherence;
" comprehensiveness;
" soundness; and
" effectiveness in linking relevant concepts.
The questionnaire also invited respondents to identify the main strengths and
weaknesses of the model, offer additional concepts they felt ought to be included, and
suggest other ways in which the model might be improved (a copy of the questionnaire
can be found in Appendix 1).
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Conferencepaper
At around the same stage in the research (18 months from the start), a paper describing
the provisional model and its development (Cheetham and Chivers, 1996a) was
presented in a workshop session at a conference on 'Professional Capability' (at which
the much cited Donald Schön, was the principal speaker). The workshop audience
mainly consisted of academics from the field of professional education.
Following the presentation, critical comment was invited on any aspect of the model, and
all contributions were carefully noted. Delegates were also asked to complete a
questionnaire, identical to the one previously described. The responses and comments
from both the workshop discussion and questionnaires are summarised in Chapter 6.
Publications
Articles describing the provisional model were published in two refereed academic
journals (Cheetham and Chivers, 1996b and 1997). One of the journals was transEuropean, the other Portuguese. A further article based on the 1996 conference paper
was later selected to form a chapter of a book on professional capability (Cheetham and
Chivers, 1999).

Testing through the empirical work
The interviews offered an opportunity to gauge the robustness of the provisional model
across a range of professions, though this was only one of several facets of the
empirical investigation. The later surveys provided further validation opportunity.
Testing the validity of a model of competence empirically is not as straightforward as it
might sound. It is difficult to devise methods that directly test the model. Rather, it is
necessary to rely on indirect methods. These might include:
" assessing whether the model is applicable to a range of distinctly different
professions (perhaps by constructing profession-specific versions);
" assessing whether hypothesised differences between professions are confirmed;
" looking for gaps in the model;
" assessing the ease with which respondents are able to identify with the concepts
within the model;
" assessing whether the practical experiences of practitioners confirm both the
importance of the key elements within the model and the model's dynamics.
All of these methods were used within the investigation. For example,
every respondent
(to both interviews and postal surveys) was invited to draw an occupational
competence
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later produced. Certain questions in both the interviews and surveys tested the
relevance of the model's core components and their constituents, together with its
dynamic elements. The interviews also included a number of open questions about the
key attributes needed for effective performance within each respondent's own
profession. These questions were used to probe for possible gaps in the model.

The model framework was later used for eliciting the key attributes of three of the
sampled professions with the collaboration of small groups of practitioners. This further
tested the model's appropriateness to different types of occupation.
On completion of the interviews, and before the postal surveys were commenced, a
revised version of the model was produced. This was done by drawing on the
comments of both the 'experts' and publication readers, together with the data from the
interviews. The revised model (see Chapter 6 for details of revisions) was then itself the
subject of critical appraisal by ten experts, some of whom had commented on the earlier
version. It was also described in a further refereed journal article (Cheetham and
Chivers, 1998) which, like earlier articles, invited comments from readers. Finally, the
data from the postal surveys were examined to see if they were consistent with the
revised model.

The interview and survey questions are detailed in later sections.
Guiding Empirical Theory
Though based primarily on interviews and surveys, the empirical investigation was
nonetheless quite complex in its range of purposes and in the different types of question
it adopted. It also used a combination of quantitative and qualitative research methods,
each of which could be said to be influenced by different theoretical perspectives.

Quantitativeelements
The quantitative methods, used within both the interviews and surveys, could be said to
fit within a broadly positivist paradigm (e. g. Popper, 1961). This was expressed through
the application of the scientific method (e. g. Fay, 1975). Positivism may be

characterisedas assuming, among other things, that:
" generalisations can be developed that will hold good in a range of situations;
9 actions have causes which precede them (or at least are simultaneous);
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it is possible for inquiry to be relatively value free and for the methods used to be
applied objectively.

(adapted from Lincoln and Guba (1985, pp. 36-38)
In line with this paradigm, quantitative data were collected as neutrally and objectively as
possible, and both numerical scales and graphical methods were used to measure
attitudes and opinions or to gauge respondents' perceptions of the importance of
particular factors.

It is recognised that the scientific method, applied within social science settings such as
this, may give a false impression of order and precision. In reality, there is unlikely to be
a perfectly shared understanding amongst participants of the parameters they are being
invited to measure. Their measurements or ratings are inevitably subjective and may be
affected by a range of factors, including: misunderstandings of the questions; feelings
and emotions relating to the issues concerned; and distorted memories. Similarly, the
overarching positivist paradigm may be criticised for having too mechanistic and
predictable a view of human behaviour, which in reality is extremely complex and
multifaceted, and for its belief in the objectivity of social science enquiry which, in
practice, is liable to be affected by a range of subjective and extraneous factors.
Nonetheless, it was considered that applying the scientific method at least to certain
aspects of the empirical work was justifiable because the quantification of parameters
which it would facilitate would allow comparisons to be made between different factors
and between different professions. The scientific method also provided a structure and
discipline to the data collection and imposed a degree of rigour which may not always be
present when using more humanistic or naturalistic approaches.
However, because of the limitations of both the scientific method and the quantitative
approach, it was decided that the interviews and surveys should also include qualitative
elements.
Qualitative elements
The approach adopted within the qualitative elements could be seen as broadly within
the naturalistic (or humanistic) paradigm. This places human experience at the centre of
the research and, though it recognises the individual nature of mental constructs and
subjective ideas, it nonetheless holds it as possible to apply phenomenological
meanings to aggregated information elicited from individuals, or collected through
observation or other ethnographic techniques. It recognises the legitimacy of self-
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verified experience, opinions and feelings, though it doubts the possibility of making
broad generalisations from research results. Instead it views findings as having the

potential to offer illuminationand guidance across a limited range of situations.
Grounded theory
Within the naturalistic paradigm, the qualitative elements were further informed by the
principles of grounded theory (Glaser and Strauss, 1967; Strauss and Corbin, 1990).
These hold that researchers should not start with a theory, then try to prove it. Rather,
they should begin with an area of study and allow what is relevant to emerge through
the empirical results (Strauss and Corbin, 1990, p. 23). The approach is intended to
reduce the chances of the research being affected by any preconceived ideas or the
subjectivity of the researcher. However, the approach also has a 'down side'. It can
result in a great deal of extra research and the collection of data that later prove to be
redundant. Similarly the overarching naturalistic paradigm has some limitations. The
interaction between respondents and the researcher can affect respondents' answers or
behaviours, data collected can be disparate and unconnected, and the research can
drift away from the initial research questions.

Nonetheless,the naturalistic approach was considered to be the most appropriatewhen
attempting to elicit information on respondents' experiences and feelings. In particular,
the broad principles of grounded theory were applied in a number of ways within the
interviews, for example by encouraging respondents to talk freely about the factors that
had been important to their professional development, and experiences that had proved
particularly formative for them. But because the empirical work had a number of
different aims, a pure application of grounded theory principles throughout was not
considered practicable.
The aims of the empirical study can be summarised as follows:
To explore the validity of existing hypotheses about professional practice and
professional development (different epistemologies of practice; claimed benefits
of various developmental approaches - role models, mentoring, experiential
learning, etc. ).

2.

To examine the nature of professional competence.

3.

To investigate how people acquire and maintain their professional
competence.

4.

To test the provisional model.
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Grounded theory principles were applied, in part, to the first three of these aims, but not
to the fourth. In the case of the first aim, the purpose was specifically to test which
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hypothesis-free approach would be a contradiction in terms. But in all cases, a neutral
stance was adopted to any hypotheses tested, and questions were designed so as to
allow for the possible emergence of alternative hypotheses. In the case of the fourth
aim, the provisional model could itself be seen as a form of hypothesis, so testing could
hardly be done in a hypothesis-free manner. It was, however, carried out as neutrally as
possible, and a number of factors which emerged through the interviews were added to
the model when it was modified. Care was also taken to minimise the risk of quantitative
elements interfering with, or influencing, the qualitative elements (and vice versa).
De Vaus (1985, pp. 12-20) makes a distinction between 'theory testing' and 'theory
construction', arguing that both are legitimate elements of empirical research. It will be
seen that item 1 of the aims primarily involves theory testing, item 3 is mainly about

theory construction,and items 2 and 4 contain elements of each.
Triangulation
A degree of triangulation was possible between certain of the quantitative data and
associated qualitative data, and similarly between some of the quantitative data
collected in different ways - e. g. numerically versus graphically, interviews versus
surveys. Such confirmatory data will be reported along with the presentation of results
in Chapter 7.

Because data were only collected from a single source, i.e. practitioners, it was not
possible to carry out multi-source triangulation of the kind that might have been possible,
had data also been collected, for example, from clients, employers or professional
associations. These sources were not used, partly because of resource limitations, and
partly because there were very few of the research parameters about which sources
other than the practitioners themselves would have had sufficient information to enable
them to respond meaningfully.
Overall approach
In summary, the empirical research used a combination of quantitative and qualitative
methods and drew on both positivist and naturalistic paradigms. Its may perhaps best
be characterised as predominantly positivist, though with strong naturalistic elements.
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Practitioner Interviews: Preliminary Stages
The practitioner interviewswere seen as the core of the empirical work because they
offered the opportunity to explore in depth many of the issues surrounding professional
competence, as well as addressing a number of the key research questions.

Breadth of study
The initial intention had been to conduct interviews across five or six'primary
professions', interviewing 10 to 15 practitioners from each. This was to have been
supplemented by a smaller number of interviews (four or five) from each of a number of
'secondary professions' (around ten).
Selection criteria were devised for choosing the six primary professions. These included
factors such as: homogeneity; occupational characteristics; and accessibility. However,
the selection process was overtaken by an early search of the research literature. This
suggested there had in the past been relatively few cross-professional studies of

professional learning (apart from in some relatively narrow areas such as CPD), and that
those that had been conducted had tended to focus on a fairly small number of
professions (see Chapter 4, pp. 129-134). There seemed therefore to be a need for a
study which encompasseda wide range of professional occupations and a diversity of
functional areas; one that covered older, traditional type professions as well as newer,
emergent ones.
The main advantage of a broader-based sample of professions was that it could
produce more reliable cross-professional data. This would, in turn, offer a better chance
of producing results that could be generalised across all professions. The main
disadvantage of the broader approach, given the limited research resources available,
was that it would mean a smaller sample within each profession. This would make
comparisons of results between professions more tenuous. However, it was felt that this
problem could be alleviated, at least within a proportion of the professions, by
conducting postal surveys, which would yield a much larger number of respondents. On
balance, it was felt that the advantages of broadening the sample to 20 professions, and
adding postal surveys, would outweigh the disadvantages.

Selection of sample professions
Once it had been decided to conduct interviews across as many as 20 professions,
selection in a sense became less critical. Nonetheless, it was considered important to
ensure representation from across a broad spectrum of profession types - old and new,
traditional and non-traditional, caring and commercial, technical and administrative,
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offered in Chapter 1 (p. 20) were used to decide upon eligible occupations.
The 20 selected professions can be seen as falling within six broad functional groupings
(functional in the sense of the broad societal function performed). The groupings and

professions in each group were as follows:
Group 2: Health Care
Group 1: Teaching/Training
Nursing
Primary Teaching
Secondary Teaching
University Lecturing
Training

Medicine (hospital doctors)
Dentistry
Physiotherapy

Group 3: Legal and Financial
The Bar (barristers)
The Law (solicitors)
Accountancy (chartered)

Group 4: Policy and Administrative
Civil Service
Personnel
Library and Information Services

Group 5: Technical and Scientific
Information Technology Consultancy
Surveying (chartered)
Architecture

Group 6: Pastoral/Spiritual
Social Work
The Church (Anglican)

Care

Scientific Research
It is not suggested that these are homogenous groups. Indeed it is acknowledged that
each group contains professions that are quite different in character. However, the
groups provided a convenient way of checking that there was reasonable representation
across a variety of key societal functions. They also offered an opportunity to examine
how the societal function of professions might be related to their characteristics and
perhaps to the attitudes and propensities of their practitioners. For example, were
certain functional groups more inclined to be reflective than others?
Before formulating these groupings, a number of existing grouping systems (referred to
in Chapter 1, pp. 16-17) were examined for their suitability - i.e. SOCs (HMSO, 1990),
ISCO-88 (ILO, 1990) and Watkins and Drury (1995). But the two former were
considered to be over-refined for the purpose of this research, and the latter were linked
more to their era of origin than to their function.

Selection of interviewees
As reported earlier, it was decided to select four intervieweesfrom each of the 20
chosen professions, giving a total of 80 interviewees. Potential interviewees were
identified in three main ways:
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"

via an e-mail trawl - using a large-scale government computer-based communications
network to identify civil servants with spouses or partners from any of the selected
professions;

" via personal contacts - usually one stage removed - i.e. contacts of colleagues and
friends;
" via snowballing - asking interviewees to identify other potential interviewees from their
profession.
Using this combination of methods, rather more nominations were received than were
required, allowing a degree of selectivity against certain parameters aimed at making the
sample as representative as possible. These included gender, ethnicity and age mix,
plus diversity of geographical and sectoral location. Consideration was given to
obtaining nominations from professional associations, but not all the selected
occupations had such bodies, and past experience suggested that not all professional
bodies would be prepared to provide names and addresses of members.

It is acknowledged that the methods of selection used lacked perfect randomness.
However, Bell (1987) suggests that this can be acceptable, providing the limitations are
acknowledged and that steps are taken to ensure as representative a sample as
possible. In this case, the following steps were taken:
" an equal number of intervieweeswas selected per profession;
" across the 80 interviews, broadly representative proportions of women and people
from ethnic minorities were included;

" in professions that had a large proportion of members of one particular gender,
e.g. the Church and Nursing, this was reflected in selecting interviewees;
"a

mix of interviewees from the private, public and voluntary sectors was sought;

"a

reasonable geographical spread of interviewees was sought;

" across the 80 interviews, as wide a cross section of people as possible was sought in
terms of age, time in profession and level of appointment.

It was considered important to include both newly-accredited professionals and people
well on in their careers. Both groups should, it was thought, be in a position to provide
important, though different insights. The former should be able to offer useful qualitative
comment on their recently-completedformal training, the latter should be able to look
back over a mosaic of formative experiences throughout their careers and, with the
benefit of hindsight, discern those that had proved to be particularly significant.

Due to the small sample size within individual professions, it was not practical to model
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professions, a mix was achieved which was broadly representative of professions overall
(see Chapter 7, pp. 212-214'for further details). It is possible that a purely random
selection, had it been available, would not have thrown up as broad a mix of
interviewees. It may not, for example, have included any practitioners from ethnic
minorities.
Another important practical advantage of the method of selection was that by identifying
a potential interviewee through an intermediary who was known to them, rather than
through some impersonal process, the likelihood of their giving up two or three hours of
their time to be interviewed was almost certainly increased. This was an important
consideration with people like banisters and senior medical consultants whose time was
likely to be at a considerable premium.

Interview schedule
A semi-structuredapproachto the interviewswas chosen. To facilitatethis, a detailed
schedulewas drawn up. This containeda combinationof questiontypes including:
" simpleclosed questions- e.g. inviting'yes', 'no', 'not sure' type answers;
interview
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" semanticdifferentiationscales- requiringintervieweesto rate the importanceof particular
factors (on a1 to 5 scale) betweentwo extremes- e.g. 'not at all' -'extremely';
fixed
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questions
were
asked
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"
number of answers - e.g. 'higher'; 'lower', 'about the same', 'don't know';

" statementchoice questions- where intervieweeswere requiredto select,from a range of
statementsoffered,the one with which they most agreed or felt was most applicable;
" checklists- where interviewswere invitedto identifyall the items on a checklistwhich
appliedin their case;
" open questions- e.g. to solicitinformationabout intervieweesand their job, to invitethem
to add additionalitems not includedin checklistsand, importantly,to encourage
intervieweesto relate their own experiences,feelings and perceptions,and offer opinions
and suggestions.
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These question descriptors draw on de Vaus (1985, pp. 86-90).

The schedulealso containeda blank occupationalcompetencemix diagramfor completion
by the intervieweeat the end of the interview.
Otherinterviewinstruments
Prompt sheets were produced for use with certain questions (for example, statement choice
questions and some semantic differentiation scales). These were for handing to
interviewees at particular points in the interview to help them focus on the alternatives
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offered, or
a range of
enable interviewees to draw an occupational competence mix diagram - e.g. definitions of

core componentsplus fictitiousexemplardiagrams.
A standard letter, to be sent to interviewees a few days prior to the interview, was drafted.
This confirmed the time, date and venue, and provided an outline of the areas the interview
would be covering. The aim of this was to encourage interviewees to be thinking in advance
about some of the more difficult issues embraced by the interview and, hopefully, come
along to the interview better prepared.

Piloting of Interviews and Instruments
Followingtheir initialdesign,the instrumentswere tested through four pilot administrations.
Three of these were in the form of full interviews,the fourth involveda respondentselfadministeringthe schedule- i.e. using it as a questionnaire. It was felt that includingthe
latterwould providea useful, additionaldimensionto the pilot becausethe clarityand logic of
the schedule would be more critical where there was no opportunity for supplementary
explanations by an interviewer. A second reason for its inclusion was to test the feasibility of
the schedule forming the core of the later postal questionnaire. The respondent in question
was asked to leave blank any questions he did not fully understand. He was not given the
prompt sheets (which simply repeated what was already on the schedule), except for the one
needed to complete the occupational competence mix diagram.

Two of the pilot respondents were secondary teachers, one was a civil servant and one was

a memberof the clergy. Two were deliberatelychosen from the same professionin order to
check the similarityof responseson itemswhere the answerswere expectedto be
profession-influenced(for example,the occupationalcompetencemix diagram).
During the interviews, as suggested by de Vaus (1985, pp. 100-103), certain factors were
deliberately observed. These included:
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" flow/questionsequence;
" effectivenessof filters;
" redundancyof questions;
" respondentinterestand attention;and
" timing.
Interviewees' answers to questions were recorded on the interview schedule. Observations
interview,
Following
interview,
itself,
the
a
each
pilot
about
were separately recorded.
discussion was held with the respondent about the process. These discussions were
informal, though respondents were each asked a number of standard questions from a
checklist. These covered:

difficulty
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respondingto questions;
"
had
be
found
to
they
any
questions
vague or problematic;
"
" any questions or parts of the interview that had seemed repetitive; and
" their overall view of the interview structure and style.

The opinionof respondentswas sought on the sequenceof questionsand the total time
taken. They were also invitedto suggestany key areas the interviewmay have missed.
The respondentwho self-administeredthe schedulewas not observedduring the process,
but was questionedafterwardsusingthe same checklistas used with the interviewees.
Interviewer observations and respondents' comments
The pilot interviewees seemed for the most part to understand the questions asked,
although, in a few cases, supplementary explanations were required. In respect of the
respondent who self-administered the schedule, there was of course no opportunity to
assess continuously whether the questions were being understood. He was, however,
questioned afterwards about any difficulties he had encountered. He reported that there
were just two questions he had not fully understood and which he had been forced to leave.

Intervieweeswere on the whole able to answerthe questions,though one respondent,a civil
servant, had difficulty with questions relating to pre-entry qualifications and formal
development programmes. He explained that this was because entry into his profession
could take a variety of routes.

The three interviewees all appeared to enjoy thinking and talking about their profession and
their own developmental experiences. All said afterwards that they had not felt constrained
by the interview structure. They all felt that the interviewing style had encouraged them to
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that had been missed. They all said they had found the questionssensibleand in some
instancestaxing. However,all felt there had been a degree of repetitionand one
commentedthat he had found the order of questioningrather discursive.
All respondents reported that they had found the advanced (pre-interview) information useful,

though one felt this neededto be made more succinct.
In general, the prompt sheets worked well but it was observed that in one or two instances, a
particular prompt (for example in the form of a structured answer) may have influenced
respondents' answers to an open-type question which followed. This was made possible
because there was more than one prompt per page. It was felt that the problem could be
eliminated by changing the order of questioning and modifying the design of the prompt

sheetsto ensurethe intervieweeonly saw one promptat a time.
None of the respondents appeared to have difficulty in completing the occupational
competence mix diagram for their profession. All seemed to understand the four core
component definitions and all felt (when asked after the administration) that the components
were a reasonable reflection of reality. The diagrams for different professions were, as
predicted, significantly different and, equally encouragingly, the two from the same
profession (Secondary Teaching) were similar. Respondents were not asked to develop
profession-specific versions of the more complex provisional model since this was
considered to be too demanding and time consuming. Nor were they shown, or invited to
comment upon, the generic version of the provisional model (see Chapter 6).

The pilot interviews took an average of two and a half hours each. The respondent who selfadministered the schedule took just over an hour. None of the respondents felt the time
taken was too long. Nevertheless, it was decided that a target of around two hours for
interviews would be sensible. In the case of the later postal surveys, it was felt that a selfadministration time of no more than 15 minutes should be the aim. This would necessitate
heavily pruning the schedule in the process of turning it into a survey questionnaire. It was
decided that the questionnaire design should be deferred until after all the interviews were
completed since it would then be easier to identify the key issues that ought to be covered.

Post pilot modifications
As a result of the pilots, and after some reflection, a number of changes were made to the
schedule. In summary, these were:
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"a

reductionin the total numberof questions,includingthe eliminationof those that were
repetitive;

" clarificationof the wordingof some questions;
"a

re-ordering of questions to improve the logic and flow, and reduce the chances of
answers to particular questions influencing following questions;

to
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small
number
"
for a wider varietyof professiontypes;
"a

redesignof the promptsheetsto reducethe chancesof cross-questioninfluence;

"a

re-writeof the pre-interviewinformationto make it more succinct.

Finalversionsof the interviewinstrumentscan be found in Appendix2.
Practitioner Interviews: Administration Stage
The Interviews proper took place over a period of some 14 months between June 1996 and
August 1997. In addition to recording respondents' answers to specific questions on the
interview schedule, additional contemporaneous notes were taken of their broader
observations. Even though the number of questions had been reduced following the pilots,
the average interview duration turned out to be two and a half hours, the longest being four
hours and the shortest one and a half. This variation resulted from different degrees of
elaboration and digression on the part of respondents.

-

Interviewstyle
The choice of a semi-structured approach to the interviews was intended to maximise
consistency of approach and ensure standardisation of the data collected. This was
considered to be particularly important in respect of the quantitative content. At the same
time, since a further aim of the interviews was to collect as much qualitative data as possible,
considerable importance was attached to the open questions, and interviewees were
encouraged to talk freely about their own experiences, particularly their more formative ones.
The revised interview schedule contained a total of 71 questions (155 if part questions are
included). Of these, 45 were dosed and concerned mainly with collecting quantitative data e.g. time in profession, frequency of reflection, ratings of professional characteristics and
competencies/attributes. The remaining 26 questions were open. Fifteen of these were
concerned with collecting factual or descriptive data - e.g. profession, job title, profession preentry requirements. The balance (11) was aimed at eliciting qualitative data, based on
interviewees' experiences and views - e.g. experiences that had been particularly formative
for them, strengths and weaknesses of their formal, initial development programme Ofany).
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The questions were ordered so as to intersperse blocks of quantitative and fact collecting
questions, which could be covered quite quickly, with periods of discussion around the more
open, qualitative questions. This also helped to prevent interference between the two types
of answer. Quantitative questions were asked neutrally and succinctly to minimise the
chance of influencing respondents. However, during the periods of qualitative data
collection, a more sympathetic, conversational style was adopted with suitable identification
statements being made from time to time to encourage the interviewee to say more (for
example, "I do understand what you're saying, I've had similar problems myself" or "Do you
know, a lot of people are telling me similar things"). At the same time, care was taken not to
lead interviewees or'put words in their mouths', and heuristic' propositions were avoided.
Ad hoc, supplementary questions were posed, as necessary, to follow-up on answers, or
probe interviewees' experiences or opinions more fully. Quantitative questions were often
supplemented by qualitative questions to elicit additional information. For example, a
question requiring interviewees to rate the importance to their development of the use of role
models might be followed by a question about the kind of role model(s) used.

As the interviewstage progressed,the focus of the supplementaryquestionsbegan to
change,althoughof coursethe core of the interviewremainedthe same. The probing
switchedfrom essentiallysociologicalareas to more psychologicalones. For example,
supplementaryquestionsabout developmentor accreditationprocedurestended to give way
to questionsabout personalmental modelsand techniquesused to overcomedifficultor
stressfulsituations. This change of emphasisyielded some interestingand unexpected
insightsinto areas such as mental rehearsal,mind set changingdevicesand stress
managementtechniques.
Not all the questions on the schedule were put to every interviewee, though questions were
only omitted if a filter question indicated that these were inappropriate. Despite the structure
and volume of questions, interviews were conducted as informally as possible. Interviewees
were assured of confidentiality before the interview began.
In relation to the part of the interview which dealt with competence acquisition, what may be
termed a 'formative history approach' was adopted. This had similarities both to what Woods
and Sykes (1987) describe as a 'life history approach' and Candy et al. (1985) as the

'learningconversation'. But, whereasthese looked either at life experiencesin general,or
focused,on one specificlearningevent, the formativehistory approachexploredthe range of

In this context, a heuristic proposition could, for example, be
one in which a deduction Is made from an interviewee's
answer and fed back to them to test their agreement.
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experiencesand eventsthat an intervieweehad found particularlyformativeat any point in
his or her professionalcareer. However,those that had occurredin the early stageswere
particularlyprobed. Erautet al. (1997)describeusing a similarapproachin a study of work
based learningto elicit what they term 'learningepisodes'(Chapt.4, pp. 129-130). The
strengthsand weaknessesof the formativehistoryapproachwill be discussedin the later
critique.
Interviewstructure
The interview covered ten discrete areas and the schedule was accordingly organised into
ten parts. The purpose and content of each part, together with the questioning approach
adopted, will now be summarised.

Part 1- IntervieweeDetails
Parts 1 and 2 both concentrated on simple demographic information. Part 1 collected basic
information about the interviewee: his or her profession; current appointment; gender, age
range; qualifications; time in practice; professional body membership; etc. Age, time in
profession and qualifications were all banded. The interviewee's highest qualification on
entering the profession as a trainee was also recorded.

Part 2- EmployingOrganisationDetails
This collectedbasic informationabout the interviewee'semploymentstatus (whetheran
employeeor self-employed)and about his or her employingorganisation- i.e. its sectoral
location and size (in terms of numbers of employees).

Part 3- Nature of Professions and Professional Practice

This part of the interviewhelpedto address ResearchQuestion Numbers1a) and 1b). Its
purpose was to assess the validity of the characteristics, traditionally associated with
professions (Chapt 1, p. 14) and of competing epistemologies of professional practice
(Chapt 1, pp. 20-22). In relation to the first of these, interviewees were invited to rate (on a1
to 5 scale) the extent to which each of nine characteristics applied to their profession 'as it is
today'. The characteristics were an aggregation of key characteristics offered by a range of
authors, e. g. Carr-Saunders and Wilson (1936), Millerson (1973), Waddington (1985) and
Downie (1990), namely: altruistic; non-commercial; autonomous; learned (requiring
prolonged and specialised training); influential (within society); conferring status; selfregulating; collegial; and client focused.

In exploringthe nature of professionalpractice,the aim was to try to determinehow
practitionersactuallyoperate,i.e. how they do what they do; and how they go about solving
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professional problems. Is this in the way postulated by Schön (1983) - i.e. by applying a
form of artistry, using tacit knowledge (knowing-in-action), drawing on repertoires of solutions
to solve problems, and by reflection? Is it on the other hand more akin to the technicalrational view - i.e. do practitioners draw heavily on their technical or specialist knowledge in a
fairly systematic way? A third alternative was that they might use a combination of the two
approaches, and a fourth alternative was that they might operate in some other, previously
unidentified, way.

To have asked interviewees directly whether they adopted a 'reflective practitioner' or
'technical-rational' approach would of course have been meaningless to those who did not
understand the difference (no doubt the majority), and would have been 'leading' to those
who did. Instead, interviewees were shown a series of statements which personified each of
the two approaches and a combination of the two. They were invited to choose the
statement which best described the way they operated, or provide a description of their own
if they were not happy with any of them. Different sets of statements were used for'day to
day operations' and for'problem solving'. The latter included an assessment of the use of
'repertoires of solutions' as postulated by Schön (ibid.).

A number of questions explored interviewees' use of reflection. Their understanding of the
term was tested and, where they were conscious of reflecting, interviewees were asked to
give examples. The purpose of obtaining such examples was to help judge the quality and
depth of reflection. Interviewees were also asked about the regularity with which they
reflected and the types of reflection they undertook. The latter was an attempt to assess
Schön's hypothesis that professionals reflect both 'in action' and 'about action'. Information
was also sought about the regularity with which reflection led interviewees to change their
behaviours or procedures. Finally, interviewees were asked to rate (on aI to 5 scale) the
importance of reflection to their own professional practice.

Part 4- Nature of ProfessionalCompetence
This part helped to address Research Question Number 2. Interviewees were asked: how

they recognisedprofessionalcompetencein people from professions,other than their own;
and in colleaguesfrom their own profession. In both cases, they were encouragedto think in
terms of the key characteristics,behavioursand other attributesthat indicatedto them that
someone was competent. In relation to their own profession, they were also asked to identify
particular attributes or abilities they considered to be critical to effective performance.
Interviewees were next shown a list of generic skills or competencies which drew on the
previous cross-professional, or cross-occupational, research described in the literature. The
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list included certain competencies suggested by various authors as meta-competencies (see
Chapter 3, pp. 88-89), some of which had been incorporated within the provisional model,

as well as the 'key skills' (DfEE, 1998b),identifiedby UK governmentresearchas important
to all occupationalroles (see Chapter6, p. 176). Intervieweeswere asked to rate (on a 1-5
scale)the importanceof each attributeto effectiveperformancewithin their profession.
In additionto providinginformationon the key attributesrequiredby particularprofessions,
this group of questionsalso helpedto validatethe provisionalmodel by assessingthe
genericismof certaincompetenciesproposedwithin the model- e.g. those describedas
meta-competencies.
The structure and content of the provisional model, though not its dynamics, were tested
further by inviting interviewees to rate a number of other attributes. These reflected various
other elements of the model. For example, in order to test the validity of the core
components (see Chapter 6), attributes linked to cognitive competence, functional
competence and ethical competence were included. However, these terms were not used
explicitly and interviewees were not shown the model or indeed told of its existence.

Apart from helping to test the model, the questions in this part of the interview provided a
basis for identifying attributes perceived as important across professions and, within the
limitations of the small sample sizes, offered a basis for comparing the importance of specific
attributes between professions. It was acknowledged that reliable comparisons could not be
made until additional data had been obtained via the postal surveys.

Part 5- Pre-entryQualifications(of interviewee'sprofession)
This part helped to address Research Question 1a). It was less complex than the last part
and was aimed mainly at collecting factual information about the profession's pre-entry
requirements (if any). A filter question diverted those professions that did not have formal
pre-entry requirements to the next part of the schedule. Where standardised pre-entry
requirements did exist, interviewees were invited to rate their relevance to the actual

demandsof the profession. They were also asked if they were aware of any changesto preentry requirementssince they enteredtheir profession. Where intervieweeswere aware of
such changes,they were asked (if they could) to describethe current requirementsand give
an opinionas to whetherthese were 'higher','lower'or'about the same' as when they
entered.
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Part 6- ProfessionalDevelopmentProgramme
This part of the interview examined the formal education and training processes directly
been
had
filter
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series of factors: relevance to professional practice; comprehensiveness; and effectiveness

in 'gettingtraineesup to speed' as practitioners.
Interviewees were next asked to estimate the proportion of the programme that related
directly to the development of practical skills. This was followed by a series of questions to
determine: the degree to which the practical elements were structured; whether they were
formally examined or assessed; and whether they were taken into account when arriving at
the pass grade (if any). Interviewees were then invited to rate the overall practical content in
in
developing useful skills;
its
its
to
to:
effectiveness
subsequent
practice;
relation
relevance

and its adequacy(in terms of amount).
Finallyin this part, intervieweeswere invitedto rate the effectivenessof the programme,
overall,in developingdifferenttypes of attributes. These were each associatedwith
particularcore componentsof the provisionalmodel. The purposeof this was to assess
whetherthe developmentprogrammewas perceivedas better at developingcertainkinds of
attribute than others.

This part of the interviewhelpedto addressResearchQuestionsNumbers4 and 5.
Part 7- Acquisition of Professional Competence
This part focused strongly on Research Question Number 3. Interviewees were shown a list
of twelve factors which could potentially assist development. These were drawn from across
the literature and included such things as: 'support from a mentor'; 'reflection'; 'use of a role
model'; etc. They included factors that could be seen as both formal and informal learning
experiences. Interviewees were invited to rate these according to their importance in helping
them to become competent professionals.

The next sectionadoptedthe formativehistoryapproachdescribedearlier. After inviting
intervieweesto estimatehow long it had taken them to feel fully competentas a professional,
they were asked a series of open questionsaimed at identifyingspecificexperiences(formal
or informal)that had been particularlyformativefor them, and why these had been so
formative. Interviewees were probed about things they had found difficult early in their
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careersand how these difficultieshad been overcome. They were also asked about
particularenvironmentswhich had assistedor inhibitedtheir development
Interviewees were probed extempore about a range of other issues, including: how they
maintained their competence; how they prepared themselves for difficult tasks; their use of
mental models and other devices to assist their performance; how they overcame workrelated stress or loss of confidence; what factors motivated them professionally and so on..
This part of the interview proved particularly productive in collecting qualitative insights from
respondents.

Part 8- Accreditation of Professional Competence

After a filter question,this part examinedboth the forms of examinationor assessment
intervieweeshad undergoneand the accreditationprocessthroughwhich they had attained
full professionalstatus. The questionson assessmentwere partly descriptiveand partly
evaluative. They also probed any changesto the processthat may have taken place since
the intervieweequalifiedand invitedsuggestionsfor further improvements.The questionson
accreditationincludedthe existenceof licensing,CharteredStatus and re-qualification
requirements.
This part helpedto addressResearchQuestionsNumbers4 and 5.
Part 9- ContinuingProfessionalDevelopment
This part, which related to Research Question Number 3, investigated interviewees' recent
and anticipated participation in CPD or personal learning (over the previous 12 months and
the next 12 months). Factors which would be likely to increase participation were also
explored, as were perceptions of skill or knowledge loss (examples of the latter were sought).
The methods used by interviewees to maintain, or update, their knowledge and skills were
probed both against a checklist drawn from the literature, and through open questioning.
Interviewees were asked to rate (on a 1-5 scale) the importance of a range of potential CPD
needs and identify the one that would be most likely to cause them to participate in CPD in
the next 12 months.

Part 10 - OccupationalCompetenceMix (constructionof profession-specificdiagram)
After the questioningwas completed,intervieweeswere shown the prompt sheets relatingto
occupationalcompetencemix diagrams. These offered definitionsfor the four core
components (knowledge/cognitive competence, functional competence, personal
competence and values/ethical competence), together with two exemplar diagrams. Care
was taken not to show respondents examples that were of professions similar to their own.

Accordingly, a number of alternative, hypothetical examples were available. Interviewees
were then invited to construct a diagram for their own profession.

Post-interviewaction and data handling
Following each interview, the contemporaneous notes were written up'. Where appropriate,
reflective comments were added, for example, on the significance of what the interviewee
may have said. The 'rite up' took on average a further two hours and was done as soon as
practicable following the interview (normally within 24 hours).

Data were abstracted from completed interview schedules and entered into a pre-formatted
spread sheet and data base, the former being used for the quantitative information, the latter
for summaries of the qualitative data. Data from the occupational competence mix diagrams,
which were 'pie chart like', were stored in the form of segment angles.
For each interviewee, up to 159 separate items of data needed to be stored and later
analysed so care had previously been taken in selecting and formatting the data processing
instruments. Several potential software tools had been examined. These included SPSS,
Excel and Microsoft Works. SPSS was the most sophisticated, but least'user friendly'.
Excel, would have been adequate, but lacked some of the features of Microsoft Word. It
was, therefore, decided to adopt the latter which also included effective cross-correlation
facilities, together with a range of built-in statistical analysis tools and charting facilities.
Taken together, the interviews and the postal surveys, described below, yielded around
34,000 separate pieces of data, all of which needed to be stored and analysed. The
software tools used proved to be more than adequate for the purpose.

The Postal Surveys
The purpose of the postal surveys was twofold. It was:
i)

to validate the key trends that had emerged from the practitioner interviews;

ii)

to obtain largersampleswithin professionsto enable comparisonsbetween
professionsto be more reliablymade.

The idealwould have been to have conductedlarge-scalepostal surveysin each of the 20
professions. However,this would have taken a considerableamountof researchresource.
It was decidedinsteadto conductsurveysin a total of six professions,one from each of the
functionalgroupsidentifiedearlier. This could, it was felt, go some way towardsvalidating
the commontrends arisingfrom the interviewsand would allow a limitedamount of interprofessionalcomparison.

Selectionof professionsto be surveyed
Selection of the representative profession from each functional group was fairly arbitrary, but
was influenced by the availability of suitable membership lists. Professions such as IT
Consultancy and Scientific Research could have been problematic due to a lack of a
common professional association or central register. The professions selected against each

of the six functionalgroupswere:
Group 1: Teaching/training

Training

Group 2: Health Care

Dentistry

Group 3: Legal and Financial

Accountancy (chartered)

Group 4: Policy and Administrative

Civil Service

Group 5: Technical and Scientific

Surveying (chartered)

Group 6: PastorallSpiritual Care

The Church (Anglican)

It was acknowledged earlier that the groups are not homogenous. Therefore, the
chosen professions can only be seen as broadly representative of the functional areas
concerned. It could not be assumed, for example, that responses from a dentist would
be the same as those from a hospital doctor. However, using the groups as a basis for
selection did at least ensure that a range of different profession types would be included
in the surveys, and this could lead to more interesting inter-professional comparisons. It
was also considered important to include at least one profession that was not generally
regarded as a traditional profession. Therefore, Training was chosen from Group 1,
rather than one of the teaching professions.
Sample size
It was considered that the absolute minimum number of responses needed within a
single profession to enable some tentative (though not definitive) comparisons to be
made was around 20, but it was acknowledged that, ideally, a much larger sample would
be desirable.

On the basis of previous experience, it was assumed that a response rate of between
15% and 20% might be achieved. It was therefore decided to post out 120
questionnaires for each of the six professions, giving a total of 720 postings. It was
decided, as a contingency plan, that, if the response rate was lower than anticipated,
follow-up letters would be sent out and, if that still produced an inadequate response,
questionnaires would be despatched to additional individuals.

In the event, the response rate proved to be much higher than anticipated (54.3%
7
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Selection of individuals
The method used to select individuals to be surveyed varied slightly between professions,
though the aim was to be as random as possible. If the requisite information had been
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were used.
A summaryof the sourcesand selectionmethodsused for each of the six professionsis
shown in Table 3:
Profession
Surveying

Source of Names/Addresses
RICS - printedlabels

Method of Selection
random by RIOS

ICA - onward postings
Membership register Training
Practitioner network (Leicester U)

random by ICA
alphabetical if job details confirmed
they were practising as trainers

Church

DiocesanYear Book

alphabetical,providingfull-time
de
and not NSMs

Dentistry
Civil Service

Yellow Pages - Dentists section
Internal Staff Directories

alphabetical
random HEO Grade and above

Accountancy
Training

Table 3: Methods of sample selection for postal surveys

Questionnairedesign
There were two importantconsiderationsin decidingthe content of the survey questionnaire,
given that it neededto be considerablyshorterthan the interviewschedule. Firstly,that it
shouldincludethe areas that were most centralto the research,and secondlythat the data
sets should be compatiblewith those from the interviews,in order to facilitatevalidationand,
if consideredacceptable,aggregation.
Since the questionsused were drawn from the interviewschedule,the same wordingwas
used, save for a few very minor modificationswhichwere made followingpiloting(described
later)In orderto removeany ambiguity. Particularattentionwas paid to the orderingof
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questionsand Iayo4 as stressedby both de Vaus (1985)and Bell (1987). The
questionnairewas four pageslong and includeda blank occupationalcompetencemix
diagramformat for use by the respondent,togetherwith instructionsfor completion. Two
exemplardiagramswere also includedbut, in order to reduce the risk of influencing
respondents,these were selectedon the basis that they were for professionsthat were
dissimilarto any of the six selected.
A more limitedrange of questiontypeswas used for the surveysthan for the interviews.
These consistedof:
" semanticdifferentiationscales(invitingratingsof particularfactors on a 1-5 scale);
" simpledosed questions- e.g. inviting 'yes','no', 'not sure' type answers;
" filter questions;and
" open questions(to collectboth factual informationand insights).
The draft questionnairecontained14 questionsin total, though severalhad multipleparts.
The total number,when part questionsare included,was 54. This was not quite as daunting
for respondentsas it might seem, since most of the questionsinvolvedcirding figuresor
words. The data soughtwere mainlyquantitativebut there was also a small but important
qualitativeelement
Pilotingthe draft questionnaire
The draft questionnaire was piloted with a total of seven people drawn from two of the
selected professions. Five of these were male and two female. The pilot respondents were
left on their own to complete the questionnaire but were asked to time the process.
Afterwards, they were questioned about: how easy or difficult they had found the questions;
whether there were any parts of the questionnaire they had not understood; whether they
had discovered any vague or ambiguous statements; and the time taken.

Severalminor problemscame to rightthrough the piloting,and a numberof improvements
were suggestedby respondents.The averagetime taken to completethe questionnairewas
16 minutes(verydose to the target of 15 minutes). Based on respondents'reactions,the
level of difficultyappearedto be about right One respondentcommentedthat, although
she
did not find the questionnairetoo daunting,it had made her stop and think None reported
any problemsin completingthe individualcompetencemix diagram.
Followingthe pilot, a numberof smallchangeswere made. These
were:
"a questionidentifyingthe respondent'sprofessionwas split to include-'current
profession'and 'secondaryor previousprofession',if any
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" an additionalquestionabout pro-entryqualificationswas added;
boxes;
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banded
tick
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an
open
style
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age
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"
" minorwordingchangeswere made to two questionsto removeambiguity;
" the layoutwas improvedto give the questionnairea less duttered appearance.
The first of the above changeswas to cater for those who may have a secondaryprofession,
for example,a civil servantwho is also a psychologist,or a clergymanwho had formerly
been a schoolteacher. Respondentswould be asked to completethe questionnairein their
currentor primaryprofessionalrole, but asking about a secondaryor previousprofession
would, it was thought help them to focus on the distinction.
The second modification resulted from one pilot respondent reporting that she had been
confused by a question about whether her profession had any standardised education
or training process. She had thought at first that this referred to pre-entry qualifications.
It was decided that this confusion could be removed by including a question on each,
with the pre-entry question first. The final version of the survey questionnaire, and a
typical covering letter, can be found at Appendix 3.

Modifiedquestionnairecontent
The final versionof the questionnairecontained15 main questions(one more than in the
draft), or a total of 56 parts (two more than in the draft).
Questions I to 7 sought information about respondents, themselves, (including gender, age,
appointment and time in profession) and their profession (including whether it had any
formal, minimum pre-entry requirements and a formal education programme).

Question8 exploredthe types of experiencesthat had contributedto the respondents
professionalcompetence,with an invitationfor him or her to rate the importanceof the
contributionmade by each of 14 factors. These were the same as those used for the
interviews,but with two additionalfactorswhich had emergedvia the interviews:learning
throughteaching/trainingothers;and learningfrom clients/patients/customers.
Question9 was an open questionwhich soughtqualitativeinsightson specificexperiences
that had provedparticulary formative,togetherwith commentson why this had been the
case.

.

Questions10 to 12 exploredthe use and regularityof reflectionand its outcomes. Questions
13 and 14 Invitedratingsof the Importanceof a range of specificcompetencies,and other
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attributes,to effectiveperformancewithin the respondents profession. The list was exactly
the same as that used within Part 7 of the interviewand so was the rating scale. It included
attributesthat were closelylinkedto the core componentsof the provisionalmodel and other
elementsof the model such as meta-competencies.
Question15 (like Part 3 of the interview)attemptedto assessthe validityof some the
characteristicstraditionallyassociatedwith professions. Both the characteristicsand the
rating scaleswere the same as for the interviews.
Finally,after offeringa short explanationof the occupationalcompetencemix diagramand
two hypotheticalexamples,the questionnaireinvitedthe respondentto completea diagram
for his or her own profession.
Surrey proceduie
The six occupations were surveyed in succession. In an effort to maximise the response
rates, a number of deliberate steps were taken. Firstly, a `Freepost licence was obtained to
enable respondents to return questionnaires at no cost to themselves. Secondly, a preaddressed return envelope was enclosed with the questionnaire. Thirdly, each questionnaire
was accompanied by a letter, customised to the particular profession. This explained the
purpose of the research and asked for help. Fourthly, the letter was given a hand written
salutation in the name of the individual concerned and was signed personally in ink - i.e. not
photocopied. The only exception was the one profession where, because of confidentiality
restrictions on the part of the professional association, recipients' names were not revealed.
In that case, it was not possible to personalise the salutation, though the letter was still
personally signed.

Recipientswere assuredof confidentialitybut not anonymityand, except in the case of one
profession,the returnenvelopeswere numberedin order to allow identificationof returned
questionnairesagainsta name and addresslist This would have enabled 'chaser letters'to
be sent had responserates been low. Recipientswere asked, in the covering letter,if they
would endeavourto respondwithin about a week.
Data from returnedquestionnaireswere handledin much the same way as for the interviews
i.
by
e.
using individualspreadsheetsfor each professionand a combinedspreadsheetfor
aggregatingdata from 0 six professions. Again, MicrosoftWorks was used.

Competence Models: Developing Profession-specific Versions
The interviewsyielded occupafonal competencemix diagramsfor all 20 professions,and the
postal surveysyielded diagramsfor six of these (the latterwere the more reliablebecauseof
the largersamplesizes). However,it was not consideredrealisticto require respondentsto
produceversionsof the more complex,overarchingmodel. Nonetheless,it was felt that
some means of developingat least a small numberof profession-specificversionsof the
model should be found. These would be useful both as exemplars,and as a furthertest of
the model'srobustness. They would show whetherthe general model could be adaptedto
suit specificcases and this would offer further supportto the model'svalidity.
It was decided to construct exemplar versions for three professions with the help of a small
number of collaborators from each. It was felt that the collaborators might usefully include
people who had taken part in the interviews, if they were available and willing to help.

Selectionof exemplars
The three exemplarprofessionswere chosenfrom amongstthe six that had been the subject
of the postal surveys. They were:
" The Church;
" The Civil Service;and
" Training.
The inclusionof one old, one of mediumage, and one new professionwas deliberate.
Developmentprncaedure
Since the profession-specific versions were intended to be exemplars
only, a simple
procedure was adopted for their development Draft models (based on the provisional
version) were produced for each of the three chosen professions after examining relevant
data from the interviews and surveys to identify attributes that had been
rated as being
particularly important to the profession. Where necessary, these were contextualised by
translating their generalised descriptions into the language of the profession. They
were
then located under the appropriate headings
within the model.

The collaborators,i.e. three or four people from each of the

chosen professions,were then

shownthe drafts,togetherwith the generalisedversionof the model. They were invitedto
offer additionalattributesunder each of the modelheadingsor suggestmodifications. It is
stressedthat the resultingprofession-specificmodels,which are presentedin framework
form only at Appendix5, are no more than
exemplarsand no reliabilitycan be attachedto
their representativenature.
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Critique of Overall Empirical Method
Perhaps,the main potentialstrengthof this researchis its breadth;its attemptto explorea
numberof complexissuesacrossa range of professions. Paradoxically,this may also be
seen as its greatestweakness. There are real dangersin 'spreadingthe net too broadly'.
Methodologicalintegrity,and perhapsstatisticalreliability,may be compromised.Although
stepswere taken to try to overcomethese and other potentialweaknesses,a numberof
residuallimitationsin the methodologyare readilyacknowledged.
Samples
Neither the interviewees, nor the postal survey recipients were selected with perfect
randomness, though the latter could be seen as quasi-random. The lack of randomness,
particularly in the case of the interviewee selection, together with the choice of professions
for inclusion in the research, could add a degree of bias to the results.

It is also acknoWedgedthat a numberof the selectedprofessionswere internally
heterogeneous. Rolesand specialismscould vary and this could place limitationson any
generalisationsmade about such a profession.
The small interviewsamplesize within individualprofessions(N = 4) presentsa particular
problem. This samplesize cannotbe expectedto producestatisticallysignificantresults. To
alleviatethis problem,the postalsurveyswere designedso as to reinforcedata from the
interviews,if considereddesirable. But this was only possiblewithin the six surveyed
professions. This means that considerablecautionneeds to be exercisedin makingany
comparisonsbetweenthe remainingfourteen professions. Evenwithin the six, there is a
problemwith interviewtopics that were not also coveredin the surveys. However,if data
from all eighty interviewsare aggregated(N = 80), in for exampleexamininggeneric
characteristicsacross all twenty professions,the resultsbecomemore reliable.
The samplesizes obtainedfrom the surveysare considerablylarger but are still quite
modest. Although,the averagenumberof responsesper professionwas 62, the smallest
was 41. The differentialresponserate could also affect the reliabilityof resultswhen, for
example,the professionwith the largestnumberof responses(N = 91) is comparedwith that
with the smallestnumber (N = 41). But, again, if the data from all the surveyedprofessions
are aggregated(N = 372), the reliabilityof resultsis considerablyImproved. If these data are
furtheraggregatedwith the data from all the interviews(N =452), reliabilityis
potentially
furtherIncreased,assumingthe data from the two sourcesare compatible.
A fuller discussionof this ImportantIssue,Includingthe acceptabilityof combiningdata,
will
be presentedin Chapter7 (pp. 215-217).
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Interviewand surveytechniques
Both the interviews and surveys were practitioner-centred. The data collected relied entirely
on individuals' perceptions and insights, their ability to recognise the key attributes of
effective performance within their profession, their ability to recognise and remember the
learning experiences that had been important to their development, and so on. It is
acknowledged that respondents' perceptions could be unreliable and their memories
selective. For this reason, some researchers reject the use of such techniques. Knight
(1995), for example, states:

You might think that by askingtop achievershow they succeedyou would get
preciseanswers. You would be wrong! The key to successis often unknownat the
consciouslevel.
(ibid., p. 3)
She arguesthat what people say they do bearsvery little resemblanceto what they actually
do. A similarassertionis made by Argyris and Schön (1974), who differentiate between
the two using the terms 'espoused theories of action' and 'theories in use'.
There is clearly a danger that practitioners may portray their profession as they feel it
should be portrayed, rather than as it is, or may not have a perfect understanding of how
they themselves operate, or may not be able fully to articulate their learning
experiences, or may have memories that have become distorted over time. But to
suggest that their perceptions are invalid or their insights should be discounted seems
perverse. One might reasonably ask, why should the perceptions and insights of third
parties, or the interpretation by them of how professionals operate be any more reliable?
Behind this research was a firm conviction that experienced practitioners are a rich and
reliable source of Information about their own practice. Each individual may have gaps
in his or her own self awareness. Some will be better than others at analysing their own
practice and learning experiences. Each may only be able to provide one or two small
pieces of an extremely complex jigsaw. But taken together, the illumination offered can
be considerable.

The approach may be said to be 'quasi-Socratic', in that it asserts that

people possess a

considerable amount of knowledge about themselves and that, with care, this can be
elicited. This view is of course open to challenge and may indeed be flawed. The sole
reliance on self-reportingwas certainly a potential weakness in the methodology, though
the literature study offered a range of external sources against which findings
could be
examined.
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A further acknowledgedweaknessis that much of the quantitativedata collectionreliedupon
a respondent'sabilityto understandthe complexissues he or she was being asked about,
and to make measured,subjectivejudgementsabout these. It is inconceivablethat all
respondentsshareda commonunderstandingof these issues, or even of the language
used. Nor could the subjectivemeasurementscalesused have been applied identicallyby
differentrespondents. But it is arguablethat, acrossthe sampleas a whole, such variations
will tend to balanceeach other out, allowingreasonablyreliablepatternsto emerge. That,
after all, is the basis on which much sociologicalresearchis conducted.
Possible alternative methods
Observational and ethnographic techniques would have provided an alternative perspective
on how professionals operate, but these were ruled out because the breadth of the study
would have made them impractical due to the limited resources available, and because they
would have been unlikely to throw much light on the previous experiences of practitioners.

The use of focus groupswould have been a feasiblealternative,though there could have
been difficultiesin gettingtogethergroups of busy professionalsat the same time. This
aside, the techniquewas rejectedfor two reasons. Firstly,the breadthof informationsought
could have overloadedfocus groupswhich, due to the time taken for discussion,are only
suitablefor exploringa smallnumberof issues. Secondly,such groups can stifle the offering
of individualinsights,particularlythose that might be embarrassingfor people to revealin
front of their peers.
Another possiblealternativewould have been to use 'criticalincident'(or'behaviouralevent)
interviewing(Oxtoby,1979; Boyatzis,1982; Bell, 1987) instead of the fairly conventional
interviewapproachadopted. The techniquecan be used, for example,to identify
occupationalbehavioursor competencies.Though it still relies on self-reportingby
respondents,it does not requirethem to identifyparticularbehavioursor competencies
explicitly. Instead,the possessionof particularattributesis inferred' through respondents'
descriptionsof how they dealt with significantevents in their professionalwork. Oxtoby
(1979)writes:
The criticalincidenttechniqueis an attemptto identifythe more `noteworthyaspects
of job behaviourand is based on the assumptionthat jobs are composedof critical
and non-criticaltasks The Idea is to collectreports as to what people do that is
...
particularlyeffectivein contributingto good performance.
(bid., pp. 239-240)

167

Bell (1987)describesa typicalapplicationof'critical incident'as asking respondentsabout
the most difficulttask they have had to perform,then asking them why it was difficultand
how they had responded.
The use of the criticalincidenttechniquecould have added rigourto the self-reporting
However,
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this research was seeking information across a much broader front. Secondly, by focusing
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Thirdly, the technique is less reliable the further back in time an incident has occurred.
People's memories of distant events may be vague and the details of how they dealt with
these may have become distorted due to post-event rationalisation or simple forgetfulness.
Fourthly, the use of 'critical incident', at least in the way described by Boyatzis (1982) .
have
been
This
a
the
would
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massive task in itself, given that 20 professions were involved. Fifthly, the interviews would
have become much more time consuming and less productive. Finally, the technique relies
heavily on inference, for example, that dealing with a situation in a particular way implies the
possession of specific competencies. Such inferences are inevitably subjective and
potentially erroneous.

Therefore, it was decided not to adoptaitical

incident', at least, as the prime methodology.

However, it was felt there could be some value in drawing on certain elements of the
philosophy within the interviews. For example, by probing interviewees about the things they
had found particularly difficult early in their practice (or still find difficult) and how these
difficulties were overcome.

Another questionthat can be seen as within the criticalincident genre is one which invited
intervieweesto identifyattributesthey consideredto be criticalto effective performance
within their profession. The processused to probe formativeexperiencescould also be seen
as analogousin some respectsto Boyatzis"behaviouralevent concept (Chapt 3, p. 84) but,
in this case, the events respondentswere asked to describewere learning events'.
The potentialweaknessof relyingsolelyon self-reportinghas alreadybeen acknowledged.
One way to have reducedthis reliancewould have been to seek the views of other key
actors- e.g. clients,peers from other professions,associatedpara-professionals,employers,
possiblyusing some kind of 360 degree technique(Victor, 1995; Edwards and Ewen,
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1996) (Chapt. 3, pp. 93-94). The techniqueis normallyused for assessingthe competence
of a particularindividual,whichwas not the aim of this research. However,it could have
been adaptedto a more collectiveuse. Again, such an approachwas considered.
Whilst the techniquemight have been useful in identifyingthe key attributesof particular
professions, it would not have thrown light on how competencehad been acquired(a key
focus of this research). It would also have been resource-intensive,consideringthe number
of professionssampled. However,influencedby the 360 degree approach,it was decidedto
includean elementof peer-basedcompetenceidentificationin the interview. This was the
sectionthat invitedrespondentsto identifythe abilities,behavioursand other attributesthat
indicatedcompetencein peoplefrom professionsother than their own.
In summary,the empiricalmethodologyhad a numberof acknowledgedweaknesses.
However,it is suggestedthat, taken together,the combinationof techniquesadopted provide
a reasonablyrobust procedure.
A critiqueof the methodsused for developingthe model of professionalcompetencewill be
includedin the next chapterwhich focuseswholly on the model.
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Towards a New Model of Professional Competence
Introduction
The methods used to develop and test the new model were outlined in the last chapter.
This chapter will fill in the details. It was decided to dedicate a whole chapter to this
purpose because modelling professional competence was a central part of the research
objectives, and the model itself proved to be one of the main outputs of the research.
Chapter layout and content
The first section will explain why a new model of professional competence was
considered necessary. The second will identify the major items within the literature that
influenced the design of the provisional model. The third section will outline some of the
more minor influences on the model. The fourth will describe the architecture and

dynamics of the model. The fifth section will report on the expert and academic
criticisms which the model attracted. The sixth will assess the extent to which the model
was supported by data from the practitioner interviews. The seventh section will outline
the modifications made to the model, following testing, and will described the resulting
revised model. The eighth section will summarise the further feed-back received on the
revised model. The final section will offer a critique of the methodology used for
developing the model, and will assess the model's fitness for purpose.
Confirming the Need for a New Model
Research Question 2 stated, "What is the nature of professional competence and how
might this be modelled? ". This part of the research directly addressed this question. It
was also considered that a model of competence, at least in tentative form, was an
important prerequisite of the empirical work because this would provide
a conceptual
framework to underpin the investigation of how competence was acquired.
A number of existing models of competence were closely examined. Three
of the major
ones have already been reviewed in Chapter 3 and several less prominent models will
be discussed later in this chapter. Following scrutiny of each, it
was concluded that,
although many offered useful insights, none provided a fully comprehensive
representation of professional competence. Because the various approaches viewed
competence from different perspectives, adopted different frameworks of analysis or
were based on different understandings of practice, they each emphasised particular
aspects of competence. Often, this was to the neglect or diminution of other aspects
which, paradoxically, alternative approaches stressed. Personal competence might be

emphasised at the expense of functional competence, functional competence at the
expense of knowledge, reflection at the expense of rational application of theory,
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Figure 3: Facets of competence
Attempting to reconcile different perspectives can sometimes be a futile exercise,
especially if the perspectives are in opposition. It can lead to a bland compromisethat
lacks any clear underlying philosophy. However, in this case, none of the perspectives
appeared to be totally opposing. Rather, they seemed simply to illuminate different
aspects of competence. Perhaps all of these aspects were important in themselves.
Perhaps the earlier models were too reductionist. Perhaps the relative importance of the
various aspects depended on the type of profession, or the particular job role within a
profession, or upon some other factor. These, and similar thoughts, dominated the early
months of the study.
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The more these issues were considered, the more important it seemed to be to try to
construct a more holistic model; one which drew on the strengths of earlier approaches
in a harmonious and, if possible, synergistic way. That, at least, was the challenge!
Major Influences on the Model
The motivation to develop a new model arose from the perceived limitations of earlier
models, yet a number of these were themselves important building blocks in the model's
construction and their influence is readily acknowledged.

But the new model was not

simply influenced by earlier models of competence, it was also informed by a number of
other concepts, drawn from the literature. It was not just an amalgam of earlier models,
it also contained some unique features of its own.
The more important influences are discussed below. Where these have been covered

in some detail in earlier chapters, only the briefest of summaries will be offered here.
The UK Occupational Standards Model
As argued in Chapter 3 (pp. 70-81), the UK standards model adopts a strongly
functional perspective. It emphasises (rightly in the view of the author) the importance of
achieving desired outcomes and offers detailed descriptions of the functions that need
to be mastered in particular job roles.
The model has proved robust as a basis for assessing NVQs (Beaumont, 1995), but less
effective as a framework for development (Cheetham, 1994). And despite a series of
incremental changes, it still, in the view of the author, understates the role of both
knowledge and personal competence. Nonetheless, functional competence is arguably
a critical component of professional competence. Equally, the principle adopted in the
UK model of using outcomes as an indicator of overall competence was considered to
be sound, though it was felt that other indicators may also be required for certain
elements of competence, e. g. professional knowledge and cognitive skills, as argued by
Eraut and Cole (1993).

Personal Competence Models
There are a number of competence models which primarily adopt a personal
competence approach (e.g. Boyatzis, 1982; Klemp, 1980; Klemp and McClelland, 1986;
Schroder, 1989; MCI, 1990) (Chapt. 3, pp. 82-88). These focus on the person, rather
than the function, identifying particular attributes which contribute to effective
performance. Such attributes may include behaviours, motives and self images. All of
these are arguably important to confident and effective practice. But just as the UK
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occupational standards model sidelines personal competence, so personal competence
However,
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the extensive use of personal competencies within organisational competency
frameworks (Sugarman, 1993) and in assessment centre settings (Woodruffe, 1990; Dale
and Iles, 1992; Bolton, 1995) seems to testify to their potential importance.

The Reflective Practitioner Approach
Schön's epistemology of professional practice, 'reflection-in-action', and especially its
62-63)
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pp.
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have been influential in a number of areas of professional education, for example,
teacher training, Nursing and Social Work, and have strong support in the literature
(Chapt. 3, pp. 65-69). But, as argued in Chapter 3, although Schön offers both an
epistemology of practice and a broad paradigm of development, he does not provide a
comprehensive model of professional competence.

Nevertheless, his emphasis on the

importance of reflection and the centrality of practical (or tacit) knowledge are

persuasive features.
Meta-competencies
As reported in Chapter 3 (p. 88), these types of competency are considered by some
authors to transcend other competencies. In some cases, they may enable selfexamination and assist in the acquisition of other competencies (Hall, 1986). In other
cases, they may enhance or mediate more ordinary competencies (Reynolds and Snell,
1988; Linstead, 1991; Fleming, 1991; Nordhaug, 1993). However, there are some
inconsistencies in the use of the term, 'meta-competency' and the process of identifying
which competencies ought to qualify as such is inevitably subjective. It is also difficult to
prove the impact of meta-competencieson other competencies.
Despite these problems, which will be revisited later in the chapter, the idea that there
were certain competencieswhich were of a higher order than others was persuasive,
and the concept of meta-competenceseemed to offer some insights of potential value.
Ethics and Competence
Professionalethics,or at least professionalconduct (which it can be argued is a dimensionof
professionalethics),has been a concernof professionalbodies since their early days
(Chapt 2, p. 50). Yet, most competence models pay little explicit attention to the issue,
perhapsassumingthat it is not a measurablecomponentof competenceor is outsidethe
domain of formal development There are, however,a number of authorswho highlightthe

contribution of ethics to professional competence (e.g. Ozar, 1993; Steadman et al., 1994;

Johns, 1995).
Steadmanet al. were commissionedby the UK Governmentto look at whether an ethical
dimensionought to be added to occupationalstandards. In their report,they state, "... there
is an immediateneed in the contextof nationalstandardsdevelopmentand NVQsand SVQs
to fully incorporatethe ethicaldimensionof competencein occupationalstandards" (Ibid.,
p. 11). However, at the time of writing, relatively few standards have had an ethical
dimension added and there is still a division of opinion as to whether ethics should be explicit
or implicit to standards.
Steadman et al. (ibid., p. 7) identify four overlapping sets of values which they believe
underpin ethical issues encountered at all levels in the workplace. These are:

" legal values (operatingwithin the law and other mandatorysystems);
" occupationalvalues (relationshipswith customers/clientsand colleagues);
" organisationalvalues (relationshipswith colleagues,staff customersand the general
public); and
" personalvalues (individualbeliefsand behaviours)(ibid., p. 7).
The authorsalso providea list of ethicalbehavioursunder each of the headings.
Ozar (1993) urges the inclusion of ethics and values both within initial professional
development and CPD. He argues that the need to examine professional ethics, and the
way these might be developed, has been accentuated by the growing media attention to
cases of professional misconduct and mounting public cynicism about the motives and
activities of professionals. He observes that most professionals are inarticulate about their
profession's ethical standards, and he believes so too are many professions collectively. Nor
does he detect a great deal of what he terms 'ethical reflection' within most professions.
Ozar identifies two competing views of the obligations of professionals. The first is that
being a professional carries certain obligations and responsibilities because
of the way
professionals are perceived by society, and perhaps because of clients' dependency
relationships; the second is that professions are no different from any other occupation
in that they are driven primarily by market forces
and have no ethical obligations beyond
the general ones, applicable to everyone.

Ozar comes down firmly on the side of the first view, believing that professionals do
have special obligations. These, he argues, are arrived at in a subtle dialogue
with
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Other influences
More minor influences on the provisional model were:
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Key Skills (formerly called Core Skills) - generic, transferable skills said to be
important to all occupations and to be sought by most employers in the UK (DfEE,
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1993) (see Chapter 4, pp. 123-125).
Each of these will be considered in turn.
The Job Competence Model
The Job Competence Model, developed by Mansfield and Mathews (1985), is often closely
associated with UK occupational standards and was recommended within the early guidance
to NVQ assessors. It may be seen as an attempt to make the standards more dynamic by
suggesting how various components of competence might interact with each other. In the
model, competence is seen as having three basic components:
" tasks;
" task management; and

" the roleljobenvironment.
The 'tasks'componentconsistsof skillswhich are used in a routineway to achievedefinite
outcomes. The'task management'componentinvolvesthe use of skillsthat may be needed
when a numberof tasks have to be performedtogether in a particularway. For example,
there may be a need to plan the order in which the tasks are performedand to deal with
things that go wrong (contingencies).This will requireparticular'task management skills.
The 'role/jobenvironmentcomponentconsistsof skillswhich are needed to cope with a
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The Job Competence Model is more dynamic than the model implicit within occupational
standards, though it lacks specificity in relation to the range of potential skills within the'task
management and 'role/job environment categories. Nor does it acknowledge any explicit
role for knowledge, cognitive competence or ethics and values. It is therefore arguably
incomplete as a model of competence. However, it does convey some useful messages
about the way competence may be affected by contingencies (unexpected occurrences) and
the working environment

Key Skills
For a number of years, the UK Government has been promoting the concept of 'key skills'
(formerly called'core skills') and a considerable amount of research has been carried out in
this area. Key skills are attributes which, apparently, the majority of UK employers say they

would like all employeesto possess. They consistof:
" effectivecommunication(includingwritten skills);
"

problem solving;

" the ability to work with numbers [numeracy];
" the use of information technology;

" workingwith other people;and
"

learning skills (DfEE, 1998b, p. 3).

A numberof these were endorsedby the DearingCommitteeon Higher Educationwhich
recommended that 'communication', 'numeracy, 'the use of information technology' and
'learning how to learn' should each be covered in all Higher Education programmes (Dearing,
1997).

Key skills may, at first glance,appear similarto meta-competencies.But a careful
consideration of each suggests they are not all of the same nature. 'Communication',
'learning skills' and 'problem solving' could be seen as meta-competencies. However,
'information technology', 'working with numbers' and 'working with others' would seem to
involve more mundane, functional or personal competencies.
Given that the key skills are based on extensive research, it was felt that even if they were
not explicitly included within the new model, it would at least be important to map the model
against them to ensure they were implicit.
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Elementsof ProfessionalCompetency
Jarvis (1983, p. 35) goes someway towards providinga model of professionalcompetence
by offeringwhat he calls `elementsof professionalcompetency',broken down into a format,
often associatedwith task analysis,i.e. - knowledge,skills and attitudes- see Table 4:
Knowledge and
Understanding of:

Skills to:

Professional Attitudes

to professionalknowledgeand
rofessionalism;
the psycho-motorelements; performpsycho-motor emotivecommitmentto
academicdiscipline(s);

interpersonal relationships;
moral values

procedures;
Interact with others;

professionalism;
willingness to perform
nally

Table 4: 'Elements of Professional Competency

Jarvis's model can be criticised for its inconsistency of classification and apparent
incompleteness. However, among its strengths are its inclusion of 'moral values' and
'professional attitudes', both dimensions which appear to be neglected in certain other
models.
Bloom's Taxonomy and perspectiveson professionalknowledge
Bloom (1956)providesa taxonomyof educationalobjectives,goals and standard
classificationslinkedto knowledgeand associatedelementswithin the cognitivedomain.
The term 'cognitive' is used by Bloom to embrace activities such as: remembering and

recallingknowledge;thinking; problemsolving;and creating. The taxonomycontainssix
main classifications:knowledge;comprehension;application;analysis;synthesis;and
evaluation. Each of these is brokendown into a seriesof sub-groups.
Though the taxonomyis limitedin its scope, coveringonly the cognitivedomain,it was
consideredthat it would providea useful checklistagainstwhich certain elementsin the
completedmodel could be mapped.
Professional knowledge

Chapter 4 (pp. 123-125) outlined a number of perspectives on professional knowledge.
From these, the following broad classifications were abstracted as embodying the main
kinds of professional knowledge identified by other researchers:
" theoretical or specialist knowledge;
" tacit/practical knowledge;
" procedural knowledge;
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It was considered that each of these needed to be covered in some way within the
model.
Building the New Model
The initial version of the model, the provisional model, was developed over a period of
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literature study. In the process, the draft model went through at least seven iterations.
In the early stages, it was quite heavily influenced by the functional approach of the UK
occupational competence model. However, as time went on the American personal
competence research and especially the Boyatzis (1982) model became more
influential. This seemed to offer a counter to some of the shortcomings of the UK
model.
Much thought was given to the issue of knowledge. What forms of knowledge were
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Eventually, it was decided to incorporate knowledge explicitly, but with a recognition of
the tacit and embedded nature of some forms of professional knowledge, and in a
manner that also acknowledged the importance of cognitive processes.
A similar dilemma arose around the issue of ethics and values. There was never much
doubt that these should be recognised as a component of professional competence but,
again, precisely how? Should they be seen as implicit to other competencies or were
they in some way separate? Should ethical judgement be seen as a form of
competence in itself? If so, how did ethical competence relate to values? In the event,
an explicit ethical dimension was added to the model which recognised the importance
both of having a set of clear values, and having the ability, and perhaps the courage, to
apply them in difficult situations.
Considerable thought was given to the issue of reflection and where this might fit into
the model. Was reflection some sort of super competence on which all other
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identify how reflection might be satisfactorily accommodated. Eventually, a solution was
found that gave the model a more dynamic character through a reflective cycle linked to
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In summary, constructing the model involved a combination of: sifting through the
draft
models;
literature;
producing
models;
relevant
critical appraisal of existing
discussions with colleagues; and occasional flashes of insight and inspiration.
The Provisional Model
The new model drew to some extent on each of the concepts outlined in the previous
section. It attempted to combine their individual strengths within a single, coherent
framework. Of course, no model can truly reflect reality, and professional competence is a
domain in which the reality is particularly complex. And of course 'reality', in this area, as in
1981).
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is
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construction
any other, a
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The provisionalmodelwas of necessityquite elaborate. It will therefore be assembledand
described in stages.
Core components
At the core of the provisionalmodelwere four components,which were each seen within
different strands of the literature as central to professional competence. These were:
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1. knowledge/cognitivecompetence;
2. functionalcompetence;
3. personalor behaviouralcompetence;
4. values/ethicalcompetence.
These were giventhe name'core components'. They are illustrateddiagramaticallyin
Figure4. The dotted lines betweenthe differentcore componentsemphasisethe fact that,
though they embodyseparateaspectsof competence,they are in fact inter-linkedand to
some extent dependentupon each other. This interdependenceis of course not restrictedto
the core componentsthat happento be adjacentto each other in the diagram.

Knowledge/
cognitive
competence

----

Functional
competence

_-----

Personal or
behavioural
competence

----

Values/
ethical
competence

Figure 4: Professional competence- core components
Knowledge%ognitive

competence was defined as: the possession of

appropriate work-related knowledge and the ability to put this to effective use.
The linkage of cognitive competencewith knowledge was intended to emphasise
the importance of the latter part of the definition, i.e. putting knowledge to use, as
well as acknowledging the close association within professional settings of
professional know-how and professional thinking.
The definition was intended to embrace all forms of knowledge, including those
implicit within practice.
Functional competence was defined as: the ability to perform a range of workbased tasks effectively to produce required outcomes. It was recognised that this
included, and indeed required, the possession of discrete skills or competencies,
but the emphasis within the definition was on putting these together to achieve
specific outcomes. No sharpdemarcationwas made between skills and
competencies.However,a skillwas consideredto cover a rather narrowerarea of
proficiencythan a competency.
A skill was defined as: an acquired proficiency within a discrete and relatively narrow
area of psychomotor and/ormental activity. This drew on the definition offered by

Boyatzis(1982) (Chapt.3, p. 85), but was broadenedto includeskills of a more
cognitivenature.
A competency was defined as: an acquired proficiency within a discrete but
relatively broad area of psychomotor or mental activity which may require mastery of
a range of skills. This was intended to be complementary to the skill definition.
Hence, skills could be seen as the 'building blocks' of competencies. Similarly, a
professional
to
together
range of competencies would normally come
produce overall
competence (defined in Chapter 3, p. 95).

In the case of the functional competence component, it was recognised that
some of the contributory skills or competencies would be occupation-specific,
whereas others (such as those related to management) would be more generic.
As the definitions imply, some might be of a physical or psychomotor nature,
others of a more mental or cerebral nature.

The definition applied to Personal/behavioural

competence

was: the ability to adopt

appropriate, observable behaviours in work-related situations. This particular core
component was intended to cover a wide range of attributes of the kind described by
Boyatzis (1982) and also present in the Management Charter Initiative Personal
Competence Model (MCI, 1990).

Values/ethical

competence was defined as: the possession of appropriate

personal and professional values and the ability to make sound judgements
based upon these in work-related situations. The linkage of ethical competence
with values was intended to emphasise the point that values, like knowledge, are
of little use unless they are applied. For example, a young doctor might have a
well developed set of values, but may freeze when faced with making a difficult
ethical judgement. Thus, ethical competence implied the effective and
appropriate application of values in professional settings and the ability to make
sound, though at times difficult, ethical decisions. The inclusion within the
definition of personal values acknowledges the potentially overlapping nature of
personal and professional values.

Meta-competencies
Overarching (or permeating) the four core components were a number of 'metacompetencies'. The ones included within the model were communication, self-
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development, creativity, analysis and problem solving (see Figure 5) but these
were meant to be representativeonly. It was recognised that there might be
additional or more appropriate qualifying competencies of this nature. It was
would be applicableto all or most
positedthat the same meta-competencies
professionssincethey were by naturefundamentaland generic.

Meta-competencies
Communication, Self development, Creativity, Analysis, Problem solving

Core components
Knowledge/
cognitive
competence

-- --

Functional
competence

------

Personal or
behavioural
competence

----

Values/
ethical
competence

Figure 5: Relationship of meta-competenciesto core components
In the provisional model, no distinction was made between different types of
meta-competency. A Meta-competency was defined as: a competencythat assists
in developingother competenciesor is capableof enhancingor mediatingother
competencies(in any or all of the core componentareas).
Constituentsof core components
Returning now to the core components, each of these was made up of a number of
'constituents' (see Figure 6). Constituents were conceived as sub-groups containing
individual skills or competencies of a similar nature.
Core components
Knowledge/
cognitive
competence

Functional
competence

----

Personal or
'" behavioural
competence

Constituents
Tacit/practical

[

Occupation-specific

Technical/
theoretical

Organization/
process

Procedural

Cerebral

Contextual

I

Social/vocational
Intraprofessional

--

Values/
ethical
competence
I
Personal
Professional

IPsychomotor

Figure 6: Relationship of constituents to core components
As the figure indicates, the knowledge%gnitive competence component was seen
as consisting of four constituents. These were:

" tacit/practical knowledge;
" technical4heoreticat,

" procedural;
" contextual.
Tacit/practicalknowledgewas conceivedas knowledgelinked to, and embedded
within, particularfunctionalor personalcompetencies(similarto Schön's knowing-inaction'). It was the kind of knowledge that is difficult to articulate, codify or pass on to
others; the kind of knowledge which may appear to be almost intuitive.
Technical4heoretical knowledge related to the underlying knowledge base of the
profession. It included facts, theories and those principles of practice that could be
codified. The constituent was also seen as including linked cognitive abilities such as
the application, transfer, synthesis and extrapolation of theoretical knowledge.
Procedural knowledge consisted of the how, what, where, when, etc. of the more

routinetasks within professionalactivity
Contextual knowledge consisted of the general background knowledge relating to a
particular organisation, industry, sector, geographical location, etc., or to a specific
situation in which a professional task was being performed. The inclusion of this
constituent was a recognition that generic forms of professional knowledge often
need to be augmented or adapted to suit local conditions, and effective performance
may not be possible until this has been achieved.

The functionalcompetencecomponentwas seen as made up of four groups of
constituents:
" occupation-specific;
"

organisational/process;

" cerebral;

" psychomotor.
Occupation-specific functional competence was seen as comprising the
numerous
functions and tasks relating to a particular profession. These
would typically be the
type of competencies that could be identified through the process functional
of
analysis (referred to in Chapter 3, p. 71) and would form the backbone of any
occupational standards for the profession.

The Organisational/process
constituentcontainedfunctions of a more generic nature. These
could includemanagement-typeskills,such as 'planning','delegating','evaluating',as well as
self-managementand time managementskills.
The cerebral constituent consisted of skills or competencies which involved primarily mental

activity. Some of these, e.g. 'literacy'and 'numeracy',could be seen as generic in nature,
but others,e.g. 'diagnosis',would be likelyto be profession-specific.
The psychomotorconstituentcomprisedskills or competenciesof a more physicalnaturee.g. 'manual dexterity', 'hand/eye co-ordination'.

The personallbehaviouralcompetencecomponenthad two constituents:
" social/vocational;

intra-professionaL
"
The social/vocationalconstituentwas made up of personalcompetencieswhich can be seen
as necessaryto the effectiveperformanceof professionalfunctionsor which relateto the
professionalrole more generally. Some of these would be social-typeskills- e.g. 'selfconfidence','interpersonalskills','empathy'. Otherswould be more closely linked to the
vocation- e.g. 'task-centredness','stamina','thinkingon feet. Boyatzis(1982) stressesthe
importanceof more psychologicalfactors, such as motivation,self image and socialrole.
These could be seen as within this group, althoughits prime focus was on behaviours.
The intra professional constituent consisted of behaviours relating mainly to interaction with
other professionals - e.g. 'collegiality', 'team working', 'adherence to norms of behaviour
within the profession'. This constituent could also be seen as including those behaviours
which result from professional socialisation which, as the history of professions in Chapter 2
showed, has been an ongoing concern of professions since early times - e.g. banisters'
'dinners'.

The valuesethicalcompetencecomponentwas made up of two constituentsas follows:
" personal;
" professional.
The personal constituentincludedsuch things as 'observanceof the lav', 'adherenceto
personalmoral/religiouscodes' and 'sensitivityto the needs and values of others'.
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The professional constituentincluded'adherenceto professionalcodes of conduct, 'clientcentredness','environmentalsensitivity'and so on.
This analysisof professionalethics,though simplerthan the one offered by Steadmanet al.
(1994)and describedearlier,is arguablyconsistentwith their researchfindings.
Dynamicsof the Model
The meta-competencies,along with the four core components and their various
kinds
three
to
interacting
together
main
of outcome:
produce
constituents, were seen as
" macro-outcomes;
" micro-outcomes;and
" partial outcomes.
Figure 7 illustrates the relationship of these outcomes to model's constituents.

Constituents
Tacit/practical

Occupation-specific

Technical/
theoretical

Organization/
process

Procedural

Cerebral

Contextual

Psychomotor

II

Social/vocational

Personal

InVa
professional

Professional

Professional competence
outcomes - (macro/micro/partial)
observed/perceived:
By self ------I----

/

ºý

By others

Figure 7: Relationship of outcomes to constituents

Macro-outcomes

were conceived as: the broad, overall and perhaps long-term results

of professional activity. These were the ultimate indicators of professional competence.
For example, in the case of a medical GP, these might include such things as:

" most patientscorrectlydiagnosedand treated;
" most patientscontentedand reassured;
practice efficiently run.

Macro-outcomeswere seen as likelyto be achievedover time througha combinationof all
the core components,enhancedby meta-competencies.
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Micro-outcomes

were much less ambitious in nature. These were defined as: the results of

very specific activities which might only indicate proficiency in a single competency or narrow
group of skills, or might relate to a demonstration of professional knowledge - i.e. educational
outcomes.

The two above were seen as the main types of outcome, but the model also recognised
the possibility of partial outcomes. These were defined simply as: the result of a
partially-completed activity. This special case will be discussed later in relation to
reflection.
The model envisaged that outcomes, of whatever type, were capable of being observed,
or otherwise perceived, by oneself and/or others, though perhaps not perfectly by either
party. Outcomes were seen as attesting to the existence of professional competence on
the part of an individual. Self-perception of competence was seen as being assisted by
feed-back from others, and this was represented by the horizontal arrow between the
self and others boxes in Figure 8. Self-perception of outcomes was seen as leading (in
the ideal) to reflection. Hence, in the model, reflection was envisaged as flowing from
self-perception of outcomes (see Figure 8, where again only the lower part of the model
is shown).
Professional competence
outcomes - (macro/micro/partial)
observed/perceived:
By self . -----

----

By others

Reflection
Figure 8: Relationship of reflection to outcomes
Professionals may of course reflect upon any aspect of their role. Within the context of
this model, they may reflect against any of the core components or (more likely) any of
their constituent competencies, or against any of the meta-competencies, or indeed
about their overall professional performance. They may reflect on macro or micro
outcomes. Schön (1983; 1987) suggests that, in addition to reflecting about (or after)
action, professionals may also reflect in the middle of an activity ('reflection-in-action').
This was accommodated in the model through the concept of partial outcomes,
referred to earlier - i. e. reflection against a partial outcome equated to Schön's
'reflection-in-action'. Professionals may also reflect before an event and this
could be
accommodated by entering the model at, or before, the point of reflection.
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Reflection, in particular about past or current action, may lead to some kind of
behavioural modification. In Schön's concept of the 'reflective practitioner', the main
purpose of reflection is to improve professional competence. Therefore, in the fully
assembled provisional model (shown in Figure 9), the results of reflection were shown
as feeding back into any of the core components or (more likely) any of their
constituents, or into any of the meta-competencies.

This could potentially lead to an

improvement in performance.

Meta-competencies
Communication, Self-development, Creativity, Analysis, Problem solving
Core components
Knowledge/
cognitive
competence
Tacit/practical
(knowing-in-action a la
Schon)
i. e. linked to
specific functional
or personal
competencies.

Personal or
behavioural
competence

Functional
competence
Occupation-specific
(many professionspecific tasks)
Organization process
e.g. planning, monitoring,
implementing,
delegating,

evaluating, etc.
Technical/theoretical
(Linked to underlying
knowledge base)
includes synthesis and
transfer of knowledge,
conceptualization
theory application,
etc.

Cerebral
e. g. literacy,
numeracy,
IT literacy,
diagnosis, etc.
evaluating,
etc.

Procedural
how, what, who,
when, etc.

Psychomotor
e.g. manual dexterity,
keyboard,etc.

Contextual
e. g. sector,
industry,
organization,
profession,
etc.

--

Values/
ethical
competence

Social/vocational
e. g. self-confidence,
thinking on feet,
calmness, control
of emotions,
interpersonal
listening, taskcentredness, stamina,
presentation, etc.

Personal
e. g. adherence
to law, social/
moral sensitivity,
A religious
adherence,
adherence to
personal moral
code, etc.

Intraprofessional
e. g. collegiality,
sensitivity to
peers,

Professional
e. g. adherence
to professional
code(s), self
regulation,
environmental
sensitivity, clientT centredness,
ethical judgement,
etc.

conformity to
professional
norms, etc.

Professional competence
Outcomes - (macro/micro/partial)

observed/perceived:

By self "-----I----

By others

Reflection

Figure 9: Provisional Model of Professional Competence
Interdependencies within the model
Returning to the four core components, though these were separated conceptually in the
model, it was recognised that in practice they were likely to be interrelated at a number of

levels. For example, certain personal competencies may be needed in order to execute a
particular functional competence effectively. Consider, for instance, 'delegation' which is
seen in the model as a functional competence. Effective delegation may only be possible if
a certain amount of 'assertiveness' is applied. Yet 'assertiveness' is seen in the model as a
personal competence. Similarly 'implementing' (also seen as a functional competence) may
require the attributes of 'task-centredness' (seen as personal competence) and 'social
sensitivity' (seen in the model as an ethical competence). The likelihood of such
interdependence was illustrated in the model by the sloping, arrowed lines between each of
the core components.

This sort of interrelationshipis consistentwith the principleof the 'role/jobenvironment
componentfound in the Job CompetenceModel(Mansfieldand Mathews,1985)described
earlierin this chapter(pp. 175-176).
It was felt there were also likelyto be interrelationshipsbetweendifferent competencies
within the same core componentheading. For example,the executionof certain
occupational-specificfunctionalcompetenciesmay need to be supportedby other functional
competenciessuch as 'planning'and 'monitoring'.The likelihoodof this sort of
interdependencewas illustratedin the diagramby the vertical,arrowedlines betweeneach
of the core components. This type of interrelationshipis consistentwith the'task
management component of the Job Competence Model.
Mapping against Key Skills
On its completion, the provisional model was mapped against the UK Govemment's'key
skills' (DfEE, 1998b), discussed in an earlier section (p. 176). The key skills of
'communication', 'problem solving' and learning skills' were all directly included within the
model in the form of meta-competencies. The last of these could also be seen as linked to
the model's reflective cycle. Though they were not explicit to the model, 'working with
numbers' and 'information technology' would both fit comfortably within the functional
competence component, and 'working with others' could readily be accommodated within the

personalcompetencecomponent
Typicalapplicationof model
In order to test how readily the generic model could be applied to a particular profession, and
to provide a practical illustration, a hypothetical, profession-specific version was drawn up.
The application chosen was a medical GP. This construction was speculative and based
only on common knowledge about the profession, rather than any research data (see

Figure 10).
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Meta-competencies
Communication, self-development, creativity, analysis, problem solving

Core components
Knowledge/
cognitive
competence

>Functional
competence

competence

Tacit/practical
(knowing-in-action
a la Schon)
i. e. linked to
specific functional
or personal
competencies.

Occupation-specific
e.g. patient examination,
writing medical reports,
etc.

Technical/theoretical
e. g. anatomy,
physiology, biology,
signs and symptoms
of common ailments,
pharmacology, etc.

Cerebral
e.g. diagnosis, drug
prescribing, treatment
determination, etc.

Procedural
e. g. treatment
procedures, NHS
procedures, financial
procedures, etc.

Psychomotor
e. g. conducting simple
surgery. wound-dressing,
administering injections,
suturing, etc.

Contextual
e. g. individual
patients' case histories,
local hospital and other
treatment facilities,
location of specialist
facilities, geography
of practice, etc.

Personalor
behavioural

kJJValues/

Organization process
e. g. budgeting, practice
management, time
management,

ethical
competence

Social/vocational
e.g. self-confidence,
bedside manner,
calmness. control of
emotions, listening,
reassurance,
objectivity, empathy,
etc.

Personal
e.g. adherence
to law, social/
moral sensitivity,
religious
adherence.
adherence to
personal moral
code, etc.

Intraprofessional
e.g. collegiality.
sensitivity to peers,
conformity to
professional
norms, etc.

Professional
e.g. adherence
to Hippocratic oath
and medical codes,
patient-centredness,
treat/non-treat
judgement,
confidentiality
judgements, etc.

Professional competence
Macro outcomes might include:
" most patients correctly diagnosed and
treated,
" effective cure rate,
" most patients contented and reassured,
" practice efficiently run,
" recognition by colleagues, etc.

i

Observed/perceived:
By self --l---------

By others

Reflection

Figure 10: Example of ProvisionalModel applied to a medical GP.
Within the GP model, and in the general version of the model, distinctions between the
various'constituenti groupings should not be viewed too rigidly. For example, 'patient
have
It
has
been
'occupation-specific'
the
might
well
examination'
category.
placed under
been placed under the 'psychomotor' heading. This distinction is of relatively little
importance. The main purpose of the constituent headings was to provide a framework for
the different types of competencies which might be involved, to ensure that none had been
missed. They also offered a potential added value in bringing together competencies of a
similar nature which might be susceptible to similar development techniques.
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Associated Occupational CompetenceMix Diagram
One fundamentaldifferencebetweenthe provisionalmodel and earliermodelswas that it
afforded equal prominenceto knowledge,functionalcompetence,personalcompetenceand
ethics. These were all explicitlyrepresentedin the model. At the same time, it was
recognised that the relative importance of these different components could vary
between professions. Different professions might require a different mix of the core
components, as might different branches or job roles within the same profession. To
accommodate such variations, an'occupational competence mix diagram' was designed
to sit alongside the main model. This is illustrated in Figure 11.
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Figure 11: Occupational competence mix
In the occupational competence mix diagram, the relative importance of each of the core
components to effective performance within a particular occupation was indicated by the
size of (or angle subtended by) the segments. It was acknowledged that metacompetencies (shown round the perimeter) could also vary in their importance between
professions. To demonstrate the potential difference between professions, hypothetical
diagrams for two contrasting professions were drawn (Figure 12).
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Figure 12: Occupational competence mix - hypothesised comparison of contrasting
professional roles
As the diagramsillustrate,a barristermight be seen as requiringa strong cadre of personal
competencies(such as 'self-confidence','self-presentationskills', incisivenessand 'abilityto
think on feet'). In contrast,a researchchemist,though not perhaps requiringsuch highly
developedpersonalcompetencies,might insteadneed an extensiveknowledgebase and a
high order of cognitivecompetence. For him or her the abilityto apply theory,transfer,
synthesiseand extrapolateknowledgemay be all important.
A variant of the occupational competence mix diagram, given the name 'individual
three
dimensional version
This
diagram',
developed.
a
competence mix
was
was also
which illustrated how individual practitioners could vary in their competence within each
of the core component areas against the ideal for their profession (Figure 13). It
recognised that even after the necessary occupational mix for the profession had been
acquired, a practitioner may continue to develop each one of the components further,
increasing the depth of competence within each towards the highest levels of
excellence. However, it was assumed that ongoing development was likely to proceed
at different rates within different core component areas. This was accommodated within
the diagram by the variation in height between segments. For simplicity, metacompetencies were not included in the illustration but it was assumed that these too
were likely to develop differentially.
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Figure 13: Individual competence mix
Testing the Model

Chapter 5 explained the methodology for testing the provisional model, so it is
unnecessary to repeat this in detail here. However, in summary, the model was
exposed to expert and academic criticism through:
"a
"

conference paper (Cheethamand Chivers, 1996a);
several publications (Cheetham and Chivers; 1996b; 1997; 1999);

" selected experts in professionaldevelopment or occupational competence.
The model was also tested empirically through the practitioner interviews (as described
in Chapter 5), following which it was revised. The postal surveys were later used to help
validate a revised version of the model.
In relation to the critical exposure, comments were received from a total of 70 people,
the most structured being from the selected experts and conference delegates who were
each given a questionnaire for completion after studying the model. In total, 21
questionnaires were returned and comments were received, either orally or in writing,
from a further 49 people. Some of these commented during the conference discussion
session, while some wrote, e-mailed or telephoned after reading one of the journal
articles. Several of the latter responses were from overseas. All comments were noted
and analysed. A total of 16 respondents reported that they were either making use of
the model or considering doing so. They were distributed across the following ten areas:
"

Engineering

" Surveying
" the Church (both Anglican and United Reform)

" the Fire Service
" Teacher Training
" Librarianship
Consultancy
Management
"
" Training (corporate and general)
Information
Technology
"
" the Law (solicitors)
The following are typical examples of uses. The University of Cambridge (Programme
for Industry) drew on the model in developing a European Record of Achievement for
engineers, the Institute of Management Consultants used the model to help inform a
credit accumulation and transfer system for their members, and Thames Valley
University used it to help evaluate occupational standards for librarians.
Expert Criticisms of Provisional Model
The responses received following the model's exposure provided a valuable critique.
On the whole, the comments made about the model were positive, but they contained a
healthy mix of perceived weaknesses and strengths. The questionnaireused to invite
responsesfrom the expert group includedboth quantitativeand qualitativesections. The
quantitativesectioninvited respondentsto rate the provisionalmodel on a five point scale
(with 5 being the highestscore)againstfour differentattributes. These were: clarity/
coherence;comprehensiveness;soundness;and effectivenessin linkingthe relevant
concepts. The mean scores againsteach were:
clarity/coherence

3.9

comprehensiveness

4.1

soundness

4.1

effectivenessin linkingconcepts

4.2

These scores suggest that the model was generally well received, though 'clarity and

coherence'laggedsomewhatbehindthe other attributes. The qualitativesectionof the
questionnaireprovidedthe followingcritique.
Perceived Strengths
On the positive side, the model was variously described as 'clear, 'logical', 'accessible'
'easy to,apply', and 'thought provoking'. Its main strength seemed to be its
comprehensiveness. A number of respondents applauded the attempt to pull together a
number of concepts which had previously been seen as disparate, one stating that it
afforded, "... a more appropriate breadth to the subject of competence". Another felt it,
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"... overcame many of the weaknesses of functional analysis". A further comment was,
"it makes a complex matter more manageable and facilitates comparisons between and
them
had
helped
the
Several
that
understand
model
said
within professional groups".
better, the different approaches to competence and offered them new insights on the
linkages and interrelationships between these. More general statements were: °... it is
drawn
together
a
very
and
the
to
models
existing
various
see
extremely good news
...
interesting.
it
found
"I
for
battling
really
supremacy";
welcome change from seeing each
I think I'll try to apply it in my own research work in the future".

Some respondents felt the model helped to overcome the shortcomings of other
One
functional
respondent commented,
the
approach.
competence
approaches - e.g.
"It deals with competence as a process, not just an outcome".
The model was seen as offering flexibility and a number of respondents welcomed its
recognition that different professional roles may require a different mix of the core
Most
diagram.
the
illustrated
through
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competence
occupational
components, as
diagram
individual
useful.
its
derivative
the
mix
find
diagram,
to
competence
the
and
seemed
One described the latter as, "thought provoking", another as, "helpful". One felt it supported
his belief that, "... an inappropriate mix of competencies was counter-productive to effective

performance".
Several respondents welcomed the inclusion of ethics and values as an explicit
component.
Other more general comments included: "... impressive- would like to try it out myself";
"... the model is as good as any I have encountered";"... an excellent,refreshingapproach";
°... thank goodness someone has had similar thoughts to my own! ".

Weaknesses
A number of specific weaknesses were identified by respondents. These related both to
presentation and conceptual content.
The main criticisms related to the layout of the model and its complexity. One
respondent, although conceding that a degree of complexity was unavoidable, given
that competence itself was a complex issue, nonetheless felt the model was, "... overschematic in its treatment of the links between the various components".

He believed

this could lead to, "compartmentalism". Another challenged the convention used for
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be
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concentric
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core
components.
representing
appropriatethan parallelboxes.
Some respondents found the various sets of arrows confusing. Others, found the model
cramped and cluttered. One respondentsuggestedthat a 'landscape'format would be
better. Another suggestedthat a 'left to right reading'(as opposedto a top to bottomone)
would be 'more natural'. Anotherfelt that the core componentboxes should fully encompass
the constituentsto make it dearer that the constituentsare an integralpart of the core
components.
A numbersingledout the semanticsof the model as a potentialbarrier,though it was
acknowledgedit was difficultto convey complexmeaningsthrough one-wordtitles in
diagrams. Several were unhappy with, or unclear about, some of the terms used in the
model; 'cerebral', 'macro' and 'meta' were particularly singled out. The model was also
criticised for using a certain amount of 'academic short hand' - e.g. 'knowing-in-action -ä la
Schön'. It was suggested that understanding the model may require a fairly high level of
prior knowledge on the part of the reader. One person commented that it could be confusing
to non-academics and suggested that circular diagrams (presumably similar to the Kolb

learningcycle,Chapt. 4, p. 107)were often clearerand more readilyunderstood.
From a conceptualpoint of view, it was suggestedthat the model did not take sufficient
accountof personality,attitudesand the relationshipbetweenvalues and behaviour. Nor, in
the view of one respondent, did it deal adequately with 'change over time'.

One respondentfound the 3 dimensionalindividualcompetencemix diagram difficultto
understand. Another was concerned by the inference within the occupational competence
mix diagram that certain competencies, or in the model's jargon - core components, may be
less important to some occupations than to others. He argued that all of these attributes
should be regarded as of equally importance to all professions.

Suggestedchanges
A numberof potentialmodificationswere offered by respondents. One suggestedthat
'knowing-in-action'and other practiceelementsshould be more centralto the modelto reflect
their centralityto professionalpractice. Another felt that the reflectionbox should be largeror
more prominentto emphasiseits importance. It was suggestedthat the use within the
outcomes box of the expression 'observed or otherwise perceived' may lead to problems
relating to unobservable outcomes (requiring inferences to be made). It was suggested that
it would be better to stick to observable outcomes.
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A numbersuggestedthat a narrowerdefinitionof meta-competencymight be more
appropriate;for example,"a competencywhich aids the acquisitionof other competencies".
Severalpointedout that the definitionused within the model includedat least two different
types of competency- those which aided acquisitionand those which enhanced or mediated
other competencies. It was suggestedthat these might each requiredifferent labels.
Several respondents argued that reflection was itself a meta-competency and that this ought,
somehow, to be recognised in the model. One suggested giving reflection the sub-title
'meta-most. Another argued that ethics and values should be seen as meta-competencies
because they permeated all other competencies. It was suggested by one person that an
additional meta-competency might be 'setting, acknowledging and observing the boundaries
of professional expertise- i.e. knowing and admitting when you are not competent. Another
respondent also stressed the importance of this characteristic but felt it should be located
within the values/ethical competence component.

One personargued that cerebralskills (as opposedto more routinemental skills,such as
arithmetic)might be better seen as linkedto knowledge%ognitivecompetence,ratherthan as
a constituentof functionalcompetence. Another suggestedthat the individualcompetence
mix diagramcould be improvedby usingwhat he called,"... 'stepped blocks' laid in the order
that particularcompetencieswere acquired". One suggested that the model should be set
within broader'SystemsTheory'.
One of the most strongly made points was the model's lack of explicit recognition of the
importance of context and work environment to competence i.e. an acknowledgement that
a person might be extremely competent in one particular context or environment, but less so
when either of these changed. Boyatzis (1982) (Chapt. 3, p. 85) acknowledges the
importance of what he calls 'organisational environment to competence, Mansfield and
Mathews (1985), cited earlier in this chapter (p. 175), include the'role/job environment in
their model, and Zuboff (1988) (Chapt. 4, p. 128) stresses the importance of context.
The impact of both context and work environment on competence was confirmed by the
interview stage, several interviewees describing changes to their work situation
which they
believed had affected both their confidence and competence, attributes
which appear often
to be quite closely linked.

Possible additions to the model suggested by respondents
were:

" personality;
" attitudes,motivationand will to change;
" professionalduty to keep up to date;
into
inducting
for
for
new
members
and
models
responsibility
role
providingappropriate
"
the profession;
justification
of practiceand proceduresto newcomers;
"
developing
ideas
to
and
new theories;
problems
application
new
of professional
"
A few respondentscounselledagainstadding to the model. A typical commentfrom this
group was, °... adding further conceptscould risk clutteringup somethingsuccessfully
simple".
Testing through the Practitioner Interviews
There was a two-way relationship between the model and the practitioner interviews. The
content of the interviews was informed by the provisional model, and interviews contained
elements which helped test the validity of the model. The latter included a series of
questions aimed at probing the robustness of various parts of the model and an exercise in
which interviewees were asked to construct occupational competence mix diagrams for their
own profession. All the results obtained from the interviews will be presented and analysed
in Chapter 7, along with discussions of their statistical significance. However, a number of
findings which helped to test the model are outlined below.

It was explained in Chapter 5 that due to the difficulty of devising suitable methods for directly
validating the model, it was necessary instead to use indirect methods. It is acknowledged
that these were able to give no more than a broad indication that the model was on the right
lines.

Support for core components

Althoughthe modelwas not directlydiscussedwith interviewees,they were askedto rate the
importanceto effectiveperformanceof each of the core components. Intervieweesseemed
readilyto recognisethe conceptbehind each of these, along with the different kindsof
knowledgeand competencereferredto in the model. The four core componentareas
attractedbroadlysimilarmean ratings. These were:
knowledge(all kinds)
3.98 (on 1 to 5 scale)
functionalcompetence(full range)

3.78

personalcompetence

4.38

ethicalcompetence

3.76
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All of these were at least 75% of the way along the scale, suggesting they were each seen
by interviewees as important elements of professional competence. This offers some
support to the equal status afforded to each within the model, but does not confirm their
relationship with each other, or with other elements within the model.

Supportfor concept of meta-competencies
Four attributesseen as possiblemeta-competenciesattractedparticularlyhigh scoresfrom
interviewees:
oral communication

4.63

written communication

4.40

problem solving

4.24

analysis

4.31

A fifth, 'self-development, lagged some way behind at 3.81 and a sixth, 'creativity', was even
further behind with a score of 3.38. Of course, the high scores for the first four do not prove
that they are meta-competencies. It simply suggests that they are seen as important across
all 20 professions. Conversely, the low score attracted by 'creativity' does not prove it is not
a meta-competency. A particular feature of this attribute was the wide range of ratings

between professions,suggestingit is perceivedas much more importantin some than in
others. However,the relativelylow rating of 'creativity'casts doubt on its generic nature,and
genericismis said to be one of the characteristicsof meta-competencies(Nordhaug, 1993)
(Chapt. 3, p. 88).
A numberof the proposedmeta-competencies,in particular'communication','analysis'and
'problem solving', were identified un-prompted by interviewees in the section concerned with
competencies critical to effective performance (Chapt 7, pp. 236-237). The most frequently
cited was 'communication'. As with the core components, none of the data were able to
throw light on the interrelationships between the proposed meta-competencies and other
competencies.

Supportfor the central role of reflectionand the model'sdynamics
The interviews confirmed the importance of reflection across all professions. Around 96% of
interviewees were aware of reflecting from time to time, and 81 % claimed they reflected
regularly about their professional work. Examples offered by interviewees confirmed that
reflection was often concerned with outcomes of various kinds (as depicted in the model).
However, the examples suggested that the depth, quality and mode of reflection varied
considerably.
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Around 94% of interviewees claimed that they modified the way they did things as a result of
reflection, either regularly or sometimes. This provides support for the central role given to
reflection in the model as well as its performance-improvement potential. The latter is seen
as a key feature of the model's dynamics. The importance of feed-back in assisting selfassessment of performance also arose, un-prompted, in qualitative discussions with
interviewees. This offered further, if limited, support for the model's dynamics.

Supportfor occupationalcompetencemix concept
All interviewees seemed readily to understand and identify with the concepts within the
occupational competence mix diagram, and all were able to produce a profession-specific
version. Only one out of the 80 interviewees, before drawing the diagram, challenged the
core components and in that case only to suggest a further sub-division of one of the
segments, functional competence, into what he called 'knowledge-related skills'.
The small sample size for individual professions (N = 4) prevented statistically reliable
comparisons from being made. However, the diagrams displayed a remarkable degree of
consistency within professions and quite pronounced differences between them, the
differences being consistent with the nature of the profession. For example, the largest
values/ethical competence components were drawn by interviewees from the clergy and
hospital doctors (see Appendix 4).

No attempt was made to test the 'individual competence mix' concept through the empirical
work since this was considered to be too demanding of interviewees.

The Revised Model
After analysing and reflecting on the range of expert comments received and the data from
the interviews, certain modifications were made to the model.
Conceptual modifications
Suggestions made by respondents had to be balanced against the indications coming from
the empirical work. All the expert comments were carefully considered alongside the data
from the interviews before the revised model was produced. It is worth stressing that even
those suggestions that were not incorporated were nonetheless valuable because they
focused attention on issues which may not previously have been considered. The changes
made to the model were relatively modest, though significant.
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The first of these was the recognition of the importance of both context of work and work
during
the
both
these
impact
Examples
the
of
came
up
of
on
competence
of
environment.
practitioner interviews.

Context of work was defined as: the particularworkingsituationin which an individualis
requiredto operate.
The importance of context was apparent in particular experiences related by several
interviewees. For example, a solicitor recalled how when she moved from a small private
least
her
large
insurance
to
at
affected,
adversely
was
competence
company
practice a
initially. This effect seems particularly likely if the new work requires a different specialism,
but it may occur after almost any change. An attribute, such as `considerative judgement,
in
become
in
be
a context where
a
weakness
one
context,
may
could
a
strength
which
'decisiveness' is required.
A tragic example of such a contextual change, drawn from beyond this research, is the 1989
Hillsborough Stadium disaster in which 95 football supporters died' The police Chief
.
Superintendent who was acting as Match Commander had only recently been transferred
back to the uniformed branch after many years as Head of CID, a post he had held with
distinction and in which he had been highly effective. However, in the new context of
'operations', faced with split second, life or death decisions, he apparently 'froze' (Taylor,
1990).

Even a possessedattributemay not apply in all situations. An accountantdescribedhow he
felt highly confidentin his abilityto add up figures,quicklyand accuratelyin front of others,
but a definitelack of confidencewhen speakingin large meetings.
Work environment was defined as: the physical, cultural and social conditions which
surround an individual at work. The interviews threw up the importance of all three
dimensions - i.e. physical, cultural and social. The qualitative discussions suggested that
people interact with each of these in subtle ways and that competence could be affected if
any of these aspects of work environment change (see Figure 14).

The death toll rose to 96, some considerable time after the accident, following a court decision to allow the withdrawal of
treatment from one of the severely injured casualties.
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Physical
Cultural

Social

Figure 14: Dimensionsof work environment
A typical exampleof a physicalchange affectingcompetencewas describedby an
intervieweewho had movedfrom an individualoffice to a large open plan one. Initially,this
had interfered with his concentration and adversely affected his performance, but over time
the new environment improved his confidence, due to having constantly to perform in front of
others.

The impacton competenceof a culturalchange (for example,within an employing
organisation)may be equallysignificant This can resultfrom a take-overor re-organisation,
or from a change of employer. After such a change,one intervieweefound she was required
to operate in ways which did not suit her style and did not make the best use of her
strengths. As a result,her performancesuffered.
The effect on competenceof the socialenvironmentmay seem less obvious. But instances
were offered of changesin interpersonalrelations,resulting,for example,from joining a
differentteam or workingfor a different superior,impactingon an individual'sconfidence,self
esteem and ultimatelycompetence.
It was consideredthat the two concepts(contextand work environment),though distinct,
were sufficiently similar to be jointly represented in the model in the form of a surrounding
ellipse (see Figure 15).

The secondconceptualmodificationconcernedthe meta-competencies.A narrower
definitionof a meta-competency was adopted,namely:a competencythat is beyond other
competencies, and which enables individuals to monitor and/or develop other competencies.

These were the kinds of competencythat enable individuals,as it were, to step outsidetheir
own performanceto analysethe other competenciesthey possess and/or developthem. It
was decidedthat it was necessaryto make a distinctionbetween these and a slightly
differentkind of 'super competencywhich is not necessarilyconcernedwith self-monitoring
or developingother competencies,but nonethelesspermeatesother competencies,
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mediatingor enhancingthem. Examplesof these could be 'communication'and 'mental
agility'. These were given the name 'trans-competencies'.
A trans-competency was definedas: a competencywhich spans other competencies,
enhancingor mediatingthem. Becauseof their similaroverarchingposition,metacompetenciesand trans-competencieswere bracketedtogether in the revised model.
The third change was the explicit recognition of reflection as itself a meta-competency. If the
earlier definition is followed, there can be little doubt that it qualifies as such because
reflection enables people to go beyond their other competencies, to analyse, modify and
develop them. At the same time, reflection has a unique position, acting as a sort of 'gatekeeper to certain kinds of development. For this reason, it was given the sub-title `supermeta'. It was decided to retain its position within the model whilst giving it a notional position
amongst the other meta and trans competencies. To symbolise this, it is shown in
parenthesis in the meta4rans-competencies box within the revised model.

The fourth main conceptualchangewas the explicitrecognitionthat personalitycan have an
impact on professionalcompetence. This is acknowledgedby the additionof a personality
box above the meteArans-competencies
box, thoughthis was not intendedto implythat
personalitywas mediatedby meta or trans-competencies.Personality,it was hypothesised,
could impingeon any aspect of competence,perhapsin some cases limitingpotential.
Different personality traits might help or hinder the performance of particular
professional roles. However, professionals may be able to develop ways of doing things
that suit their own personalities. The latter point, in particular, came out through the
practitioner interviews and is backed by the work of Jarvinen (1991)which highlightsthe
importanceof traineeteachersdevelopingtheir own 'professionalpersonality'(Chapt.3,
pp. 68-69).
In the model,personalityis regardedas static and not readily susceptibleto changethrough
reflection. It is not thereforeshown as within the modelcycle. However,it seems possible
that, over the longerterm, the processshown in the model could contributeto changesin
personality. This would need to be confirmedby further research.
Fifthly, a motivation box was added alongside the personality box to afford explicit
recognition to the importance of motivation both to competent performance and to the
effective operation of the model's dynamics - e.g. reflection followed by improvement.
Motivation was taken as incorporating 'attitudes', which may also have a key impact on
professional competence as may other aspects of the affective domain, though it was
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Motivation
the
these
to
and
model.
within
of
all
encapsulate
not considered practical
personality both make an important contribution to professional competence and it was
intended that these should be seen as within the revised model. However, no attempt
was made to show the mechanismsthrough which they may operate. Despite their
pervasive nature, neither motivation, nor personality was seen as falling within the
definition of a meta or trans-competency. Indeed, neither could be regarded as a
competency, as such, but rather as attributes which impact on competence.

Boyatzis (1982), influenced by McClelland (1951; 1971), recognises the importance to
'self
image'
'motives',
includes
both
and
and
competence of
motivation and personality,
'social role' in his model (Chapt 3, p. 85). The latter two could be seen as linked to
personality. Therefore, affording motivation and personality a higher profile within the revised
model has a distinguished precedent. As illustrated in an earlier section (p. 177), Jarvis
(1983) includes motivation-type elements (such as' willing to perform professionally') in his
model, and Ozar (1993) stresses the role of motivation in ethical behaviour. The common
use of personality tests in job selection and promotion assessment suggests a widespread
acknowledgement of the contribution of personality to performance (see, for example,
Spangenberg, 1990; Woodruffe, 1990; Dale and lies, 1992).

More minorconceptualmodificationsin responseto suggestionswere as follows:
i) within the functional competence component, replacement of the constituent
heading 'cerebral"with 'mental' in recognition that cerebral skills may be seen as
more closely linked to cognitive competence - the term 'mental' is meant to cover
more function-specific skills such as numeracy, literacy, IT skills, diagnosis (or
similar kinds of professional reasoning);

ii) addingto the ethics and valuescomponent- a) 'adoptionof appropriate
professionalattitudes', and b) 'acknowledgementof - boundariesof own
competence/dutyto keep up to date/dutyto help developnewcomersto
the profession';
iii) acknowledging that outcomes and performance ought to be observable by others
but may be more a matter of perception than observation in the case of oneself,
the term 'observed/perceived' was removed from the outcomes box - instead,
'observed' was added to the by others box and 'perceived' to the by self box;
iv) a further constituent, 'knowledge application', was added to the knowledge/
cognitive competence component to reinforce the importance of putting
knowledge to work in professional practice;

v)'mental agility' was added to the metatrans-competenciesfollowing Reynolds
and Snell (1988) (Chapt. 3, p. 88).
In addition to these conceptual modifications, certain presentational or layout changes were
made. These are described after Figure 15 which shows the revised version of the model:
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Presentationaland layout changes
The main presentationalchangeswere as follows:
i) a landscapeformatwas adopted in order to make better use of space;
ii) the core componentswere 'boxed in' in order to emphasisethat the constituents
were an integral part of these;
box and the core
iii) the lines betweenthe meta-competenciesirans-competencies
their
bracket
to
'curly'
emphasise
componentswere removedand replacedwith a
overarchingor permeatingnature;
iv) greaterprominencewas affordedto the reflectionbox by giving it a bolder
surroundto emphasisits key importance;
to
boxes
emphasise
between
curved
the
made
the
were
component
core
v)
arrows
the constant interaction between different core components and their constituents
(this interaction is not of course limited to those components which sit adjacent to
their
the
be
between
but
or
in
diagram
the
components
of
any
can
each other
constituents);

in
the earlierversion, such as
language
jargon
technical
the
used
some
of
or
vi)
'psychomotor','knowing-in-action'and ä la Schön' was removedto makethe
model more readilyunderstoodby non-experts;
fit
them
to
dynamic
lines
more
flow
the
make
vii)
were made curved, partly
easily within the surrounding ellipse, but also to emphasise the cyclical
nature of the model.

Feed-back on the Revised Model
Revisionsto the modelwere completedprior to the start of the postal surveys,so it was
possibleto use the surveysto conductfurther validation. Feed-backon the revisedmodel
was also forthcomingfollowingits publicationin a trans-Europeanjournal (Cheethamand
Chivers,1998)and as a result of further expert scrutiny.
Postal surveys
In general, the surveys (N = 372) reinforced the interviews in supporting the validity of the
model's four core components. Ratings (on a 1-5 scale) of their importance to effective
performance produced the following means (interview scores shown in brackets):
knowledge (all kinds)

3.95

(3.98)

functional competence (full range)

3.91

(3.78)

personalcompetence

4.50

(4.38)

ethicalcompetence

3.55

(3.76)

The statisticalsignificanceof the above and the followingdata will be discussedin Chapter7.
Both functionalcompetenceand personal competencewere given rather higher ratingsthan
in the interviews, and ethical competence rather less. All the scores were at least 71 % of the
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the ethicalcompetencecomponent,on the strengthof this evidencealone, could be open to
challenge.

A numberof the attributesidentifiedas possiblemeta-competenciesalso attractedhigh
aggregatescores in the surveys:
oral communication

4.75

(4.63)

written communication

4.35

(4.40)

problem solving

4.30

(4.24)

analysis

4.27

(4.31)

self-development

3.84

(3.81)

Self-development again lagged behind the other attributes with an aggregate score of 3.84
(3.81 in the interviews) as did creativity with a score of 3.73 (3.38 in the interviews).

The surveysconfirmedthe interviewresultsin relationto the perceivedimportanceof
reflection. Acrossthe 372 surveyrespondents,97.8% were aware of reflecting(compared
with 96.3% in the interviews)and 79.6% claimedthey reflected regularlyabout their
professionalwork (comparedwith 81.3% in the interviews).
A total of 96.8% of survey respondents claimed they modified the way they did things as a
result of reflection, either regularly or sometimes (compared with 93.8% of interviewees).
These data further support the central role given to reflection and its behaviour- modifying
potential implied by the model's dynamics.

Of the 372 survey respondents, only 16 (4.3%) failed to produce an occupational
competence mix diagram (none of the interviewees failed to so), suggesting a high level of
identification with the diagram, or at least a recognition of its core components. Of course,
on the latter point, it cannot be said that respondents had a common understanding of what
each core component entailed, even after reading the definitions. Only one of the 16
respondents who did not provide a diagram offered an explanation. He was an accountant
who felt that the analysis was too simplistic, given that there are several strands of
accountancy and many different roles.
Where diagrams were completed, they again showed clear similarities of competence mix
within professions and distinct differences between professions, adding support to the

diagram'svalidity. In the case of the six surveyedprofessions,these differenceswere shown
to be statisticallysignificant,as Chapter7 (pp. 241-242)will show.
Feed-backfrom furtherpublicationand expertcomment
Comments on the revised model were received from a further 10 people who could be
regarded as experts in the fields of competence or professional development. Two of these
had previously commented on the provisional model. The comments were predominantly
[of
dear
`The
"...
included
this
result
a
exposition";
offers
as:
supportive and
such remarks
the revision] is the most comprehensive model yet"; "The model provides the necessary
theoretical underpinning for a third paradigm"; and "It helps to elucidate what is necessarily

an elusiveprocess".
On the negative side, a number of questions and criticisms were raised. One respondent
said that some of the relationships within the model were not dear - e.g. the relationships
between personality and the meta-competencies, meta-competencies and the core

componentsand personalityand the core components. On the last of these, he asked
whether personalityshould be seen as impingingdirectlyon each of the core componentsor
was meant to be mediatedby the meta-competencies.He also questionedwhetherthe
model impliedthat interactionscould only take place between adjacentcore components?
These were valid questions but it was decided to deal with them in accompanying
explanations, rather than complicating the model further by attempting to show every
possible interaction in the diagram. It was recognised that there would be interactions on
many levels and between virtually any permutation of elements. In relation to the place of
personality within the model, it had not been the intention to imply that personality was
mediated by meta-competencies, nor was it judged that the position of the personality box
(without any lines of interaction) gave this impression. It was decided that this point too could
be dealt with in accompanying explanations.

Another respondentsuggestedthat professionaljudgement should be acknowledgedas
criticalto effectiveperformanceby linkingit to reflectionto form `reflectivejudgement and
giving it the same centralpositionwithin the model. Considerationwas given to this
suggestionbecausejudgementhad been highlightedby respondentsas amongstthe critical
attributes(Chapt 7, p. 237), but the idea was rejectedbecause it was concludedthat
judgementand reflectionwere not alwayslinked. Reflectioncould take place without
judgementbeing involvedand vice versa. Judgement,it was felt might best be seen as a
personalcompetenceor possiblya meta-competence,though there was insufficient
empiricaldata to supportthe latter.

Other criticismswere that the use of the term 'super-meta',in parenthesis,withinthe
reflectionbox, providedlittle or no added value, and that the distinctionbetween metacompetenciesand trans-competencieswas an unnecessaryadded complication. In both
cases, it was decided not to make any changes. In respectof reflection,it was felt that the
words in parenthesishelpedto acknowledgethat reflectionwas itself a meta-competency.In
respectof meta-competenciesand trans-competencies,it was decidedthat since there were
two quite distincttypes of attribute,it was not conceptuallydefensibleto give them the same
name.
It is worth pointing out that even those who offered specific criticisms, appeared to be

supportiveof the main thrust of the model.
Profession-specific use of the model
Using the general model (provisional version) as a framework for deriving occupation-specific
attributes proved to be relatively straight forward. The collaborating practitioners seemed to
identify with the model's components and apparently had little difficulty in proposing key
attributes under each heading. It is not suggested that the frameworks thus constructed are
anything more than exemplars. To have produced reliable profession-specific frameworks
(or models) would have required extensive research involving large numbers of participants.
Nonetheless, the exercise demonstrated that practitioners from three quite different
professions were able to recognise the model's core components and constituents within
their own profession. It therefore offered an indication of the model's general applicability.
The profession-specific versions are shown at Appendix 5. For ease of presentation, the
derived attributes are listed under the model headings in framework format, rather than in

diagrammaticform.
Critique of Model Development Method

The provisionalmodelwas developedinductivelyin responseto a range of influenceswithin
the literature,ratherthan being deviseddeductivelyas a result of direct research. It is
acknowledgedthat the use of the inductivemethodhad a number of weaknessesas well as
strengths. On the positive side, it offered an opportunity to draw on a wide range of earlier
research, not just on the limited amount of empirical work which was possible within this
research. However, there was often no way of judging how rigorous earlier pieces of
research had been, whether the hypotheses offered had been adequately tested, whether
the methodologies used had any in-built flaws or biases, etc.
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In using the inductive method, it was necessary to be selective, incorporating some concepts
into the model and not others. There were no objective benchmarks against which to assess
the validity or utility of a particular concept. Often a judgement had to be made based on:
how well the case was argued; how much support there was for it in the literature; whether it
was supported by research evidence; and, inevitably, how well it accorded with the authors
own experience. The latter, in particular, opens up considerable scope for the author's own
prejudices to influence objectivity. This possibility was kept constantly in mind and a
conscious effort was made to counter any tendency in this direction by being as detached
and balanced as possible in considering each concept
An alternative approach would have been to carry out the empirical work first, then attempt to
deduce a model of competence from the results i.e. following the principles of Grounded
Theory (Glaser and Strauss, 1967) (see Chapter 5, p. 142). But the amount of empirical
research needed to enable every aspect of professional competence to emerge naturally
would have been considerable.

The method used for developingthe provisionalmodel could be cnticedfor being purely
inductive. However,the methodsused for tesing and revisingthe modelwere more
deductive. Therefore,the overallapproachcould be seen as combininginductiveand
deductiveprinciples.
As already acknowledged, this process used for testing the model had its limitations. The
model was not validated directly, but rather through a series of surrogates. These may have
been insufficiently dependent on the validity of the model itself. They could at best be said to
support the model's validity, but could never provide proof.
Although there is strong empirical support for the importance of reflection and its contribution
to behavioural change, this, in itself, is insufficient to confirm the dynamics of the model.
However, these were not seriously challenged by any of the expert respondents. But
even if
the dynamics are disputed, or even rejected, it can be argued that the model still has a utility
as a framework which identifies the key components of professional competence. This utility
was demonstrated through the elicitation of profession-specific attributes for three sample
professions as described in the last section, and is supported by the use being made of the

model by externalparties.
Further test of the model's fitness for purpose

Boak (1998, p. 24) suggestsa methodof assessinga competence
model's fitnessfor
purposewhich involvesbenchmarkingagainstthree basic characteristics:

" acceptability;
" accessibility; and

" accuracy.
This seemsto be a useful, if simple,frameworkagainstwhich to offer a few evaluative
comments. These are again inevitably subjective.

Acceptability
The provisional model was well received by the majority of experts and considerably more
by
Many
by
the
them.
than
made
of
suggestions
positive
negative comments were offered
respondents were adopted when the model was modified. In theory, this ought to have
increased the model's acceptability. The fact that there is a small core of known users, or
potential users, of the model is a further indication of its acceptability. However, no direct
feed-back has been received from users on how effective the model proved to be.

Accessibility
The model'saccessibilityis supportedby the apparentease with which respondentswere
able to completethe occupationalcompetencemix diagramsand discusstheir professionin
relationto the model. Only 16 out of 452 respondents(3.5%)failed to completea diagram.
No-onereportedbeing unableto understandthe diagramor the accompanyingdefinitionsof
the core components. Of course,it is impossibleto say to what extent there was a shared
understandingof what these meant.
Accuracy
This characteristic is the most difficult to demonstrate. Indeed it probably could only be
demonstrated through intensive use of profession-specific versions. This is beyond the
scope of this research. The model did however appear to fit a variety of applications both
real and hypothetical and, as far as could be judged, seemed to accord with the experience
of respondents.

Despite the limitations of the methodology, taken together the results suggest that the new
model of professional competence is reasonably robust and has the potential to be generally

applicable. It is arguablymore comprehensivethan earlier modelsand seems to have been
reasonablywell receivedby the majorityof those who appraisedit or offered comments. But
the model has its own limitationsand should not be seen as definitive. It may nonetheless
be capableof addingfresh illuminationto what is a complexand elusive area.
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Chapter 7
Professional Practice: Presentation and Analysis of Empirical Results, Part 1
Introduction
The empiricalstudy had two strands:
1.
2.

Interviewswith practitionersfrom 20 professions.
Postalsurveysof practitionersfrom six of the 20 professions.

The main purposesof the studywere:
a)

to help validate the model of professional competence (see Chapt. 6);

b)

to provide information on the nature of modem professions;

C)

to test the validityof competingepistemologiesof professionalpractice
('technical-rationalit)( versus 'reflection-in-action'; Chapt. 1, pp. 20-22);

d)

to identify key attributes required by modem professionals;

e)

to throw light on how people acquireand maintaintheir professional
competence.

Item a) was addressedmainlythroughthe interviewsand Chapter6 has alreadymade use
of the resultsin that area. Itemsb) to e) were addressedthrough both the interviewsand
surveys. The resultsrelevantto items b), c) and d), which are all broadlyabout professional
practice, will be reportedin this chapter. The resultsrelevantto item e), which is about how
people becomecompetent,will be reportedin ChapterB.
Chapterlayout and content
The first sectiondescribesthe demographicprofileof respondentsand the size and sectoral
location of their employing organisations. The second discusses issues of sample size and
statistical reliability. The third section looks at what the data have to say about the nature of
modem professions, including the extent to which professions conform to the traditional

characteristicsdiscussedin Chapter 1. It also examinesother aspectsof the sampled
professions,includingpre-entryrequirements,qualificationand licensing. The fourth section
uses the data to assessthe validityof competingepistemologiesof professionalpractice.
The final sectionexaminesthe nature of professionalcompetence,includingboth generic
and profession-specificattributes.
Each section will contain an element of comment, interpretation or explanation as
appropriate, following the analysis of results. Where possible, this will include a brief
discussion of the findings in relation to relevant parts of the literature.

Respondent Profiles
Interviews (N = 80)
Eighty people, from 20 different professions, were interviewed (four from each profession).
Twenty-seven of the 80 (33.75%) were female. This was slightly higher than the proportion
of women in professional jobs generally (around 30%, according to Government statistics DfEE, 1997a). Three (3.75%) were from ethnic minority groups, again slightly higher than
their representation across professions generally (around 3% according to the same source).
The age range distribution of interviewees and their length of time in the profession are
shown in Figures 16 and 17. These show a slight skewing towards older, more experienced
professionals.
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Figure 16: Distribution of interviewees
by age range
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Figure 17: Distribution of interviewees by time in profession

Based on the mid point in each category, the estimated average age was 43 and the
estimated average length of service was 17 years. Given that an average professional
career could be expected to span some 40 years, the means are reasonably close to the mid
way point. The total, combined professional service of the practitioners interviewed was
approximately 1,360 years.
Seventy of the 80 interviewees were working directly within the mainstream of their
profession, the remaining 10 were in roles closely linked to the profession - e.g. an
accountant employed as a Financial Director, a social worker employed as a Deputy Director
of Social Services. In terms of sectoral location, 29 (36.25%) worked in the private sector, 27
(33.75%) worked in the public sector, 19 (23.75%) regarded their sectoral location as a mix
of private and public sector and five (6.25%) worked for voluntary or charitable organisations.
The majority, 59 out of 80 (73.75%), were employees, the remainder were self-employed.
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The distribution by size of employing organisation is shown in Figure 18:
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Figure 18: Distribution of interviewees by organisation size (numbers employed)
Although the interviewees were not selected purely at random (Chapt. 5, pp. 145-146), the
distribution is consistent with the fact that a significant proportion of professionals work for
large organisations (Watkins and Drury, 1995). At the other extreme, small and very
small organisations (<50), typical of private practices, are also well represented.

Postal Surveys (N = 372)
A total of 391 survey forms were returned from across the six chosen professions, an overall
responses rate of 54.3%. A number of these had to be discarded, the main reason being
respondents not belonging to the selected profession. The highest proportion of unusable
returns came from Training. This was due to the fact that the address list used included a
number of personnel professionals as well as trainers.

After unusable returns had been set aside, 372 responses remained, a usable response rate
of 51.7%. The highest (usable) response rate within an individual profession was 75.8%
(Civil Service) and the lowest was 34.2% (Accountancy). The largest individual sample was
91 (Civil Service) and the smallest 41 (Accountancy). The average sample size was 62.
Of the 372 usable responses, 293 (79%) were from men and 78 (21 %) were from women.
The highest proportions of women respondents were from Training (48.4%) and the Civil
Service (30.8%), the lowest proportions were from Surveying (4.4%) and the Church (3.1%).
In the latter case, although a small number of women clergy were sent questionnaires, their
response rate was only half that of their male colleagues. No information was obtained on
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Figure 19: Distribution of survey respondents by age range
This distribution is similar to that for the interviews, despite the more random nature of the
selection process, adding credibility to the interview sample.

Based on the mid point in each

category, the estimated average age was 45.1 (very similar to that for the interviewees).

The

length of time in the profession ranged from 6 months to 47 years (with one, still practising,
super-numerary

17.9
length
The
57
was
of
service
average
years).
clergyman reporting

years (again very similar to that for the interviewees).

Each survey produced responses from

a range of levels of professional, including some in quite senior positions.

For example,

Accountancy and Surveying respondents included a number of Practice Directors, Dentistry
Bishop,
included
Senior
Partners,
included
an
a
and
clergy
respondents
respondents
several
Assistant Bishop and an Archdeacon.

Sample Sizes and Reliability
Both the interviews and surveys provided a combination of qualitative and quantitative data.

Qualitative data
The qualitative data are considered to be illuminative only and no statistical significance will
be attached to the frequency with which particular points were made by respondents.
However, the results of a detailed content analysis will be offered and, in reporting
respondents' comments, an indication will be given of how common they were. It might of
course be argued that from the point of view of illumination, a profound insight offered by a

214

single respondentcould be just as valuableas a more prosaicpoint repeatedlymade by
many.
Quantitative data

The quantitativedata are of coursesusceptibleto statisticalanalysis,includingtests of
significance. The data from the surveyswere designedto be compatiblewith certainof the
data sets from the interviews. This would allow data from the two sourcesto be added, if
consideredappropriate.
The main apparent advantage of adding data is that it increases the sample size, both of
individual professions (in the case of the six that were the subject of surveys as well as

interviews)and of the total sample. However,statisticaladvice on this matterwas divided.
One view was that adding data from the two sources could be misleading: a) because the
different modes of administration might have triggered different responses, even though the
questions were identical; b) because the samples may be differently distributed; c) because

the time differencesbetweenthe two administrationsmay have affected responses.
An alternative opinion was that adding data could be acceptable, providing: a) care had been
taken in the interviews to administer the quantitative'questions as neutrally as possible;

b) there were no factors such as time differencewhich might affect any answers;c) there
was evidencethat the sampleswere similarlydistributed;and d) that key data sets from the
two sources, when compared, showed a dose correspondence.

After much consideration, it was decided that data from the two sources would be added in
certain instances. This decision was supported by the following evidence.
Firstly, as Chapter 5 explained, considerable care was taken both in the ordering and
administering of questions to minimise the risk of influencing answers. Secondly, it was not
considered that any of the quantitative questions were likely to be time-influenced, at least
not in the short term - i.e. the few months between the two administrations. Thirdly, a
comparison of the age range distributions of interview and survey respondents showed a
close correspondence (Figures 16 and 19). Fourthly, the mean ages of the two samples
were similar (43 versus 45.1), so too was the average length of service (17 years versus
17.9 years). Fifthly, a comparison of common data sets from the two sources showed a
dose correspondence. One example is shown below in Table 5. This compares the
mean
ratings (on a 1-5 scale) of various attributes offered by the interviewees compared with those
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less
than
much
cases
most
and
variance
Interviews (N = 80)

Surveys (N = 372)

% Variance

Written communication
Oral communication

4.40
4.63

4.35
4.75

1.1
2.5

Creativi
Anal ical skills
Problem solving skills
Self-development

3.38
4.31
4.24
3.81

3.73
4.27
4.30
3.84

9.4
0.9
1.4
0.8

Numeracy

3.00

2.94

2.0

IT skills
Team working skills

3.36
4.06

3.21
4.02

4.5
1.0

Table 5: Correspondenceof results- interviewsversus surveys
Other data sets show a similar degree of correspondence.

Despitethe decisionto combinethe quantitativedata from the two sources before comparing
means, in a numberof other instancesdata from the interviewsand surveyswill be reported
separately.
Data permutations
The decisionabout data combinationhaving been made, the data permutationsand sample
sizes shown in Table 6 becamepossible:
Samplecombination
Aggregatedinterviewdata plus survey data
Aggregatedsurveydata

Sample size
(actualor
average*)
452
372

Aggregated interview data
Survey data plus interview data - individual professions
Survey data plus interview data for individual profession
Interview data analysed by functional group
Interview data - results from single professions

80
66*
62*
13.3*
4

Table 6: Samplesizes for differentdata source combinations
Not all the data are available from both sources. Considerably more items of both

quantitativeand qualitativedata are availablefrom the interviewsthan from the surveys-159
individualitemsof data from the intervieweesversus 54 items from the surveys (see
Appendixes2 and 3 for interviewand survey instruments). The reasonablyclose
correspondencebetweencommondata sets (interviewsversus surveys)helps to validatethe
interviewdata as a whole and adds credibilityto the results of those interviewquestions
which were not includedin the survey questionnaire.

As data are presented and discussed, their source (whether from the surveys or interviews or
both) will be stated, though for reasons of continuity the results under particular headings will
normally be reported together.

Statisticalsignificancetesting
There were two main purposes to which the quantitative data were put. One was to examine
the mean responses to individual questions across all the sampled professions; the other
from
different
A
to
to
the
professions.
question
each
responses
obtained
compare
was
number of statistical tests are available for use in such situations, all of them based on
Probability Theory (Yule and Kendall, 1973; de Vaus, 1985). In this case, the method
chosen was 'standard error of the mean' (de Vaus, 1985, pp. 149-151).

On the assumption that both the sample and the population it represents are normally
distributed, the standard error of the mean can be used to estimate the range within which
the mean of a particular population is likely to vary from the mean obtained from the sample.
This enables the confidence interval to be calculated. The method was chosen because
other tests of significance become unwieldy when comparing multiple numbers of means.
Yule and Kendall (1973, p. 391) advise that the method is safe for use with samples of 1,000
down to 100 and may be used for small smaller samples (<100), though with diminishing
reliability.

The standarderror of the mean and confidenceintervalwere calculatedfor each parameter,
within each data combination. The ± limits it yieldedwere then applied before comparingthe
means of differentprofessionsor different parameters. As a general rule, as the samplesize
increases,standarderror of the mean and thereforethe confidenceinterval will become
smaller,providingthe variationand consequentlythe standarddeviationdo not increase
significantly.The calculationmethodis shown in Appendix 6, along with worked examples.
In relation to the mean segment angles used for the purposes of analysing occupational
competence mix diagrams, an additional empirical test was used. This involved plotting a
graph of the cumulative mean up to the point of each data entry and then examining the
graph for the whole sample to see whether the cumulative mean had become stable. In all
cases, the cumulative means thus plotted stabilised and remained steady to within ±2
degrees for at least the last half of the entries. The means were therefore considered to be
reasonably representative of the sample, though not necessarily of the population as a
whole.
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In the case of those professionswhere only interviewdata were available(14 in total),the
sample size within each (N = 4) was too small, and the confidence intervals would have been
too wide, for inter-professional comparisons to be reliably conducted. In respect of these
professions, mean occupational competence mix diagrams have been included in

Appendix 5 for exemplarpurposes,but it is acknowledgedthat any apparent differences
between professionsare indicativeonly and are not statisticallyreliable. In the case of the
six surveyedprofessions,the mean diagramsare considerablymore reliablesince they are
based on an averagesampleof 66. Diagramsfor each of these are presentedlater in this
chapter (p. 241) and these will be used to make comparisonsbetween professions.
Considerationwas given to constructingmean occupationalcompetencemix diagramsfor
each of the six functionalgroups (Teaching,HealthCare, etc.), but as the above table
shows, the confidenceintervalsare still wide at ± 12%, and an examinationof the standard
deviation and range for each group suggested that, from the point of view of competence
mix, the various professions within each group were insufficiently homogenous.

The Nature of Modem Professions
This sectionpresentsthe findingson the extent to which professionstoday conformto the
characteristicsdescribedin Chapter1 (p. 14). It also examinesthe data on pre-entryand
educationalrequirements,and on professionalbody membership,etc. which can all be seen
as factorswhich help to define the nature of professions.
Traditionalcharacteristics
Respondentswere invitedto rate each of the characteristicstraditionallyassociatedwith
professionsaccordingto how applicablethey were to their professionas it is today.
Mean ratings(on a 1-5 scale)from both the interviewsand surveys,listed in descending
order for the combinedscoresare shown in Table 7:
Characteristic
Client focused
Autonomy within job role
Learned
Altruistic
Collegial

Interviews
N=80
4.20
3.81
3.99
3.57
3.82

Surveys
N=372
4.19
3.61
3.55
3.56
3.43

Combined
N=452
4.19 (±0.08)
3.64 (±0.09)
3.63 (±0.10)
3.57 (±0.12)
3.49 (±0.10)

Self-regulating

3.85

3.27

3.37 (±0.12)

Influential
Non-commercial
Conferring status

3.10
3.27
3.13

3.22
2.91
2.95

3.20 ± 0.10)
2.98 (± 0.14
2.98 (±0-10)

Table 7: Ratingsof traditionalcharacteristics
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The confidence intervals (shown in brackets) indicate that the lead of 'client focus' is
statistically significant. So too is the lag of 'influence', 'non-commercialism' and 'status',
though the differences between these three are not statistically significant. Nor are the
differences between the middle order characteristics.

The data suggestthat the characteristicsstill have some validityacross professionsas a
whole though,with the exceptionof client focus, most ratingsare only modest with some little
more than 50% of the way along the scale.
Associated qualitative data from the interviews indicate that many interviewees felt their
profession was changing. Most believed it was becoming more competitive and commercial,
with altruism declining and profit-orientation increasing. A number of interviewees spoke
about the need to become more client-centred as the climate became more commercial.

These qualitativeviews supportthe quantitativedata.
The low rating of 'status' may reflectchangingsocialstructuresand attitudes e.g. less
educationaldifferencesbetweenclientsand professionals,less deferenceand a growing
cadre of professionalswithin societywhich is makingprofessionalroles less rarefied. In a
numberof cases,e.g. Teaching,adverse media coverageof the professionwas mentioned
by some intervieweesas a factorwhich had underminedstatus. The relativelypoor showing
of 'influence'may indicatea feeling amongst professionalsthat their profession'scollective
voice is now only one amongstmany interestgroups in society.
Differencesbetweenprofessions
An examination of the ratings offered by each of the six surveyed professions throws up
some important differences. The following comparisons are based on combined scores
(interviews plus surveys).

Altruismand Non-commercialism
The Church scored highest on both 'altruism' (4.87 ± 0.13) and 'non-commercialism' (4.45
± 0.24). The Civil Service came next with mean scores of 4.15 (± 0.20) for'altruism' and
3.89 (± 0.24) for'non-commercialism'. The lowest ratings of both characteristics were given
by Accountancy, with a score of 2.47 (± 0.40) for'altruism' and 1.80 (± 0.36) for'noncommercialism', and Surveying, with a score of 2.63 (± 0.28) for'altruism' and 1.78 (± 0.22)
for'non-commercialism'. Given the confidence intervals, the differences between
Accountancy and Surveying is not significant.
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The lead of the Churchon both 'altruism'and 'non-commercialism'is hardly surprising. The
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two (and similar) professions are becoming increasingly competitive and commercial
(Radford, 1995; Kennie and Price, 1997) (Chapt. 1, pp. 4-5).

Autonomy and Self-regulation
The Church and Training gave `autonomy (within the job role) the highest ratings. The
Church rated this at 4.32 (± 0.18) and Training at 4.10 (± 0.17); the difference between the
two is not statistically significant. The Civil Service and Accountancy gave this characteristic
the lowest ratings with 3.08 (± 0.21) and 3.27 (± 0.31) respectively (the difference between
the two is not statistically significant but their lag behind other professions and the lead of the
Church and Training is).
All the civil servants in the sample were engaged in policy work and several amongst those
interviewed commented that their autonomy was restricted due to civil service conventions
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harder to explain. It may be linkedto the rigidityof routinesimposedby accountancy
procedures.
Accountantswere the group that gave 'self-regulation'the highest rating - 4.07 (± 0.35),
in
both
interval
dentists
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cases suggeststhere were differencesof opinionamongst respondentsabout the strength
of this characteristic.Civil servantsgave 'self-regulation'the lowest rating- 2.25 (± 0.25).
A numberof civil servantintervieweespointed out that they were instead regulatedby
legislationor constitutionalrules of variouskinds.
Learning
Of the surveyed professionals, dentists considered themselves to be the most 'learned', with
a mean rating of 4.64 (± 0.16), 'learned' being defined as requiring prolonged and specialist
training. This compared with a rating of 4.14 (± 0.24) offered by accountants and 3.96
(± 0.20) by the clergy (the difference between these two is not statistically significant). Civil
servants scored lowest on this characteristic, giving it a rating of 2.47 (± 0.19).

The clear lead of dentistsis consistentwith the fact that, amongstthe six surveyed
professions,they reportedthe longestfull-timetrainingperiod' consistingof a four or five
year degree followed by supervised initial practice. The relatively low rating of the
Hospital doctors had an even longer training period but they were not Included In the postal surveys and therefore these
comparisons.
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characteristicby civil servantscan be seen as consistentwith the fact that a majorityof
respondentsfrom this professionreportedno standardisedprofessionaltraining.
Influence
Clergy respondentsgave' influence'(withinsociety)the highest rating - 4.04 (± 0.22). Civil
servantswere next with a ratingof 3.62 (± 0.22) (the differencebetween the two is not
statisticallysignificant). Surveyorsgave this characteristicthe lowest rating - 2.56 (± 0.24),
togetherwith trainers- 2.83 (± 0.25) (the differencebetween these two is not statistically
significant).
The lead of the clergy is difficult to explain, especially since most observers suggest that the
general influence of the Church on society has declined significantly over the past 50 years.
It may be that respondents translated a feeling of influence over their own congregation to a
wider societal influence, or the perception may have been linked (given that respondents
were all from the Church of England) to the constitutional position of the Established Church
and the role of its Bishops within government. The degree of influence felt by civil servants
may be due to their often close contact with Ministers and ability to recommend national
policy.

Status
Although ratings for'status' were generally relatively low, three professions were slightly
ahead of the rest - Accountancy (3.51 ± 0.31), Dentistry (3.35 ± 0.28) and the Church
(3.35 ± 0.27) (the differences between the three are not significant). Civil servants gave this
characteristic the lowest score with a mean of 2.40 (± 0.21).

The low rating of this characteristic by civil servants is interesting, given their relatively high
rating of influence. This suggests that influence and status do not necessarily go together.
These results raise some intriguing questions about how professionals measure their
influence and status.

Collegiality

There was relativelylittle differencebetweenprofessionson 'collegiality'. The Churchgave it
the highestrating(3.97 f 0.22),while Surveyingand Accountancygave it the lowest,with
3.08 (± 0.27) and 3.07 (t 0.28) respectively(both the lag and lead in relationto other
professionsare statisticallysignificantbut the differencebetween Surveyingand
Accountancyis not).
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The results may be seen as lendingsupportto the observationmade by McGuire (1993)
that collegialityis being underminedby intensifyingcompetition(Chapt. 1, p. 5). Given the
competitiveenvironmentsin which accountantsand surveyors,in particular,now operate
(Radford,1995; Kennieand Price, 1997) (Chapt. 1, pp. 4-5), it is perhaps to be expectedthat
collegialitywould not emergeas a strong characteristicfor them.
Clientfocus
Finally on 'dient focus', although ratings generally were high, trainers, dentists and surveyors
gave it the highest ratings with 4.55 (± 0.19), 4.45 (± 0.20) and 4.32 (± 0.18) respectively
(the differences between the three are not statistically significant). There was no clear
candidate for the least client focused, since the ratings given to this characteristic by the
remaining professions were close together.

The position of Training may be linked to the fact that a significant number of respondents
reported their job title as 'training consultant. In such a capacity, their livelihood and future
business might be especially dependent upon meeting the needs of clients as precisely as
possible in a competitive training market. The position of dentists could reflect the fact that,
as with all caring professions, the principal espoused professional objective is to meet the
needs of patients.

Overallconformity
Rankingthe six surveyedprofessionsby their total scores across all nine characteristics(out
of a possibletotal of 45) gives an indicationof their relativedegree of conformity:
The Church
Dentistry
Training
Accountancy
Civil Service
Surveying

36.72
32.67
29.86
29.25
29.15
27.85

The mean confidence interval for these data combinations is ± 1.98.

The total scoresindicatethat the Churchand Dentistryconform most closelyto the
characteristicsas a whole. Surveyingand the Civil Serviceappear to conform least.
Taken as a whole, these resultslead to the conclusionthat althoughthe characteristicsdo
still have some validity, they can no longer all be regarded as strong, general traits of modem
professions. Some characteristics, like 'altruism', appear to apply more strongly to older,
more traditional, service-type professions than they do to newer, commercial ones. Some
characteristics no longer seem to apply strongly to any profession, at least in the perceptions
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of practitioners- e.g. 'status'. The differencesbetweenprofessionsagainst these
characteristicsmay be seen as an indicationof heterogeneityacross modem professions.
Movingon from the generalcharacteristicsof professions,the next few sub-sectionslook at
characteristicslinked specificallyto entry into professionsand to professionaltraining.
Entry qualifications
These results,drawn only from the interviews(N = 80), show the highest level of qualification
possessedby respondentswhen they enteredtheir profession. Entry means `entryas a
trainee', not as a qualifiedprofessional.Thus if the professionaltraining programme
commencedwith a vocationaldegree,the entry qualificationis likelyto appear as 'A Level'.
Table 8 summarises the results:
Highest Qualification on Entry
'0 Level' (GCSE) or equivalent
'A Level'
HNC/HND etc.
1st Degree (3 years full time

1st Degree(morethan 3 years full time
Higher Degree

No. of Interviewees
11
33
4
24

%age of N= 80
13.75
41.25
5.0
30.0

3
5

3.75
6.25

Table 8: Highestqualificationon entry by proportionof interviewees
Little commentis needed on these results,other than to note that they suggestthat the
majorityof peoplewho enter professionsas traineesare qualifiedto `A Level' or beyond.
The resultsdisplayedin the table includeintervieweesof all ages. If the line for'O Level
(GCSE)or equivalent is disaggregatedfor differentage categories,it can be seen that the
proportionwho enteredwith this level of qualificationreduceswith age.
50 plus
41-50
31-40
20-30

31.8%
-12%
4.8%
-0

This trend could be seen as supportingthe assertionby Rice and Richlin(1993)that
professionalentry requirementstend progressivelyto tighten over the years (Chapt. 1, p. 26).
Alternatively,it could simplyreflectan increasein the general level of educationover the last
30 to 40 years.
Pre-entryrequirements
Both interviewand postal surveyrespondentswere asked whether their professionhad any
formal pre-entryrequirements.The proportionsanswering'yes' were:
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"

interviewees - 73.8% (± 9.8%);

survey respondents - 80.4% (± 4.1 %);
9 overall - 79.2% (± 3.8%).

"

Of the 20 professions,there were 11 where all (or almost all) respondentsanswered'yes'.
These were:
Architecture
SecondaryTeaching
Dentistry
Surveying

the Law (solicitors)
PrimaryTeaching
Medicine(hospitaldoctors)
Accountancy

the Bar (banisters)
Physiotherapy
Nursing

In the case of the remainingnine professions,a significantnumber of respondentsanswered
'no', or were unsurewhether or not there were any formal pre-entryrequirements.
Actual pre-entry requirements reported by interviewees only (N = 80) varied considerably
across a spectrum which included: a specified number of '0 Levels'/GCSEs and/or a preentry test; a specified number of 'A Levels' (sometimes at minimum grades); a degree

(sometimesat honourslevel);and a higher degree.
Interviewees,who reportedthat their professiondid have formal pre-entryrequirements,
rated the relevanceof these (on a 1-5 scale) as 3.72 on average. This suggestsonly a
moderatedegreeof perceivedrelevanceof entry requirements.
Changes in the profession's pre-entry requirements (since the respondent entered) were
reported by 56% of those interviewees saying that their profession had formal requirements.
Over three quarters of these believed that the pre-entry requirements had been tightened
since they entered.

This offers further supportfor the view that professionalentry barrierstend to be raised
progressivelyover time (Rice and Richlin,1993) (Chapt. 1, p. 26).
Standardised education or training programme

Both interviewand survey respondentswere askedwhether their professionhad a
standardisededucationor trainingprogrammethroughwhich entrants normallypassed. In
this case, the proportionsanswering'yes' were:
" interviewees- 73.8% (± 9.8%);
" survey respondents - 78.0% (± 4.3%);

9 overall- 77.2% (± 3.9%).
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Of the 20 professions,there were 13 where all (or almost all) respondentsanswered'yes'.
These were:
Architecture
Secondary Teaching
Dentistry
Surveying
the Church

the Law (solicitors)
Primary Teaching
Medicine (hospital doctors)
Accountancy

the Bar (barristers)
Physiotherapy
Nursing
Librarianship

It should be stressed here that the question did not relate to whether any education or
training programme was available, but to whether entrants were normally required to
undertake such a programme. It should also be borne in mind that this research used a
relatively broad definition of a profession (Chapt. 1, p. 20) and deliberately included
occupations such as Training, Personnel Management and IT consultancy, which some
people would reject as professions. It is acknowledged that the inclusion of such
occupations in the sample will to some extent have affected the results obtained against
these parameters. But it is also the case that a number of the more traditional professions
included in the sample did not conform to one or other of the parameters. Examples are: the
Church where pre-entry requirements are flexible; the Civil Service where many entrants do
not undergo any formal or standardised training; and University Teaching where very few
undergo any specific training on entry, beyond perhaps basic induction.

Those intervieweeswho had undertakenan initial professionaldevelopmentprogramme
were asked a seriesof additionalquestionsabout its strengthsand weaknesses. It will be
more appropriateto reportthe answersto these questionsin the second part of the
presentation of results (Chapter 8) which will focus on the various factors aiding competence
acquisition.

The last two sub-sectionshave demonstratedthat neitherformal pre-entryrequirements,nor
standardised education and training programmes were by any means universal amongst the
sampled professions. Over 20% of respondents reported not having one or other

requirementwithintheir profession,or were unsurewhether this was the case. The notion
that (fixed)entry barriersand compulsory,standardisedtraining are characteristicof
professions(Caplow,1954) (Chapt 1, pp. 14-15)is therefore challenged,particularlyin
relationto newerprofessions.
Someprogrammedetails
Interviewees,but not survey respondents,(N = 80) each providedan outline of the
professionaldevelopmentprogrammethey had undertaken. Five main modelsemergefrom
the outlinesoffered:
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"a

vocationally-related degree (often with placement elements) followed by a period of inpractice training - e. g. Dentistry, Medicine, Surveying, Architecture, Accountancy;

"a
"a

full-time post graduate course following a relevant degree - e. g. Secondary Teaching;
full-time post graduate training course following an often unrelated degree, followed by
further in-practice training - e.g. the Bar, the Law,

"a

full time vocationalcourse,post 'A' levels or equivalent- e.g. Nursing,Physiotherapy,
PrimaryTeaching;

" part-timestudy alongsidefull-timepractice-e.g. PersonnelManagement,Training.
On average,the practicalelementsamountedto around 34% of the total programmecontent
across the interviewed professions (N = 80). This included all types of practice, not just

placements.
The averagetime for intervieweesto reach full professionalstatuswas 4.2 years, though this
varied widely between one year for those who had been graduate teacher trainees and nine

years for one part-timesurveyingtrainee.
Assessment
Of the 59 intervieweeswho statedthat their professionhad standardisededucationor
training programmes,all except one said these includedsome form of examinationor
assessment. Types of assessmentreportedby the 58 intervieweesconcernedwere:
"

Staged written examinations

50 out of 58 (86.2%)

"

Staged practical tests

39 out of 58 (67.2%)

" Continuousassessment(written)

33 out of 58 (56.9%)

" Continuousassessmentof skills
Marked
projectsor assignments
"

20 out of 58 (34.5%)

" Appraisalby a mentor
" Finalwritten examinations

24 out of 58 (41.4%)

48 out of 58 (82.8%)

51 out of 58 (87.9)

" Overallcompetencebased assessment 20 out of 58 (34.5%)
11 out of 58 (19.0%)
" Assessmentof personalskills
" Assessmentof ethicalskills

11 out of 58 (19.0%)

In relationto competencebased assessment,some groups, e.g. surveyors,reportedthat this
took the form of submittinga portfolioof experienceand/or undertakinga simulatedpractical
exercise. Others,for examplerecently-trainednursesand teachers,reportedthe use of
'checklists'of skills/competenciesagainstwhich they were assessedby practicetutors or
mentors. Those who reportedbeing assessedagainstpersonalcompetenciesmostlylinked
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this to some form of mentor assessment. Where the assessment of ethical issues was
reported, this usually took the form of a question in the final examination on the profession's
code of conduct, or a more general question with an ethical dimension.

The responsesto the more evaluativequestionsrelatingto initial professionaldevelopment
programmeswill be reportedin the next chapter.
The results revealed a wider range of assessment methods than had been anticipated. They
demonstrate that less formal methods of assessment are not uncommon, although written
examinations, together with marked projects and assignments, were the most commonly
reported approaches. The proportion of interviewees claiming some form of competence
based assessment was also higher than expected (34.5% of those who were assessed) as
was the proportion claiming to have been assessed against personal and ethical skills (19%
each). In each case, these tended to be the most recently-qualified practitioners.

Licensingand CharteredStatus
Of the 80 professionalsinterviewed,40 (50%) reportedthat their professionsoffered some
kind of licenceto practice. The professionsconcernedwere:
Architecture
SecondaryTeaching
Dentistry
the Church

the Law (solicitors)
PrimaryTeaching
Medicine(hospitaldoctors)

the Bar (barristers)
Physiotherapy
Nursing

Accountantsreportedthat registrationwas neededfor certain classesof work
Twenty of the interviewees(25%)reportedthat their professionoffered Charteredstatus.
The professionsconcernedwere:
Architecture
Librarianship

Surveying
Physiotherapy

Accountancy

None of the intervieweesreportedbeing requiredto undertakeany form of periodicreassessmentor re-qualificationas a conditionof continuedcertification,though a number
pointedto the obligatorynatureof their profession'sCPD requirements.
The lack of re-assessment and/or re-qualification is perhaps surprising, given the fast moving
nature of knowledge and practice techniques within certain professions (McGuire, 1993)
(Chapt. 1, p. 4). It suggests that the UK is not yet displaying the re-qualification trend which
(Norcini and Shea, 1993) note in the USA though, as reported in Chapter 1 (p. 32 ), some
professions, e.g. Dentistry, are said to be planning to re-accredit practitioners periodically.
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Professionalbody membership
A total of 56 of the 80 interviewees(70%) belongedto professionalbodies (confidence
interval ± 10.2%). Eleven(13.75%of interviewees)reportedthat membershipwas
compulsory. The proportionreportingmembershipof more than one professionalbody was
40% (± 10.9%). A further analysisshowedthat 62.5% (± 17.1%) of those who had
universitydegrees (1st or Higher)belongedto a professionalbody, whereas amongstthose
who did not have degrees,the proportionwas 75% (± 12.5%).
These results demonstrate that professional body membership is by no means a universal
trait amongst professionals. Indeed, 30% of the interviewees did not belong to a
professional body. This was partly because not all the sampled professions had a widely
recognised professional association (as distinct from a trade union) - e.g. the teaching
professions: However, a proportion of interviewees expressed the view that professional
body membership offered little added value for them. Given the confidence intervals
concerned, no significant difference in professional body membership can be inferred
between those with university degrees and those without.

The resultscast some doubt on the view that collectiveorganisationis a general
characteristicof professions(Carr-Saunders,1928;Waddington, 1985), or is a necessary
stage in the processof professionalisation(Caplow,1954; Wilensky, 1964) (Chapt. 1, pp. 1415). However,this may dependon how the term 'collectiveorganisation'is defined.
Barristers,for example,do not normallybelongto a professionalassociation,but may regard
their Inn of Court or the Bar Councilas their'professionalbody'. Similarlyclergywho also
have no professionalassociationmay be seen as being collectivelyorganisedthrough,for
example,chapters.
The significant proportion of interviewees reporting multiple membership of professional
associations (40% ± 10.9%) could be an indication of mobility within the labour market, with
some people qualifying in one area, then moving on to another. Some of these may be seen
as practising in more than one profession at the same time. In some cases, the additional
membership reported related to an association linked to a particular specialism. This may

reflectan increasingsub-divisionwithin professions(Childand Schriesheim,1979)(Chapt. 1,
p. 8).
The Nature of Professional Practice
The purposeof this part of the researchwas to explorehow professionalsoperate. It sought,
in particular,to test two differentepistemologiesof professionalpractice- technical-rationality
(criticised by Schön, 1983 and 1987 as not an accurate description of how professionals
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operate) and reflection-in-action (Schön's alternative epistemology) (Chapt. 3, pp. 62-63). It

also examinedthe incidenceand nature of reflectionand its importanceto professional
practice.
Which epistemology?
This group of questionswas administeredto intervieweesonly (N = 80), not to postal survey
respondents.
A moderateproportionof interviewees,37.5% (± 10.8%),saw their professionalpracticeas
primarilythe applicationof their specialistknowledge. In contrast,only 10% (± 6.7%) saw
their practiceas 'more of an art than a science'- i.e. similarto Schön's 'artistry'.
The largestproportion,46.3% (± 11.1%), felt their practicewas 'a combinationof art and
science', sometimes drawing directly on specialist knowledge or theory, sometimes using
tacit knowledge and 'gut feeling'.

The remaining6.3% (± 5.4%) felt their own professionalpracticedid not conform to any of
the alternativesoffered. Although,given the confidenceintervals,there could be some doubt
about the lead of the 'combination'approachover'specialist knowledge',the lead of these
two togetherover'artistry' is significant. The data, however,suggest that the use of 'artistry'
is not insignificantwith a total of 56.3% of intervieweesrecognisingsome elementwithin their
professionalpractice.
In relationto problemsolving,a much smallerproportion,7.5% (± 5.9%), said they drew
primarilyon their specialistknowledge,and only one out of the 80 interviewees,1.3%
(± 2.5%), said that drawingon repertoiresof solutionswas his primaryapproach,the latter
being the approachsuggestedby Schön as dominant among professionals (Chapt. 3,
p. 62).
The majority,86.3% (± 7.7%) reportedusing a combinationof approaches,including
applyingspecialistor theoreticalknowledgeto the problem,drawing on a repertoireof
previoussolutionsand using commonsense. Many intervieweessaid the approachthey
used varied accordingto the type of problem.
A numberflatly rejectedthe idea of drawingon repertoireson the grounds that each problem
was unique and thereforerequireda unique (not an'off-the-shelf) solution. Some felt that
relyingon repertoirescould be misleadingand result in flawed solutions. Severalmentioned
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the use of techniquessimilarto Schön's 're-framing'(Chapt.3, p. 62), but the most common
aid to problemsolvingreportedwas conferringwith colleagues.
The extentto which professionalsapply technical-rationalapproachesmay to some extent
depend upon the nature of the profession. It is possiblethat the more technicallyconstrainedprofessionswould be more likelyto apply technical-rationalapproachesthan the
more creativeones. There was insufficientdata and the sample sizes were too smallto test
this out.
Overall, the findings, though based on a relatively simple study, suggest that neither the
'technical-rational' epistemology, nor Schön's 'reflection-in-action' offer a satisfactory
explanation of how professionals operate in practice. The answer, if the data are to be
believed, would seem to lie somewhere in between the two epistemologies, one where
practice is grounded in technical or specialist knowledge but nonetheless involves a deal of
extemporisation. This alternative epistemology, which will be called technically-grounded

extemporisation,will be developedin Chapter9.
Reflection
Schön's epistemologyof professionalpracticeplaces considerableemphasison the use by
professionalsof reflection. This sectionlooks at the extent to which this was borne out by
the resultsfrom both the interviewsand postal surveys.
The combineddata (N = 452) show that 97.6% (± 1.44%)of respondentsclaimedto be
aware of reflectingabout their professionalwork. Rather less, 79.9%(± 3.8%) claimedthey
reflectedon a regularbasis.
In relation to the rather more important question of whether respondents modified the way
they did things as a result of reflection, 39% (± 4.6%) said they did so on a regular basis and
57% (± 4.7%) said they did so sometimes. In combination, therefore, a total of 96%

(± 1.8%)claimedthey modifiedthe way they did things as a result of reflection.
Intervieweesbut not survey respondents(N = 80) were also invitedto rate the importanceof
reflectionto their professionalperformance. The mean rating given (on a 1-5 scale)was
4.32 (± 0.17).
The data suggest a strong tendency of professionals to reflect,
and to change the way they
do things as a result, at least sometimes. The data also indicate
a strong recognition
amongst professionals of the importance of reflection to effective performance.
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Gender and age differences?
The data enableda tentativeexaminationof whetherthe propensityto reflectwas linkedto
gender or age. In relationto gender,the percentageof respondentsreportingregular
reflectionis shown in Table 9:
Interviews (N = 80)

Surveys (N = 372)

Combined

Male

81

79

79.4

Female

81.5

82

81.9 (±3.6)

(N = 452)

(±3.8%)

Table 9: Regularreflection- by gender
Given the confidence intervals, the results suggest there is no significant difference between

men and women in respectof their propensityto reflect regularly.
In relationto age, the percentageof respondentsin each age category reportingregular
reflectionis shown in Table 10:
Age Range

Interviews (N = 80)

Surveys (N = 372)

Combined (N = 452)

20 - 30
31-40
41-49
50 plus

91.7
85.7
84
68.2

82.6
81
81.1
75.6

85.7
82
81.6
74.5

(±3.29%)
(±3.61%)
(±3.65 %
(±4.10 %

Table 10: Regularreflection- by age range
Again, bearingin mind the confidenceintervals,there appears to be no general link between
age and reflection,though respondentsin the 50 plus age group may have a slighttendency
to be less reflectivethan the youngerage groups. However,this only becomesstatistically
significantwhen comparedwith the 20-30 age group.
Differencesbetweenprofessionsifunctionalgroups?
If the interviewdata on those reporting'regularreflection'are aggregatedfor the professions
within each of the six functionalgroups(Chapt.5, p. 145),the followingresults are obtained:
Health Care

93.8%

Policy& Administrative

83.3%

Teaching/Training

81.3%

Legal& Financial

75.0%

Technical& Scientific

75.0%

PastoraVSpiritual
Care

75.0%
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It would be temptingto deducefrom this that certaintypes of professionare more reflective
than others. However,since the averagesamplesize per group is only 13.3 and the mean
confidence interval is wide (± 12%), such a deduction cannot be reliably made from these
data.

Comparingthe tendencyto reflectregularlybetweenthe six surveyedprofessions,where the
sample size is of course larger (N = 66 on averagefor interviewand survey data combined),
producesthe followingrankings:
Dentistry
Training

91.8%
90.9%

(± 7.8%)
(±7.1%)

the Church
Civil Service

88.4%
73.7%

(± 7.7%)
(± 9.0%)

Surveying
Accountancy

72.2%
62.2%

(±10.6%)
(±14.5%)

In this case, the resultsdo show a statisticallysignificantdifferencebetween the top two and
the bottom three, though the intermediate differences do not appear to be significant.

If these professionsare taken as being representativeof their functionalgroup (perhapsa
rather risky assumption)and the resultsexaminedalongsidethe earlierfunctionalgroup
figures, there may be some groundsfor postulatingthat HealthCare professionalsare more
reflectivethan certainother groups. However,much more data would be needed before
such a hypothesiscould be substantiated.
If there are indeed differences, these might have something to do with the nature of the
work. For example, it could be that in professions with a large amount of routine, rule bound
work (such as Accountancy) reflection is less natural or less necessary, but such a
conjecture is perhaps premature.

Types of reflection
The majority of the 80 interviewees, 68.8% (± 10.4%), were conscious of reflecting both
after an event and in the middle of an event ('reflection about action' and 'reflection in action',
the two modes of reflection identified by Schön, 1983). However, 18.8% (± 8.7%) were not
conscious of reflecting in action, believing they only reflected after an event. Conversely, a
small minority of interviewees, 8.8% (± 6.3%), said they only reflected in the middle of an
event and not after an event. A number spoke of reflecting before an event, planning how
they would approach a particular situation or action.
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The point about reflectingbefore an event raisesan interestingquestion of whether such
mental activity can properly be called reflection. Is reflection, by definition, something that
can only be done after or during an event?

There are references in the literature to the place of reflection before an event. For example,
Boud et al. (1985, p. 10) recommend, "... reflecting before learning - in anticipation of the
learning experience" (Chapt. 3, p. 67) and Watson (1996, p. 448) writes of his own reflection
before engaging in a particular piece of teaching. Support for the broader use of the word,
'reflection' also comes from two dictionary definitions. The Concise Oxford Dictionary offers,
"An idea arising in the mind", and Collins - New Compact Dictionary offers, "Careful and long
consideration". It does therefore seem acceptable to speak of 'reflection before action'. It is
likely of course that reflection before action will include reflection about what has been
learned from previous actions.

Interviewrespondents(N = 80) were invitedto give examplesof their own professional
reflection. The vast majority(92.5%)was able to do so. The examplesrevealedthat, for
most of the interviewees,reflectionwas largelyunstructuredor even automatic. A number
describedthe way they reflectedabout particularprofessionalproblemsduring their leisure
time - while mowingthe lawn, doing housework,etc. Some said they tried to add a degree of
systemto this by jotting down the randomthoughtsthat came to them at such times. A
numberpointedout that the outcomesof reflectionneed not necessarilybe practical- i.e.
changes in behaviouror betterways of doing things. The outcomescould insteadbe
psychologicalor even spiritual. One respondent,a clergyman,describedhow he used
reflectionto gain a better understandingof himselfand others, and to seek insightsor to alter
his own perceptions. Another clergymanreferredto what he called 'theologicalreflection'
and suggestedthat this kind of reflectionmay be very close to prayer.
Relativelyfew reportedundertakingformal or systematicreflection. Those who did,
described such things as writing a reflective journal, undergoing structured debriefings or
participating in collective exercises such as peer reviews, medical audits, etc.
A number of interviewees described how they found themselves reflecting about different
aspects of their professional practice as they became more experienced. For example, a
dentist found himself reflecting on the mastery of particular clinical techniques during the final
stages of his professional training. Then, shortly into his first practice, he reflected more
about patient interaction - e.g. how he might improve his chair side manner. Now, much later
in his career, he tended to reflect on organisational or business issues, such as the financial
viability of the practice.
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Such examples support the findings of Jarvinen (1991) which suggest that the object (or

topic) of reflection,as well as the level of reflection,may be linkedto the stage of
developmentreached(Chapt 3, pp. 68-69).
As reportedin Chapter6, the examplesof reflectionoffered suggestedthat the depth, quality
and mode of reflection(before,during or after) varied considerably(Chapt.6, p. 198). The
objects of reflection(followingJarvinen,ibid.) reported by interviewees appeared to fall
under the following broad headings:
"

performance (own or other people's);

"

procedures (the way things are done);

"

problems; and

" philosophy (of what is done).
A number of interviewees pointed out that the increased self-awareness associated with
reflection was not always beneficial. It could lead to people becoming over self-conscious
and obsessed with their own short comings with a consequent loss of confidence (some first-

hand experiencesof this effect were offered). The key, it was suggestedby one
respondent,was to ensurethat reflectionalwaysled to positive/optimisticfeelings and
outcomes. A few felt that too much reflectioncould lead to indecision. A typical comment
from this groupwas, "If you reflecttoo much,you never get anything done".
Taken as a whole, the data stronglysupportthe key role of reflectionwithin professional
practice,supportingone of the major elementsof Schön's hypothesis. However, the
processin most cases appearsto be unplannedand unstructuredand it would be unwiseto
suggestthat the majorityof professionalsare 'reflectivepractitioners'in the sense that Schön
uses the term.
The Nature of Professional Competence
Interviewees(N = 80) were asked how they recognised'professionalcompetence'in people
from professions,other than their own. The repliesproducedsome interestingattributes. A
minorityof these were linkedto technicalabilityor functionalskills- such things as:
subjectknowledge
appropriatequalifications
organisationalskills

technicalskills
problemsolving
managerialskills

track record of success
analyticalskills
efficiency

The majorityof attributescited relatedto personaltype competenciesas follows:
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confidence
empathy
calmness
convincingmanner
good self-presentation
equanimity
`unflashy'
controlof emotions

listening skills
assertiveness
enthusiasm
self-belief
apparently in control
re-assurance
unhesitant
gravitas (unfrivolous)

verbal communication
detachment
self-assurance
authoritative manner
inter-personal skills
at ease with self
politeness
relaxed in job role

A numberof intervieweesalso added -'personal appearance'(particularlydress) or'speech'.
When asked how they recognised competent individuals within their own profession, most
again cited similar attributes. A typical comment was, "The same as for other professions".
Some added a few additional characteristics, but again these tended to be behavioural,
rather than functional. A number stated that they'took as read' the assumption that
practitioners both in their own and other professions would be functionally competent.
Several pointed to the difficulty of judging whether, for example, the treatment carried out by

a dentistwas of a high quality.
These resultssuggestthat althoughdifferent people recognisecompetencein different
ways, personalor behaviouraltype competencies,coupledwith certain subjectivefactors
such as appearanceand speech,may be more importantsignals of professional
competencethan functionalcompetence,at least on a superficiallevel. They may of course
simply be easierto perceivein an individualwithout needingto be well acquaintedwith them.
It is perhapsmore surprisingthat when consideringthe competenceof peers from within their
own profession,functionalcompetence,technicalskills and the abilityto achievethe
necessarytask outcomeswere not more to the fore.
The results suggest that personal competencies, in particular, may be important signals of
professional competence both to peers and clients. It may be worth speculating that some
people might be better at giving off 'competence signals' than others. Some may learn to
give off such signals without necessarily being particularly competent, whilst other, highly

competentindividualsmay never learn to do so.
This could be seen as similar to the parallel modes of human communication addressed by
Goffman (1969) who suggests that people 'give off signals or cues through body language
etc. alongside their verbal communication. Sometimes the two modes may convey the same

message,sometimesthey may conflict. Learninghow to send 'competencesignals'may be
an important,though unrecognisedpart of professionalsocialisation. Such signalsmay help
to encouragea client'sor patients confidencein a practitioner,somethingof particular
importancewithinthe caring professionswhere it may have an impacton patientrecovery.
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From these results, in could be inferred that there are two kinds of professional competence:
"

objective competence; and

" subjective competence.

The first of these would be the more susceptibleto analysisand assessmentand might show
itself through concreteoutcomes. It is of courseacknowledgedthat competencecan never
be purely objectivebecauseit has to be inferredfrom what is seen or heard (Goncziet at.,
1990; Homesand Joyce, 1993), but it is argued here that somethingapproximatingto
objectivecompetencecan be envisaged. The second kind of competence,subjective
competence,would not be readilysusceptibleto analysisor assessmentbut rather,would be
perceivedby a third party as an impression. One could speculatethat, although the former is
necessaryfor achievingresults,the latter may be more importantto career progress,
promotion,peer respectand dient confidence.
Within the same vein, a third category of professional competence might be added
-'selfperceived competence'. This could also be seen as to some extent subjective. It may or
may not be congruent with either of the others. The inter-relationship between the three
might be illustrated as a Venn diagram as in Figure 20:

'Objective'
Competence
Selfperceived
Subjective Competence
Competence
J

Figure 20: Inter-relationship between objective competence, subjective competence and
self-perceived competence
It seems possible, and indeed probable, that where a person has doubts about his or her
own competence, this may somehow be communicated to others via the mechanism of
subjective competence.

CriticalCompetencies
Interviewees (N = 80) were invited to identify the competencies which they considered critical
to effective performance in their own profession. This yielded a number of professionspecific attributes such as manual dexterity, forensic and clinical skills for surgeons and
dentists, spatial perception for architects, and voice and cross-examination skills for
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banisters. But the majorityof competenciesoffered could again be seen as either personal
competenciesor meta-competencies.The former includedjudgement, empathy,
detachment, patience, calmness, listening, ability to instil confidence, control of emotions,
resilience, interpersonal skills and influencing skills. The latter included oral and written

communication,analysis,problemsolvingand creativity.
The data reiteratethe importanceto effectiveprofessionalperformanceof personal
competenciesand offer supportfor the criticalityof severalcompetencies,identifiedas
possiblemeta-competencies(Chapt.3, p. 88).
Genericattributes
Quantitativedata were collectedon the importanceof certain, specific attributes(skillsor
competencies),identifiedin the literatureas genericto all professions. These includedthe
'key skills' (DfEE, 1998b) (Chapt. 6, p. 176) and certain competencies, identified in the
literature as possible meta-competencies (Hall, 1986; Reynolds and Snell, 1988; Linstead,

1991; Fleming, 1991; Nordhaug, 1993) (Chapt. 3, p. 88). Average ratings (on a 1-5 scale)
of these variousattributesfrom both the interviewsand surveys,listed in descendingorder
for the combinedscores (confidenceintervalsin brackets)are shown in Table 11:
Attribute

Interviews
N= 80

Surveys
N= 372

Combined
N= 452

Oral communication
Written communication

4.63
4.40

4.75
4.35

4.73 (±0.05)
4.36 (±0.08)

Problem solving skills
Anal ical skills
Team working skills

4.24
4.31
4.06

4.30
4.27
4.02

4.29 (±0.07)
4.28 (±0.07)
4.03 (±0.10)

Self-developmentskills
Creativity

3.81
3.38

3.84
3.73

3.83 (±0.08)
3.67 (±0.09)

IT skills
Numeracy

3.36
3.00

3.21
2.94

3.24 (±0.11)
2.94 (±0.11)

Table 11: Ratingsof potentiallygenericattributes
The ratingsdrawnfrom the two sourcesare similar. The standarddeviationsfor this block of
data were relativelysmall,giving narrowconfidenceintervals. There is no doubt about the
lead of 'oral communication'or the lag of 'numeracy. However,some of the intermediate
ratingsneed to be treatedwith caution. 'Problemsolving'and 'analyticalskills' should be
consideredto be on a par. The differencesbetween`writtencommunication'and 'problem
solving skills' and between 'self-development skills' and 'creativity' are too small to be
counted as significant
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The resultsreinforcedata reportedearlierin underliningthe importanceto professional
performance of oral communication. They also provide support for regarding
'communication', 'problem solving' and `analytical skills' as meta-competencies. Though the

resultscannotprovethe conceptof meta-competence,they do suggestthat these
competencies are both important and generic across professions. Team working skills',
'self-development skills' and 'creativity' are arguably also generic, possibly qualifying as

meta-competencies.
The relativelypoor showingof 'IT skills'and 'numeracy, both consideredby the UK
government to be key skills, is interesting. Clearly, many professionals believe they do not
need a strong cadre of either, casting doubts on their generic nature. Given the rapid
expansion of information and communications technologies and their reported growing
impact on almost all professions (Chapt. 1, p. 4), a higher rating of IT had been expected.
The results may mean that many respondents have not yet felt the full impact of IT, or it may
suggest that reports of its ubiquitous nature within professions are exaggerated, or it may be
that technologies, other than information technology, are having a greater impact. It could
also be that certain professionals do not consider IT skills to be important to them personally
because they are supported by staff who have the necessary skills.
Differences between professions
Table 12 shows a comparison of the combined scores (interviews and surveys) for each of
the six surveyed professions (N = 45-95).
Attribute

Civ Ser

Survey

Accoun

Train

Church

Dentist

Oral communication

4.59
f0.11
4.73
(±0.11)
4.19
±0.13
4.36
f0.13
4.12
(±0.20)
3.43
±0.16
3.46
f0.17
3.28
f0.22
2.72
f 0.19

4.60
±0.15
4.71
±0.13
4.29
±0.17
4.26
±0.18
3.88
± 0.26)
3.61
±0.21
3.29
±0.24
3.53
±0.28
3.93
± 0.25

4.58
±0.19
4.67
±0.19
4.51
- 0.17
4.61
±0.17
3.89
± 0.28)
3.57
(±0.20)
3.34
±0.28
4.00
(+0291
4.31
± 0.23

4.87
±0.08
4.48
±0.15
4.28
±0.19
4.19
±0.18
4.02
± 0.23)
4.32
±0.20
4.10
±0.18
3.54
1 ±0.21
2.72
± 0.20

4.88
±0.13
4.12
±0.26
4.15
±0.21
4.03
±0.21
4.00
± 0.27)
4.23
±0.19
4.38
±0.18
2.61
±0.28
2.19
± 0.24

4.86
±0.12
3.19
±0.33
4.55
±0.20
4.22
±0.27
4.27
(±O 29
.
3.96
±0.28
3.63
±0.26
2.30
±0.33
2.07
± 0.32

Writtencommunication
Problem solving skills
Analytical skills
Team working skills
Self-development skills

Creativity
IT skills

Numeracy

Table 12: Ratings of potentially generic attributes comparison between professions
-
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The table reveals a number of differences between professions. For example, there is a
dear lead on 'oral communication' by trainers, the clergy and dentists. However, dentists lag
significantly behind most of the other professions in the importance they attach to Written
communication', 'IT skills' and 'numeracy'. 'Creativity' seems to be significantly more
important to the Church and Training than to any of the other four professions. The same
pair (along with dentists) also rate 'self-development skills' more highly than the rest.

Accountantsand surveyorsscoredhigheston `numeracy',though in the case of the latter
were not significantlyahead of civil servants.
The lead of trainers and clergy on 'oral communication' seems logical, but the importance
attached to this attribute by dentists may appear more puzzling. However, this rating was
supported by the qualitative comments of the dentists interviewed who all stressed the
importance they attached to communicating with patients. The high rating of selfdevelopment skills by trainers is perhaps to be expected, if they are to practice what they
preach. The relatively high rating of numeracy by accountants should also be no surprise,
nor too should the fact that surveyors also see this attribute as important They too make
extensive use of calculations.
As well as throwing up some interesting differences between profession, these comparisons
serve a secondary purpose of demonstrating sensitivity in the measures used. This helps to
validate the use made of the data in Chapter 6 in testing the model of competence.
Other key attributes
Both interview and survey respondents were invited to rate various other attributes (types of
knowledge and skills) in relation to their importance to effective performance within their
profession. The combined mean scores (on a 1-5 scale) for the interviews and surveys
(N = 452) were:
knowledge
Specialist/technical knowledge
Tacit/practical knowledge (knowing-in-action)
Procedural knowledge
Contextual knowledge

4.23
3.96
3.82
3.96

(±
(t
(t
(f

skill/competencies
Functional competence (full range)
Organisational/management skills

3.89
3.94

(± 0.10)
(± 0.09)

3.10

(± 0.12)

4.21
2.40
4.48
4.39
3.58

(±
(±
(±
(±
(±

Commercial/entrepreneurial
skills
Cerebral/mental skills
Physical skills
Personal competence
Interpersonal skills
Ethical competence

0.09)
0.08)
0.09)
0.10)

0.08)
0.13)
0.06)
0.07)
0.11)
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The high rating of 'specialist/technical knowledge' for its contribution to effective performance
may be seen as a further challenge to Schön's rejection' of technical-rationality (Chapt 3,
pp. 62-63). Tacit knowledge' (linked closely to Schön's'knowing-in-action'), though clearly
recognised by practitioners as being of importance, ranks only on a par with 'contextual
knowledge' and, given the confidence intervals, with 'procedural knowledge'. The high
ratings given to 'personal competence' and 'interpersonal skills' is particularly note worthy, as
is the rating of 'cerebral/mental skills'. A comparison of 'personal competence' with
'functional competence' again emphasises the perceived importance of the former.

Differences between professions
Dentists gave contextual knowledge the lowest rating - 3.43 (± 0.29) and civil servants the
highest - 4.43 (± 0.14). Both 'personal competence' and 'interpersonal skills' achieve
consistently high scores across all the sampled professions. Other attributes show marked
differences between professions. 'Physical skills', though scoring little more than 2.00 for
most professions, was rated at 4.89 (± 0.11) by dentists. The lowest rating of this attribute
was offered by the Church - 2.06 (± 0.28) and Accountancy 2.07 (± 0.30).
There were relatively small differences between professions on 'organisational/management
skills'. Training and Accountancy scored highest with ratings of 4.15 (± 0.20) and 4.05
(± 0.23), though the latter was not significantly ahead of the Civil Service with 4.01 (± 0.19).
There was no dear candidate for the lowest position. 'Commercial/entrepreneurial skills'
showed wider differences. Accountants and surveyors led with scores of 4.14 (± 0.23) and
4.01(± 0.22) respectively. The Church lagged behind the rest with a score of 2.21 (± 0.25).
Dentists gave the highest rating to functional competence (4.34 ± 0.25), though they
awarded an even higher score to personal competence (4.80 ± 0.11). The highest rating of
personal competence was offered by trainers (4.83 ± 0.09).
The Church and Dentistry showed a clear lead on the perceived importance of 'ethical
competence' with ratings of 4.39 (± 0.21) and 4.17 (± 0.25). The confidence intervals
make the distinction between the two insignificant The lowest rating of 'ethical competence'
was given by the Civil Service - 2.92 (± 0.21).
This group of data, whilst reflecting differences between professions, also indicate the
importance to certain professions of a number of attributes (such as 'ethical competence',
'personal competence', 'organisational/management skills' and 'commercial/entrepreneurial
skills) which appear not to feature strongly in many current professional development
programmes (Grover, 1998) (Chapt. 1, p. 5). The importance attached to 'contextual
' as the dominant
modus operandi
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knowledge'

by civil servants may reflect the multiplicity of different functions and policy areas

in which civil servants may find themselves engaged.
another may require extensive contextual learning.

A move from one policy area to

Dentists, on the other hand, could

change practices or geographical areas and be fully proficient almost at once.

The above data, with their sensitivity to differences between professions, provide a broad
profile against which a profession's development programme might be examined.

Of similar

utility are the occupational competence mix diagrams which all 452 respondents were invited
to produce. Those for the six surveyed professions (N = 45-95) are shown in Figure 21. The
associated segment angles (in degrees) are shown in Table 13:
Component
Functional Comp
Personal Comp
Knowledge
Ethical Comp
confidence inters

Civ Serv
101.93
111.15
98.8
48.11
± 4.9

Surveyors
97.64
87.65
118.88
55.83
± 6.6

Accounts
96
90.02
119.83
54.15
± 8.2

Dentists
106.13
93.83
91.02
69.02
± 6.7

Church
76.69
108.65
79.52
95.14
± 6.2

Trainers
84.57
119.06
98.88
57.49
±6

Table 13: Occupational competence mix of profession segment angles
-
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Figure 21: Occupational

competence
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mix diagrams for surveyed professions
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The diagrams (and the corresponding data in Table 13) display some important, and
statistically significant, differences between the six professions. These differences show a
remarkable degree of correlation with the results obtained against questions under the
heading 'other key attributes' reported earlier (pp. 239-240). Comparing the relative size of
core components in the occupational competence mix diagrams with the ratings of these
components reported earlier provides the following examples:

" knowledge(all types combined)both show accountantsin the lead;
in
lead,
dentists
both
the
second
a
significant
clergy
with
ethical
show
competence
"
positionand civil servantslaggingbehind the other professions;
in
in
lead
functional
both
dentists
the
civil
servants
second
with
competence
show
"
position;
lead
both
in
both
them
the
the
trainers
clergy
and
personal
show
with
competence
"
-

attachingsignificantlygreaterimportanceto this componentthan to `functional
competence'.
The diagrams and corresponding tabulated segment angles offer further evidence of the
importance of personal competence, relative to functional competence. The consistency
between the results obtained via the two different methods provides support for the validity of
the occupational competence mix diagram concept. Though simple, such diagrams could
provide a tool for evaluating current areas of emphasis within professional development
programmes and serve as an aid to curriculum planning at a broad level. Occupational
competence mix diagrams for all 20 professions covered by the interviews are shown at
Appendix 4.

Chapter Summary
The data presented above suggest that modem professions do not conform closely to
the traditional characteristics of professions suggested in the literature, though some of
these still have some validity. The extent to which each characteristic applies varies
between professions, as does overall conformance. The results suggest that these

characteristicsshould no longer be regarded as general traits of professions.
Whilst a majority of the professions studied had both formal pre-entry requirements and
standardised development programmes, which all entrants were required to undertake, a
significant minority of professions lacked one or the other, or both. Whilst this was more
likely to be the case with the newer professions included in the sample, it also applied to
some older professions - e.g. the Civil Service and the Church. The result challenges
the view that fixed entry barriers and standardised training are (invariably) characteristic
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of professions, again as suggested in the literature. Where they did exist, pre-entry
requirements were perceived as only moderately relevant.

Professional development programmes varied widely in their design, the emphasis they
placed on the development of practical skills and on the assessment methods used.
Evaluative data about professional development programmes will be presented in the
next chapter.
Half of the 20 professions sampled issued a licence to practice of some kind, and a
quarter offered Chartered status.

A majority of interviewees were members of professional bodies, but around a third were
not. This demonstrates that professional body membership is by no means a universal
trait amongst professionals and challenges the view within the literature that collective
organisation is characteristic of professions or a necessary stage in the process of
professionalisation.

The data relating to how professionals operate cast doubts on some of Schön's
assertions, particularly his epistemology of practice, but support other parts of his
hypothesis, particularly in relation to the importance of reflection. Equally, the data
suggest that the alternative epistemology of technical-rationality does not offer a wholly
satisfactory explanation. This result suggests that a new explanation of professional
practice is required.
The qualitative data on how professional competence is recognised suggest that
personal or behavioural competencies, and certain subjective factors such as
appearance, may be important signals of competence, perhaps even more so than
functional competence. The quantitative data on a range of potentially generic
competencies support the view that there are certain attributes that are a universal
requirement of professions. Oral communicationwas seen as the most important of
these. Certain other attributes, identified in the literature as crucial to all occupations,
e.g. some of the UK govemment's'key skills', were seen as less important.
Amongst other key attributes explored, personal competence and interpersonal skills
were seen as more important to effective performance than functional competence,
though it could be that the latter was taken for granted. Technical or specialist
knowledgewas seen as significantly more important to effective performance than tacit
knowledge, casting doubts on Schön's rejection of 'technical-rationality'.
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Different professions displayed clear differences in relation to the perceived contribution
to effective performance of the four core components, as predicated by the model of
professional competence described in Chapter 6. This adds support to the validity of the
model.
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Pathways to Professional Competence: Presentation and Analysis
of Empirical Results, Part 2

Chapter 8
Pathways to Professional Competence:
Presentation and Analysis of Empirical Results, Part 2
Introduction
This, the second of the chapters devoted to the presentation of results, focuses on the issue
that is perhaps most central to this research - how professionals become competent. Both
interviewees and survey respondents were invited to assess the importance of a number of
factors in helping them to become competent professionals, including their professional
development programme and other formal and less formal methods. In addition,
respondents were invited to identify specific experiences or events that had proved
particularly formative for them, together with situations or environments they had found
conducive to their development.

As in the previous chapter, a combination of qualitative and quantitative data from both the
interviews and surveys will be presented. The results will again be presented thematically,
rather than according to whether the data came from interviews or surveys but, in all cases,
data sources will be made clear, as will statistical significance in the case of quantitative data.

Chapterlayout and content
The first section will concentrate on formal methods of development, presenting respondents'
appraisals of the professional development programmes they had undertaken, together with
their suggestions for improvements. The second section will concentrate on less formal
methods of development, drawing both on quantitative data (which include ratings of certain
common processes such as mentoring and role modelling) and on the unprompted insights
of respondents in relation to their other formative experiences. The third section will offer an
analysis of the informal learning experiences identified by respondents, organised in the form
of a taxonomy. The fourth section will draw on respondents' insights into the environmental
and other factors they had found helpful to their professional development. The final section
will present the findings in relation to continuing professional development.

As in the previous chapter, comment, interpretation and possible explanations will be offered
as appropriate within each section. Again, an attempt will be made to compare the findings
with relevant parts of the literature.
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Contribution to Competence of Formal Learning
Interviewees were asked a series of questions, some factual and some evaluative, about the
professional development programme they had undertaken, including its practical elements
and assessment procedures. It should be stressed here that respondents were commenting
on their profession's development programme as it was when they entered the profession.
It is possible, and indeed likely, that some of the programmes will have changed in various
ways since then. This is a further acknowledged limitation of the methodology, which is
hopefully compensated to some extent by an up-to-date literature review.

Importanceof professionaldevelopmentprogrammes
As the last chapter illustrated, by no means all respondents reported standardised
professional education or training programmes within their profession. To recap, of the 80
people interviewed, 59 (73.8%) reported such programmes, and 290 of the 372 survey
respondents (78%) did so. Across both groups (N = 452), the average rating given to
development programmes (by those who had undertaken them) for their contribution to their
professional competence was 4.23 (± 0.09) on a 1-5 scale. Amongst the six professions,
where both interviews and surveys were conducted, dentists gave their development
programmes the highest mean rating (4.85 ± 0.12). In contrast, civil servants, only a
minority of whom (43.8%) reported undertaking a formal programme, gave it a score of only
3.48 (± 0.23). Given the confidence intervals, the difference between the two is statistically
significant.

The data suggestthat, overall,professionaldevelopmentprogrammeswere perceivedas
makingan importantcontributionto professionalcompetence,but with markeddifferences
betweenprofessions.Their contributionwas seen as particularlyimportantby dentists,but
considerablyless so by civil servants. This may reflectdifferencesin the practicalnatureof
the two types of occupation, together with the more generalist and varied nature of Civil
Service work which may make the construction of relevant formal training elements more
difficult.

Overall effectiveness of professional development programmes

Intervieweesonly (N = 80) were invitedto rate their professionaldevelopmentprogramme
againstthree parameters- relevance,comprehensivenessand effectiveness. The following
meanscoreswere obtainedacrossall the interviewedprofessions:
relevance
comprehensiveness
effectiveness

3.80
3.78
3.53
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The same group was invited to rate their programme's effectiveness in developing particular
professional attributes. The mean scores for each were:
professional knowledge

3.96

professionalpracticeskills

3.45

personal competence
ethical competence

3.23
3.19

suitableprofessionalbehaviours

3.48

The resultssuggestthat intervieweeswere only moderatelyconvincedof the relevance,
effectivenessand comprehensivenessof the programmesthey undertook. Programmes
were perceivedas having been better at developing'professionalknowledge'than attributes
such as 'personalcompetence'which, as reportedin the last chapter, respondents
consideredto be particularlyimportantto effectiveperformance,and 'ethical competence'.
Time to reach full professionalcompetence
Interviewees were each asked to estimate how long it had taken them, after entering the
profession or initially qualifying, before they felt fully competent. The results are shown in
Table 14:
Time to reach full competence
on qualification
_Immediately
Within a year of qualification
1-2 years after qualification

2-3 years after qualification
After some otherperiod
Do not yet feel fully competent

No. of Interviewees
14
14
15

% of all Interviewees
17.5
17.5
18.8

8
19 *
7

10.0
23.8

Unable to say
3
* the average 'other period' offered was 6.1 years

3.8

Table 14: Time to reach full professional competence

These results illustrate the extent of professional learning that clearly must take place post
formal training, and therefore highlight the limitations of initial professional development
programmes in 'getting people fully up to speed'.

Rating of practicalelementsof programmes
The mean score across all professions (interviews and surveys, N= 452) for practical
elements (of all kinds) was 3.91 (± 0.10). Dentists gave these elements the highest rating
(4.87 ± 0.11) and clergy the lowest (3.56 ± 0.26), a statistically significant difference.
Dentists were also significantly ahead of the next highest, accountants, who scored 4.00
(± 0..31), but the lag of clergy behind the next lowest, civil servants, (3.72 ± 0.23) is not
statistically significant.
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Where programmes had included simulations of various kinds, these were given a mean
rating across the interview and surveys (N = 452) of 3.49 (± 0.11). Dentists gave simulations
the highest rating (4.69 ± 0.19), civil servants the lowest (3.00 ± 0.30), a statistically
significant difference. Dentists were also significantly ahead of all other professions, though

the lag of civil servantswas less definitive.
Finally, in this group of questions, respondents were invited to rate the effectiveness of the
placement element(s) of their programme (if any). The mean score was 3.85 (± 0.14).
Dentists, along with accountants, gave placements the highest ratings (4.09 ± 0.30 and
4.05 ± 0.58 respectively). There is no significant difference between the two. Clergy,
together with civil servants, rated placements the lowest (3.59 ± 0.27 and 3.67 ± 0.28

respectively).Again, the confidenceintervalsimplythat the two should be seen as on a par.
The relatively wide confidence interval on the rating given by accountants to placements
(± 0.58) suggests there may have been some variability in quality. Overall, the data suggest
that for many professional programmes, the practical elements are perceived by participants
as only moderately effective. This was confirmed by interviewees' qualitative observations
on the strengths and weaknesses of programmes. These results will be presented later.
Dentistry appears to stand out as an exception and perhaps as an exemplary model of

professionaldevelopment
Structureof practicalelements
The 59 intervieweeswho reportedundertakingprofessionaldevelopmentprogrammeswere
each asked a seriesof questionsabout the degree of structureof the practicalelements.
The resultswere:
20 of the 59 (33.9%) reported that the practical aspects were structured;
22 of the 59 (37.3%) reported the practical aspects were left largely to chance;
16 of the 59 (27.1%) reported a combination of these approaches.
These data indicate a significant proportion of programmes in which some or all of the

practicaldevelopmenthad been left largelyto chance. This observationwas borneout by
the qualitativecommentsof interviewees,many of whom saw the lack of structureas a
weakness.
Assessmentlinked to practicalelements
The same group of intervieweeswas askedwhetherthe practicalelementswere
examined/assessedand/or separatelycertificated. The resultswere:
41 out of 59 (69.5%)
practicalwork assessed
10 out of 59 (16.9%)
practicalwork separatelycertificated
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This may appear a reasonable incidence but, given the critical importance of practice skills, it
is perhaps surprising that almost a third of respondents had not had their practical work
assessed. It is of course possible that current programmes now have a higher incidence of
assessed practical work. This might perhaps be expected, given the recent emphasis on
practical competence at a national level - e.g. through standards and NVQs.

Where intervieweesreportedthat their practicalwork had been assessed,they only gave the
assessmentprocessa modestrating (3.66) in terms of its relevanceto real practice.
Though these resultsare not claimedas representativeof professionsas a whole, they
suggestthere may be scope for devisingassessmentmethodsthat more closelyrelateto
what professionalsactuallyneed to be able to do. This is one of the key recommendations
made by McGaguie (1993) (Chapt. 3, p. 91).
Evaluation of practical elements

Intervieweesonly (N = 80) were invitedto rate (on a 1-5 scale) the practicalwork they
undertookagainstthree further parametersas shown below:
relevanceto subsequentpractice
effectivenessof practicaltraining
adequacyof amount

4.06
4.02
3.69

These resultssuggesta reasonablelevel of satisfactionwith the relevanceand effectiveness
of practicalelements,though less with the amount received. This point was supportedby the
qualitativecommentsof interviewees.A large proportionof respondentssaid they had not
receivedas much practicaltrainingas they would have liked. Even those who reportedthe
highestamountsof practicaltrainingoften said they would have preferredmore.
The implication of this seems to be that, from a trainee perspective, the practical content of
programmes should be as high as possible.

Strengths and Weaknesses of Programmes
Those interviewees who had been through a professional development programme were
asked to identify its strengths and weaknesses. The main themes within their answers are
briefly summarised below under the six headings of:

" content;
" teachingieaming methods;
" teaching quality,
" practical element;
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" assessment;and
" social aspects.
Content- strengths
Relatively few positive comments were made about programme content. Many programmes
were perceived by respondents as heavy in academic content. The main strength
suggested for this type of programme was that it provided strong grounding in related theory
and stimulated the acquisition of large amounts of professional knowledge.

Content- weaknesses
Many more weaknesses than strengths were offered in relation to content. Common
criticisms were that college-based elements were too idealised, hypothetical and insufficiently
related to 'the real world'. Some said that their subsequent experience had confirmed to
them that some of the course content had been out of date and lagging behind current
practice.

Another frequentcomplaintwas about the lack of coherencebetween,and integrationof,
differentdisciplines. A numberof respondentsfelt that their course content had been
unnecessarilywide, sometimesincludingelementsthat were only of marginalrelevance.
Some believedthe course content had includeda degree of 'padding'.
Several, particularly from Social Work, Nursing and Teaching, felt that having an explicit,
value-laden course philosophy had been a burden which sometimes got in the way of
learning. Two of the examples offered were: an `anti-repressive practice' philosophy (Social
Work); and a 'non-medical model' of nurse development. The interviewees concerned said
they would have preferred more pragmatic and value-free approaches.

In terms of what was missingfrom programmes,the developmentof managementand
commercialskillswas cited by a number,particularlyfrom Surveying,Architectureand
Accountancy. Severalclergy said their courseshad omitted church and parish
administration,financingetc., concentratingwholly on the priestlyaspects of their role.
Intervieweesfrom a numberof professionsobservedthat their programmeshad lackeda
specific,ethicaldimension,or that this had been poorlyexecuted. Other content
weaknessesidentifiedwere the lack of emphasison the developmentof personaland interpersonalskills,and especiallyoral communication.

250

Teaching/Leaming methods - strengths

The minorityof intervieweeswho had undertakentheir professionaleducationon a part-time
basis, saw this as a real strength. Severalarguedthat this had helped them relatetheory to
had
developed
discipline,
in
his
time
One
to
felt
that
the
selfown
study
necessity
practice.
learning
distance
had
The
seemed
studied
using
number
who
small
and
motivation.
reliance
to appreciatethe flexibilitythis offered.
Sandwichcourseswere generallyhighly rated. Benefitsclaimedwere: they had provideda
be
taken earlier
to
had
insight
into
'real
the
greater
responsibility
enabled
and
world';
valuable
in the first appointmentthan would otherwisehave been possible. Programmeswhich
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to
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patients,
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of
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as
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were
as
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role in a relativelysafe environment
Where programmes had included probationary periods following initial training, these were
benefits
The
two
been
having
main
cited were: they provided
an
advantage.
mainly seen as
a less abrupt introduction to practice; and they offered support during early practice.
Similarly, respondents who had been allowed progressively increasing autonomy in the later
stages of their training, but with support available as needed, felt that this had helped to build
their confidence and independence, prior to being released into practice.

Other methodsidentifiedas strengthswere those that involvedtraineesgiving presentations
or otherwisearticulatingor defendingtheir work, perhapsto tutors and fellow students. Apart
from helping to develop presentation skills, its was suggested that this helped consolidate

what had been learned.
One interviewee who had been given a chance to travel abroad during her professional
training, saw this as a particular strength. She believed she had learned a lot through
exposure to alternative cultures and perspectives.

Teaching/Leamingmethods- weaknesses
A common complaint from respondents was that courses tended to concentrate too much on
theory and not enough on practice. Where there were practical elements, another common
criticism was the lack of co-ordination between theory and practice, with the practice
sometimes coming before the relevant theory had been taught

Several respondents complained about over-didactic or uninspiring lectures, others about the
necessity for too much memory and rote learning. Minority criticisms included: a lack of
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Teachingquality- strengths
Very few positivecommentswere made about teachingquality. A number spoke of the
it
Where
the
this
having
case,
tutors
was
experience'.
with real and recent practical
value of
its
the
lending
to
of
relevance;and
reassurance
providing
course;
credibility
was seen as:
offering the chanceof tutor anecdotesthat drew on practicalexperience.
Teachingquality- weaknesses
The exact oppositepoint was frequentlyoffered as a weakness, namelythat tutors had not
been practitioners,or if they had, their experiencewas not recent. One Banisterspoke of his
Bar School lecturersas, "failedlawyers". Many intervieweeshad general criticismsof
teaching quality, though these were usually non-specific.

Practicalelement- strengths
Those who had experiencedlengthyor frequent placementshad almost alwaysfound these
beneficial,particularlywhere they had offered exposureto a wide range of 'hands-on'
practice. A numberof respondentshad particularlyappreciatedsituationswhere they could
having
Those
being
an
who
reported
over-supervised.
without
on
support
as
necessary
call
effectivepracticesupervisoror mentoridentifiedthe feed-backthis providedas the main
benefit
A few spoke of the benefitsof relevantpracticalexperience,obtained prior to commencing
their formal training- for example,a socialworkerwho had done voluntarysocialwork before
decidingto enter a formal course.
Practical element - weaknesses

By far the most commoncomplaintabout the practicalelement of programmeswas that it
was insufficient Almost all respondentssaid they would have liked more. But even though
practicalwork, and particularlyplacements,were almost universallywelcomed,they
apparently often left a lot to be desired.

The lack of structureto many placementswas mentionedearlier. This was identifiedas a
weaknessby a significantnumberof interviewees.Specificcomplaintsincluded:being left

1 For a useful account of the benefits of' practitioner lecturers' within Nursing see Murphy and Reading (1992)
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too much to one's own devices;inadequatesupervisionor briefing leadingto too many
'deep-end,sink or swim' situations;havingto waste valuable placementtime doing menial
tasks; what was learnedbeing left too much to chance;and not getting the range of practical
experiencesexpected. As a result,many felt that placementshad left gaps in their learning
which would not have occurredhad the planningbeen better.
A numbercriticisedthe qualityof mentoringthey had received,some suggestingthat this
may have been due to poor selectionor inadequatetraining. Others complainedabout too
much variabilityin the qualityof mentoring. Severalreporteda lack of compatibilitywith their
mentors.
Assessment- strengths
A number of interview questions focused specifically on assessment. The results of these
are presented elsewhere, both in Chapter 7 (pp. 226-227) and later in this chapter (pp. 255256). The comments reported here arose while discussing the strengths and weaknesses of

programmesmore generally.
Where practicalskillswere specificallytested,this was seen by respondentsas positiveand
useful, providingit was done effectively. Testing seemedto be most valued for the feedback it provided. Many intervieweesappearedhighly consciousof the importanceof
practicalskillsand seemedto welcomeany opportunityto be told how they were doing in
respectof these.
In relationto more generalassessment,the existenceof external,nationally-set
examinations,as is the case in Accountancy,was seen as an advantage,offering assurance
of fairnessagainsta commonstandard. But few reportedsuch arrangements.
Assessment- weaknesses
A number of specific criticisms were made of examination and assessment procedures. A
few felt that the examination practices had been too rigid and formalised, and tended to test
knowledge and memory, rather than application. Several interviewees who had undergone
separate 'tests of professional competence' some time after qualifying academically, felt that
these had not reflected the reality of practice. Another complaint was that such tests had
been too dependent on paper-based evidence.
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Social aspects- strengths
Several interviewees saw the opportunity to mix with a wide diversity of students as a real
strength. Two advantages claimed were that it offered exposure to other perspectives and
assisted peer-based learning.

Two of the four banistersinterviewedhad found the enforced socialisationwith senior
membersof their professionthrough Inns of Court 'dinners'an advantage,at least in
identity
develop
helped
believing
it
had
them
and a sense of
professional
a
retrospect,
belongingto the profession.
Several respondentswho had been on lengthy residential courses in closed
communities, i.e. theological colleges, felt that this had helped them develop personal
and interpersonal skills. One claimed that the process of what he described as 'living in
a goldfish bowl' had helped him overcome a problem of shyness.
Socialaspects- weaknesses
The other half of the sampleof banistersinterviewedeither saw the enforced attendanceat
'dinners'as, "irrelevant"or as "a positivelyunhelpfulanachronism".
A weakness identified in certain professions, mainly in the area of Health Care, was the
problem of learning in a very hierarchical setting. Some felt that this had made it difficult for
them to challenge what was being taught, admit mistakes or even ask questions (more will
be said of this problem later in relation to learning environments).

All of the above strengths and weaknesses relate to specific programmes, at a particular
institution and a particular point in time. Nonetheless, they offer some useful pointers to the
sorts of thing trainees find helpful, as well as factors that can make programmes less
effective than they might be.

Suggestedimprovementsin professionaldevelopmentprogrammes
After identifyingstrengthsand weaknessesin programmes,intervieweeswere invitedto
suggestimprovements.The more generic ones may be summarisedas:
" providemore and a broaderrange of placements;
" improvesupervision,organisationand structureof placements;
in
be
developed
identify
to
practiceelements;
and
specify
skills/competencies
"
" achievebetterlinkage/co-ordinationbetweentheory and practice;
" improveselectionand trainingof mentors;
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"

make more use of experienced, practising professionals as tutors;

"

place greater emphasis on workplace competence with better methods of assessing this;

"

include more project based learning methods;

include
development
the
skills.
of management/administrative/commercial
"
More specificsuggestionsincluded:the use of `whatif scenariosto develop ethical
awareness;tuition in presentationtechniques;exercisesaimed at developingpersonal
competenciesand oral communicationskills;and the greater use of collaborativelearning
methods.
Suggested improvements to assessment
In relation to examination and assessment, the 58 interviewees who reported being
assessed said they would like to see the following changes made:
Made more rigorous
Made less rigorous
Made more flexible

19 out of 58 (32.8%)
6 out of 58 (10.3%)
19 out of 58 (32.8%)

Made more relevant(to what professionalsdo)
Made more practically-based
Made more competencebased
Made more academiclknowledge-based
To include assessmentof personalcompetence
To includeassessmentof ethicalcompetence

26 out of 58 (44.8%)
28 out of 58 (48.3%)
31 out of 58 (53.4%)
6 out of 58 (10.3%)
37 out of 58 (63.8%)
28 out of 58 (48.3%)

These resultswere rather inconclusiveas to whether levels of rigour should be increasedor
reduced. However,the data suggesta modestenthusiasmfor makingassessment
methodsmore reflectiveof what practitionersneed to be able to do, and similarlyfor making
assessmentmore practically-based.There was also a clear, though small, majorityin favour
of makingassessmentmore competencebased.
Perhapsthe biggestsurprisewas the proportionin favour of includingassessmentof
personalcompetence(63.8%). This may be seen as a further endorsementof the
importance of this component to effective professional performance. The support for
assessing ethical competence was also significant (48.3%), though less than a majority. In
the case of both personal and ethical competence, interviewees often said that although they
felt assessment was desirable, they were not sure how in practice this could be done.

Othersuggestedimprovementsto assessment
A range of further suggestions for improving assessment were offered by interviewees.
These may be summarised as:

" give mentorsa more active role in assessment,especiallyin relationto personal
competence and ethics;
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"

simplify assessment procedures and reduce bureaucracy;

"

make greater use of group-based assessment;

involve
experiencedpractitionersin assessment;
"
" include assessmentof communicationskills;
" make greateruse of oral examinations;
" provide more feed-backas part of assessment;
" make greateruse of continuousassessmentmethods;
" reducevariationsin assessmentquality- provideclearer assessmentguideline;
" make greateruse of 'open book' examinationsto test application,rather than memory;
incorporate
practicalexerciseswithin final examinations;
"
"

include assessment of managerial skills.

Preferredlearningmethods
No attempt was made to analyse respondents' learning styles in any formal way; time did not
permit However, respondents were asked what sort of learning techniques and delivery
styles best suited them. This was unprompted.

A significantnumberpreferredordinaryreading or straight forward, didactic presentations.A
significantnumberwere criticalof interactivestylesof presentation. Syndicategroupswithin
seminarswere singledout by severalas often being a waste of time. Typical comments
were, "Syndicategroups are like the blind leadingthe blind"; '9 much prefer a straightforward presentationfrom someonewho knowswhat they're talking about and can put it
acrosswell". Very few expresseda liking for role plays, though a numberfelt they had some
value, for example,in learninghow to deal with difficult interpersonalsituations.
The apparent preference for didactic style presentations may appear to conflict with the data
presented earlier under'teaching and learning method weaknesses'. But there is an
important distinction between the two sets of results. In the earlier case, people were
identifying weaknesses in their initial professional development programme. In the latter
case, they were talking more generally about what methods they now prefer. Many were
referring to the short seminars which they had attended as part of their updating. It was
apparent that they wanted these to be as time efficient as possible, and high quality lectures,
delivered by people who know what they are talking about, were seen by many as the best
way of achieving this.
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Informal Professional Learning Methods
The first part of this section deals with a block of mainly quantitative data relating to less
formal learning methods. Both interview and survey respondents (N = 452) were invited to
rate the importance of each of ten types of informal learning method or experience (drawn
from the literature) in helping them to become fully competent. The mean ratings (on a 1-5
scale) and confidence intervals across the total sample are illustrated in Figure 22:

on the job Teaming

ý73.93

4.20 (± 0.12)

working alongside more experienced colleagues
3.65 (± 0.12)

working as part of a team

3.58 (± 0.11)

self analysis or reflection
learning from clients/customerslpatients/etc.

3.48(±0.12)

networking with others doing similar work

3.35 (± 0.13)

learning through teaching/training others

3.26 (±0.13)

supportfrom a mentor of some kind

3.11 (± 0.28)

use of a role model(s)

2.66 (± 0.14)

pre-entry experience

2.62 (± 0.16)

Figure 22: Contribution to competence of various informal experiences
Due to the confidence intervals, some of the smaller differences between types of
experience are insignificant. Nonetheless, the data provide a useful indication of the relative
importance of each and offer a broad ranking.

On the job learning, working alongside more experienced colleagues and team working all
seem to be major influences, but mentor support and the use of role models, each
considered by some researchers to be major influences, score relatively poorly. Of course,
the contribution of different factors varied from one individual to another. Some, for example,
had found role models useful, whereas others had not. Where significant numbers of
respondents had not experienced a particular factor, e.g. mentoring, this will have had the
effect of reducing the mean rating.

The relatively modest rating of 'self analysis or reflection' (3.58) contrasts with the previously
reported, high rating of 'reflection' for its contribution towards effective performance (4.32)
(Chapt. 7, p. 230). However, the questions were different. The rating reported in this
section related to initial development, whereas the one reported in Chapter 7 related to
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ongoing professional performance. The contrasting results suggest that reflection is
perceived as being more important to the latter than the former. This could cast doubt on the
wisdom of placing too much emphasis on reflection within initial development programmes.
It may be that reflection does not become fully effective until practitioners have built up
sufficient experience against which to reflect. In relation to mentoring, although the question
was meant to encompass informal as well as formal mentors, some respondents may have
taken it to mean only the latter. It may be worth reporting that a number of interviewees who
reported not having a mentor said they would have liked to have had one.

The results underline the individual nature of learning and the dangers of being too
prescriptive in specifying `best practice' development methods.

Difference between professions
In comparing the six surveyed professions, some interesting differences emerge. Pre-entry
experience scored reasonably well amongst clergy (3.88 ± 0.30), whereas amongst dentists
the score was only 1.55 (± 0.34). The Church scored highest on both the use of role models
(3.18 ± 0.29) and mentors (3.86 ± 0.33) and trainers were highest in their rating of learning
through teaching others (4.39± 0.20).

The difference between the Church and Dentistry on 'pre-entry experience' suggests that for
the former, life experiences are seen as providing a valuable, if not essential, grounding,
whereas for the latter, they contribute little. They could also reflect the de facto situation - i.e.
that many clergy have worked in other occupations before joining the Church, whereas most
dentists go straight into dental training from school.

The clergy's relatively high rating of 'role modelling' and 'mentoring' may be due to the
perceived importance of developing an appropriate professional character, and a culture of
pastoral support. The high rating of 'learning through teaching' given by trainers is
unsurprising.

Other Formative Experiences
The following data also draw on both the interviews and surveys. In each case, respondents
were asked to describe experiences that had proved particularly formative to them. In the
case of the interviewees, the probing went considerably further, for example by asking them
about particular difficulties they had faced in their early practice and how these had been
overcome, and about how they continue to cope with difficult or stressful situations.
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Large numbers of comments and personal anecdotes were offered. These must inevitably
be synthesised in this presentation. From time to time, the experiences reported overlap with
the learning methods touched on in the last section which resulted from prompted,
quantitative questions. The results set out below all stem from unprompted insights offered
by respondents in answer to more qualitative questions. The experiences reported are
presented under a series of general themes. These will later be regrouped in the form of a
taxonomy.

Reflection
Responses to a number of questions specifically about reflection have already been reported
in some detail (Chapt. 7, pp. 230-234). However a number of interviewees mentioned
reflection again when asked more generally about their learning experiences. This could of
course' have been influenced by the earlier questions and discussions about reflection.
Nonetheless, additional examples and anecdotes were offered which support the earlier
findings about the high incidence of reflection. Examples of reflection offered at this stage in
the interview tended to be of more systematic forms - e.g. debriefing (including selfdebriefing), team based reflection, keeping reflective journals, and reflection linked to peer
review or practice audit. A number of interviewees particularly stressed the value of
reflecting jointly with others. Several advocated the use of a suitable framework against
which to reflect.

Repetition, practice and rehearsal
Many respondents highlighted the importance of repetition and practice, or what one
described as 'iteration' in becoming proficient in any particular area. There seemed to be a
general adherence to the old adage, "practice makes perfect'. Some referred simply to the
benefits of doing things many times over, though it is worth mentioning that several also
reported reaching plateaux in their performance, and even sometimes regressing in their
effectiveness. For example, a young curate felt the quality of his funerals had tapered off,
even though he was getting plenty of experience.
Others described how they rehearsed before particular activities e.g. important meetings,
presentations or interviews. However, the style and extent of rehearsal described vaned
considerably. Some reported rehearsing physically, speaking their words out loud and going
through their actions in full, for example, before presentations. Others said they rehearsed
only mentally, but nonetheless stressed the value of this activity. Referring to how they dealt
with particularly difficult situations, e. g. hospital doctors who had to give bad news to
patients, a number said not only did they rehearse what the were going to say, but they also
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drew on standard phrases or ways of saying things. One referred to working from 'a kind of
script'.

Almost all interviewees spoke of the importance of preparation, some valuing the added
assurance they gained from over-preparing. However, a few believed that over-preparation
could be counter productive. One stated that over-preparation or over-rehearsal made him
feel more self-conscious and less spontaneous when the event came along. Many stressed
the need to remain flexible in case circumstances on the day were not as anticipated. It was
apparent that the more experienced, and perhaps more confident professionals, although
still valuing preparation and often rehearsal, tended to prepare more in outline and less in
detail.

Speaking of how he prepares for important meetings, one senior civil servant said, '9 plan
what I want to say but not how I am going to say it, or indeed when".
In relation to presentations, etc., several suggested that getting into the right state of mind
was just as important as preparing what they were going to say (this may in itself be seen as
a kind of rehearsal). There was, however, a divergence of views on what sort of mental state
was best. Some said they expected, and almost welcomed, a feeling of nervousness,
believing that this would trigger the rush of adrenaline they felt was necessary to an effective
performance. Others took the opposite view. They tried to keep themselves as calm as
possible, believing their best performance was more likely if they were relaxed.

These results suggest that iteration, as acknowledged by Fitts (1986) in his model of skill
learning (Chapt. 4, p. 123), as well as rehearsal and preparation are important to effective
performance. Mental preparation, and adopting appropriate mental models or mind-sets,
also appears to be important. This accords with the work of Gagne (1967) (Chapt. 4, p. 98).
However, different people may need to determine which mental state works best for them,
then try to attain this before an important event. The results also demonstrate that repetition
does not always lead to continuously increasing performance (both plateaux on learning
curves and regression are well known to psychologists, e.g. Dreyer, 1964). The reported use
of standard phrases, especially in difficult situations, has strong echoes of Goffman (1969)
who suggests that people often interact with others using appropriate 'scripts'. The
phenomenon might also be seen as similar to the use by professionals of 'repertoires of
solutions' as proposed by Schön (1983) (Chapt. 3, p. 62).
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Over-learning
A number of interviewees spoke of early difficulties which were overcome by subsequent
high levels of exposure to the very thing they found difficult. Several examples were offered.
A physiotherapist who had initially found it hard to control her emotions when dealing with
severely sick or handicapped patients, found she had overcome this problem after a spell
working at a hospice where everyone was terminally ill. A hospital doctor who had initially
found making clinical decisions difficult had a spell supervising critically ill patients in an
Intensive Care Unit After this, in her own words, "no-one seemed ill any more". A civil
servant had worked for a time in the personnel function and had volunteered to be a'guinea
pig' interviewee for the training of promotion panel members. As a result of being the
interviewee in dozens of mock panels, she claimed she had completely lost her fear of
interviews and similar situations.
These, and other examples offered, demonstrated how over-learning, whether deliberately
sought, accidental or enforced can in effect turn a weakness into a strength, and perhaps
help professionals to react almost automatically in difficult situations.

The phenomenonof over-learningis extensivelycovered in the psychologyliterature,though
it is seen as a phenomenonthat may have negativeas well as positiveeffects (Dreyer,
1964, p. 198). In this case, all the effects reportedwere positive.
Observation
Many highlighted the importance of observing colleagues. One respondent, a surgeon,
commented, "A good surgeon should be able to observe a procedure once, then carry it out".
She agreed this may sound frighteningly optimistic, but believed she had, herself, developed
the art of close observation. "See one, assist at one, then do one" was an adage offered by
another surgeon. Both recognised there were potential dangers in relying on observation
and both admitted there were currently insufficient competence checks within surgery. Much
depended on a individual surgeon's willingness to recognise his or her limitations and to work
within them.

Some intervieweesfelt that observingcolleagues'behaviourshad been particularlyuseful in
helpingthem developtheir own personalskills. A few stressedthat observationneededto
be dose and purposeful,ratherthan casual. Severalsaid they used some form of structure
or frameworkto help them observemore criticallyor acutely.
The key role of observation in competence development seems uncontroversial and is

stressedby manytheorists,some of whom suggestways of makingit more effective,for
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example, Bandura (1986) (Chapt 4, pp. 112-113); Kolb (1984) (Chapt 4, pp. 107-108);

Wales et at. (1993) (Chapt. 4, p. 113). Those who reportedusing observationaids may
have been tacitlyadoptingBandura'smodel (Chapt.4, pp. 112-113).
Role models
As already discussed in relation to the quantitative data, there was a divergence of view
about the importance of role models. Some respondents flatly denied drawing on a role
model, saying things like, "it is important to be your own person, not copy someone else".
Others had found role models particularly influential. The majority who claimed to have
found role models useful said they had copied elements from a number of different people,
rather than modelling themselves on any one person. Examples offered of things people
had consciously tried to copy from role models were: chairing meetings effectively; being
direct with clients; remaining calm in a crisis; and being assertive without being unpleasant.

A few respondents identified particular individuals on whom they had deliberately tried to
model themselves. Others pointed to individuals who had been influential at particular points
in their lives or careers, and perhaps whose influence had remained with them. A moving
example offered by one of the survey respondents, a clergyman, related to the terminal
illness and death of his mother when he was aged only twelve. The parish priest, who had
so sensitively ministered to himself and his family at the time, had left a lasting impression
which had awakened his own desire to enter the ministry, and had provided him with a
pattern he was still trying to emulate.

One interviewee stated he did not use role models but did use'activity models'. He copied
particular ways of doing things, rather than personality traits. Another also stressed that he
modelled behaviour, rather than people. A number made the point that adapting a behaviour
to suit one's own style was more effective than simple trying to copy someone else. An
interviewee from Architecture offered a slight variation on the theme of role modelling, stating
that he used what he called 'building models'. These were particular buildings which he
admired and which to some extent he tried to emulate in his own work, not in detail, but in
their general character and ethos. This could still be seen as a form of role modelling - i.e.
modelling a particular genre or style of doing things, rather than a particular individual's
behaviour.

An analysisof the variousexperiencesoffered by intervieweesof their use of role models
suggeststhat three levels of modellingmay operate. See Table 15:
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Level

Process

Characteristics

1

Synthesising

'Bits and pieces' are absorbed, perhaps from a number of different
people, more or less unconsciously, or through a process of osmosis.

2

Emulating

A consciouseffort is madeto act like a particularindividualin some

3

Actualising

respects or in performing particular tasks.
The practitioner actually feels in some way like the role model (as one
interviewee admitted, '9 hear myself saying the sorts of things she
would say and sounding just like her' .

Table 15: Levelsof role modelling
Levels2 and 3 are similarto the 'imitation'and 'identification'modes of role modelling
fragmented
is
The
first
the
113).
(Chapt.
4,
by
Bandura
(1986)
consistent
with
p.
suggested
forms of role modelling identified by Bucher and Stelling (1977) (Chapt. 4, p. 113).
Several respondents reported being influenced by'negative role models' - i.e. people who
provided examples of how not to do things and whose approach they consciously tried to
avoid. One interviewee claimed his own boss was both a positive and a negative role model.

There were some things about him he attemptedto copy, but others he strived hard not to
emulate.
Though the use of role modelsseems to be less widespreadthan some writers (e.g. Wales
influence
important
be
they
1993)
they
on the
an
may
et al.,
suggest, where
are used
developmentof individualprofessionals. It is possiblethat some of those who denied using
role modelswere nonethelessbeing shaped by people around them without realisingthis
was the case.
Negativerole modelsalso appear to influencean individual'sprofessionalbehaviour,though
this might seem to be contrary to behaviourist principles, and especially those relating to
behavioural modelling (e.g. Moses and Ritchie, 1976; Bandura, 1977; Sprafkin and
Goldstein, 1990) (Chapt. 4, p. 97-98), which specify that only models who display
ideal/positive behaviours should be observed for fear of negative traits being picked up by

trainees. Negativerole modelswere, however,identifiedin the researchof Bucherand
Stelling(1977)as one of the types of role model influencingthe formationof what they call
'professionalidentities'(Chapt.4, p. 113).
Mentoting
Relativelyfew intervieweesreportedhaving formally-appointedmentors,though a significant
number identified individuals who had acted as unofficial mentors. A number said that the

formal mentoringarrangementsthey had been involvedin had proved disappointing. In
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Of
been
little
those
have
than
to
the
more
nominal.
cases,
appeared
some
arrangements

who identifiedmentoringas an importantcontributorto their development,severalsaid the
person concernedwas not their formal mentor,but someonewith whom they had developed
an unofficialmentoringrelationship. Sometimes,the person concernedwas outsideof their
own organisation. Some formal arrangementsdid appear to have worked well and, in a few
cases, had resultedin on-goingrelationshipswhich had continuedlong after the initial
training periodwas over. One banister spoke warmlyof his pupil masterwhom he still used
as a soundingboard, even though he was now a seniorjudge.
The mentors described were not always within an interviewee's profession or directly
concerned with their occupation. Some spoke of what might be termed 'life mentors' - i.e.

people who had advisedthem on their life in general,or steered them towardstheir chosen
career. Others referred to what may be called 'functional mentors' - i.e. people within a
related occupation who had helped them develop important ancillary skills. An example of
this was offered by a priest who looked upon one of his parishioners (an ex senior industrial
manager) as his mentor in the area of administration and management. Other clergy
interviewees spoke of having'spiritual directors' - i.e. experienced colleagues who offered
advice and counselling as required. These were self-selected, rather than imposed.

Though the use of mentoringwas not as prevalentas some authors suggest (e.g. Pearce,
1987; Hawkinsand Shohet, 1989) (Chapt 4, p. 114),where it did exist, compatibilityas
much as coachingability seemsto have been the key to its success. The examplesof
informaland self-selectedmentoringarrangementsworkingwell are consistentwith the
findings of Bennetts(1998) (Chapt 4, p. 115).
Learningfrom complexor multi-facetedproblems
A number of interviewees believed that being faced with complex or multi-faceted problems
early in their careers had been an excellent source of learning. These were the sorts of
problem which forced them to draw on a range of different principles covered in their initial
training, bringing these together and applying them in a holistic way. A number of examples
were offered. One of these was a social worker who became involved in a very difficult and
complex child protection case. This necessitated instigating legal procedures, working with
other agencies, risk assessment, negotiation, and a number of other things she had learned
about only in theory. She said that after the experience she felt she had become, "a much
more rounded professional".

Severalidentifiedexperienceswhich they had found traumaticbut at the same time
extremelyformative. A theatre sister,early in her career, had assistedat an operationwhich
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started as a simplehernia repairbut becamecomplicatedby the discoveryof a tumour and a
range of other complications.This involvedcallingin numerousspecialistsand a greatly
her
deal.
had
She
taught
this
a
great
single
event
claimed
procedure.
extended
Innovativeand pioneeringexperiences
A particular form of stretching experience reported by several involved undertaking work that
was pioneering or innovative. Such events were identified as valuable sources of
development. A primary teacher described how, early in her career, she had learned a great
deal through being engaged in setting up a new school from scratch. A university lecturer
described similar learning benefits from being involved in designing and launching a new

high level course.
Working above grade
A number of respondents pointed to experiences where they were offered an opportunity, or
were obliged, to operate at a higher level than their normal grade early in their careers. This
had typically involved standing in for a senior colleague or representing their organisation at
high level meetings. Typical benefits described for such experiences were: "it helps you see
things from a more strategic perspective"; "it gives you an insight into how senior

professionalswork"; and, "it gives you confidencethat you could operateat that level". It
may also providejunior professionalswith a level of role model, not normallyaccessibleto
them.
The common thread running through the last three sub-sections seems to be the formative
nature of stretching and challenging experiences. These seem to offer more holistic learning
opportunities, though without support they could prove overwhelming. The results broadly
support the principles of Gestalt Theory which suggest that learning is more effective if it is
holistic, rather than fragmented (Chapt. 4, p. 99). This group of experiences may also be
similar to what Eraut et al. (1997) refer to as 'the challenge of work itself' in their list of
'learning episodes', observed in their study of work based learning' (Chapt. 4, p. 130).
However, the experiences described above seem to be stretching as well as
challenging.

Workingalongsidemore experiencedcolleagues
Many intervieweessaid they had found workingwith experiencedcolleaguesa rich sourceof
learning,a numberreportingan almost unconsciousabsorptionof skillsthrough a form of
osmosis. This seemedto have happenedwithout particularlyclose observationof
colleaguesor any consciouseffort to copy them. Some felt that the processhad been
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particularlyeffectivein developingmore tacit forms of knowledge,i.e. professional'knowhow' of a variety not easily articulated, as well as how to behave as a professional.

This processseemsto have much in commonwith the form of learningthat was typical of
the traditional'apprenticeshipmodel'of professionaldevelopment(Bines (1992) (Chapt. 1,
pp. 20-21). The phenomenonof learningthroughosmosisis acknowledgedby Eraut (1997)
(Chapt 4, p. 119).
Networking
Many interviewees identified networking with fellow professionals, particularly from other
organisations or specialisms, as a significant source of development. Benefits described by
respondents were: "it allows you to compare notes on how things are done"; "it offers you
help with solving particular problems"; and " it gives you reassurance that what you are doing
is on the right lines". Some respondents reported involvement in formal networking
arrangements where there was a regular and planned sharing of experiences. Others
networked more randomly and informally. There is insufficient data to indicate whether the
more formal and systematic arrangements confer any advantage.

Team Working
Many intervieweesidentifiedthe positivelearningbenefitsthey had derivedfrom working in
teams and from other forms of collaboration.Team working seems to have been especially
effectivewhen new or challengingwork had been undertakencollectively. The reasonsfor
this, respondentssuggested,were: "a difficulttask often appears less dauntingwhen being
tackled by a team";"differentmembersbring differentskills to the group";and "these different
skillstend to'rub off onto other membersof the team". It was also suggestedthat
collaborative efforts usually achieve better end results than individual efforts and this can
have beneficial effects on the morale and confidence of learners.
Several examples of the formative benefits of team working were offered. These included
the improvement of communication skills and empathy. Others referred to the supportive
and even therapeutic benefits which can be obtained within teams. These can help reduce
stress and provide catharsis when needed following traumatic situations.

Severalsaid that being co-locatedin a team office or being put into some other communal
situation with colleagues had helped improve their confidence. A telling remark was, 'You
can't hide away in your own little bolt hole, you have to do everything in front of others. This
helps you overcome self-consciousness".
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A number highlightedthe positivebenefitsof diversitywithin teams and of workingwith
peoplewho have differentstylesand approaches:"You can learn from their differentways of
doing things",was a typicalcomment However,severalpointed to the need for shared
values within teams. Incompatiblevalues, it was suggested,could lead to tensionsand
ethical dilemmasfor individualswithin the team.
Learning within teams could be seen as a particular form of collaborative learning - see
Sharan and Sharan (1992); Eraut (1997) (Chapt 4, pp. 119-120), the effect possibly being
partially due to what (Vygotsky (1978) refers to as the `zone of proximal development
(Chapt. 4, p. 120). It may also result in part from the group dynamics which develop within
teams (Belbin, 1981). The issue of shared values and their importance to professional
development seems to accord with one of the elements of `Social Learning Theory'
(Bandura (1977) (Chapt. 4, p. 101).

Multi-disciplinaryworking
A numberwho were either currentlyworking closelywith people from other professions,or
had in the past done so, or had trained alongsidepeople from other disciplines,had found
these experiencesvery formative. Respondentsreportedthat such experienceshad
exposedthem to differentways of doing things, differenttechnical perspectivesand different
ways of seeingthe world. One socialworker pointedout that she sometimesworkedwith the
police and, althoughshe had a very differentoutlookfrom police officers, she had
nonethelesslearneda lot from them.
Respondents suggested that multi-disciplinary working also encouraged practitioners to look
more critically at their own profession, to challenge established practices and to import useful
approaches from the other disciplines. Other formative benefits claimed by respondents for
multi-disciplinary working were:

"a
"a

cross-fertilisationof ideas leadingto more effectiveproblem solving or more creative
brainstorming;
more holisticview of professionalactivitywhich can promote better 'dovetailing'between
professions;

"a

cross-transferof skills betweenprofessionsleadingto more multi-skilledindividuals.

It would seem that in the sort of inter-disciplinaryactivityreportedabove, each professional
has somethingto learn from the other, both procedurallyand conceptually. The experience
may also modifyparticipants'ways of viewingthe world, perhaps permanently.
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Switchingperspectives
A significant number of interviewees reported the formative benefits of being forced to
change perspectives, giving them an opportunity of seeing their profession, or a particular
situation, from another standpoint. A number of examples were offered. A banister had
spent a period of time sitting with a judge, as a 'marshal'. This had enabled him to observe
the advocacy of fellow barristers from the bench's perspective and caused him to modify his
own approach in certain respects when he returned to the floor of the court. Several Health
Care workers had found that becoming patients themselves had helped them to understand
better the concerns and frustrations of patients. Several teachers had experienced similar
enlightenment when their own child started school and they took on the parents role. Others
reported similar changes of perspective that had resulted in improved empathy with clients or
patients. Some interviewees spoke of the benefits of 'shadowing' senior people. This had
helped them see things from a broader, more strategic perspective.
For others, the change of perspective came from working or training with people from other
professional disciplines. Several said that the change of perspective had aided their own

professionaldevelopmentby showingthem new ways of doing things, or had made them
more sensitiveto clients/patients.
Some spoke of gaining new insightssimplyfrom mental perspectiveswitching- e.g.
deliberatelytryingto see things from the patient's,or client's, point of view. This might be
seen as a particular form of reflection.
Learning from clients/patientscustomers

A significantnumberof intervieweesstressedthe importanceof listeningskills and a number
identifiedclients,patientsor customersas a rich source of learning. For example,a nurse
pointedout that the patientwas the best personto explainwhat it felt like to suffer from a
particularcondition,and perhapsprovidetips on how to cope with it. She had found such
insightsvaluablewhen workingwith other patients. A training consultantdescribeda quasiSocraticapproachto solvingclient'sproblems,believingthat the client is the best personto
solve his or her own problems. He claimed,"If you listen carefullyenough to what the client
has to say, a solutionwill emerge". A physiotherapistsaid she had learned a lot about the
philosophyof life and death throughtalkingto terminallyill patients. A dentist said that she
often involvedher patientsin the processof problemsolving,believingthat this was part of
applyingthe principleof 'informedconsent.
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Other intervieweessaid that they looked to clientsto providethem with essentialfeed-back
on their performance. One doctor said he tried to maintain a constant sensitivity to the effect
his own words and actions were having on patients, making adjustments as necessary.

Reading body language was cited by several as a useful way of gauging dient reactions and
getting beyond their often superficial oral communication. Several interviewees described
how they tried, themselves, to make deliberate use of body language in order to send

appropriatesignalsto their clients.
These findingssupportCasement (1985) who advocates the benefits of learning from
patients (Chapt. 4, p. 120). The deliberate use of non-verbal signals seems to be a tacit
application of the process described by Goffman (1969) (Chapt. 7, p. 235) and also
supports Gross (1987) in his stress on the importanceof non-verbalexpression(Chapt.4,
pp. 99-100).
Learningfrom paraprofessionals
A numberof intervieweesstressedthe importanceof being preparedto learn from those in
relateddisciplineswho may have less status, but be more experienced. Such colleagues
may also be able to offer a useful, alternativeperspective. Along these lines, a dentist
describedhow she had learneda great deal in her early practicefrom a very experienced
dental nurse. She said she still believedin consultingcloselywith her nurse, especiallywhen
problemsarose. She believedthat the nurse'sdifferent range of experiences,different
standpointand perhapsthe fact that she was under less pressureto come up with a solution
was often able to trigger helpful suggestions.
Feed-back
A number of interviewees emphasised the importance of feed-back. Examples offered
included feed-back from superiors, mentors, colleagues, clients and patients. Several
stressed the importance of deliberately seeking feed-back, or of listening carefully to what
people might be telling you indirectly about your performance.

A small numberhighlightedthe value of formal appraisalsfor providingfeed-backon 'how
they were doing' and helpingto identifyfurther development. Some in this group, however,
felt that a once a year appraisal,though useful, was not enough. What many seemedto
seek was continuousfeed-backon 'how they were doing'.
The results could be seen as lending some support to cybernetic theories which afford a
critical role of feed-back (Chapt. 4, p. 103) and more generally to behaviourism (Chapt. 4,
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pp. 96-98). However,the value of feed-backis also widely accepted in other schoolsof
psychology.
Learningfrom criticism
Severalintervieweesspoke of the importanceof being able to take criticismwithout being
over-defensiveor feeling bruisedby it, turning it into a source of learning. A similarpoint was
made about client complaints. A number made the point that constructivecriticismcould
provide an importantsource of feed-backand self-knowledge. However,one respondent
made a distinctionbetweenacceptingcriticismand acceptingabuse, stressingthat whilst he
was happy to acceptthe former,he would not accept the latterwithout offering a robust
response.
Several described how they had found their confidence undermined and consequently their
competence damaged by negative and destructive criticism, particularly from their superiors.
Some said they actively sought criticism, recognising its value as an aid to continuous

improvement.

Self-knowledgeand self-image
A numberhighlightedthe importanceof self-knowledge.This includedrecognisingone's
own strengthsand weaknessesand being realisticabout one's aims. As one respondent
pointed out, it was importantto recognisethat you could not be good at everything. The key,
he suggested,was to play to your strengthsand, where possible,circumventyour
weaknesses. Another suggestedthere was a similaradvantagein being aware of your own
body rhythms(naturalhighs and lows),optimisingthese to enhance performance.
A significant number stressed the importance of professionals recognising, and being
prepared to openly admit, the limits of their own competence, never undertaking tasks which
put their clients at risk. Several of the most experienced professionals interviewed showed a
surprising degree of humility, freely admitting that there were areas in which they did not feel
fully competent or indeed were poor performers. For example, one senior research
professor admitted he was 'positively chaotic' at administration. Others stressed the
importance of not straying beyond their own specialism.
Several spoke of the importance of having an appropriate self-image. A positive self-image
was considered by most to be important, but several felt this must also be realistic. Some
suggested that professionals should make efforts to try to see themselves as clients,
customers, or colleagues saw them, then try to adjust their self-image and/or behaviour
accordingly.
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Several spoke of the potential value of appraisals in helping them form a realistic self-image.
One highlighted his use of 360 degree feed-back in establishing how he was viewed by a
range of professional associates, colleagues and staff.

These findingslend supportto Boyatzis(1982) (Chapt.3, p. 84) in his identificationof the
contributionto competentperformanceof self-imageand social role. They also accordwith
the importanceattachedto the role of the 'self in learningby the symbolicinteractionist
school, and in particularby Brundage and Mackeracher (1980) (Chapt.4, p. 109). The use
of 360 feed-back(or appraisal)was discussedin Chapter3 (pp. 93-94).
Simulation
The variability in respondent ratings of simulation were discussed earlier when the
quantitative data were being reported. Nonetheless, a significant number of interviewees
offered examples of simulations that had helped their skills development - e.g. dentists who
had learned how to handle instruments by working on 'phantom heads!; a physiotherapist
who had practised manipulation techniques on colleagues; a banister who had taken part in
mock trials. But several spoke of the limitations of simulation; a typical comment was, "it
often falls short of the real thing in some important respects".

A small number highlighted the possible negative effects of simulation. One respondent,
whilst being enthusiastic about high fidelity simulation, asserted that poor simulation could
disadvantage trainees by developing bad habits and inappropriate behaviours, leading to a
loss of confidence when the real situation was met.

These findingssuggestthat simulationcan be valuableif it is of reasonablyhigh fidelity,
supportingthe findings of Strickler(1976) and Short (1989) (Chapt.4, p. 116), but they also
warn of the potentialnegativeeffects of low fidelitysimulation,as highlightedby Osgood
(1949)and Reason(1979) (Chapt.4, p. 116).
Learning through Articulation
A number of respondents reported that being forced to articulate their work either orally or in
writing was a great source of learning. An example offered by one of the architects
interviewed was being taught in a university School of Architecture which had an underlying
philosophy of 'Design and Criticism'. This involved students having to explain, and justify,
their designs to tutors and fellow students, and respond to their criticisms. He believed that
being forced to articulate his design decisions in this way had been an excellent learning
experience, encouraging him to think logically about everything he did and requiring him to
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defend his ideas in a criticalforum. He also felt the experiencehad encouragedhim to
operate in a more reflectiveway.
One researchscientistregrettedthe fact that scientistswere not encouragedto'articulate'
sufficientlyduringtheir initialeducation. This had led to problemsfor him when he first
started speakingat conferencesand attemptingto write articles. It had forced him to work
hard to develophis communicationskills,and he now found the processof articulationan
effectiveway of clarifyinghis thoughts. Similarviewswere expressedby other research
scientistsboth from Mathematicsand Engineeringbackgrounds. All had found articulation
(both oral and written)to be an importantelementin their learningprocess.
These findings seem to support the view that learning, language and thought are all closely
linked (e.g. Piaget, 1926; Vigotsky, 1962) (Chapt 4, pp. 99-100). The importance of
articulation to learning is also explicitly acknowledged in the'cognitive apprenticeship model'
of Collins et al. (1989) (Chapt. 4, p. 112).

Learningthroughteachingothers
Teaching may be regardedas a particularform of articulation. A significantproportionof
intervieweesreportedsome responsibilityfor teaching,training or mentoringnew entrantsto
their profession. In a numberof professions,e.g. the Bar and Nursing,this appearsto be a
recognisedprofessionalobligation. Many referredto the positivebenefitsof this work to their
own competencedevelopment. Typicalcommentswere, "It forces you to think about your
own practice";"it makes you justify, or change, how you do things"; "it forces you to keep up
to date", "it sharpensyou up as a practitioner".
Several interviewees suggested that professionals had a duty to pass on what they had
learned to others. One suggested that professionals should even be prepared to admit
embarrassing mistakes to trainees.

Cultural transfer/cross cultural stimulation
A number referred to the formative benefits of working in a different culture, typically abroad.
This had forced them to adapt their own approaches to suit the different culture, had enabled
them to import good practices and, in some cases, made them more self-reliant due to
having to work with less support than in their native environment. Some had found overseas
professional working practices more compatible with their own style and had either tried to
introduce some of the practices on return to the UK, or had continued to spend some of their
time working abroad.
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Extra-occupationallearningand transfer
A number of respondentsreferredto 'out of work' activitieswhich had helped them develop
skillswhich were relevantto their profession. Some examplesare: a banister who felt he
had improvedhis voice skillsand timing through amateurdramatics,and his oratorythrough
participatingin politicaldebatesas a councillor,a primaryschool head teacher who had
developedher verbal communicationskills by joining a public speakingsociety;a dentistwho
felt that playingthe piano and viola had helped her develop and maintainher manual
dexterityand tactile sensitivity.
Learningfrom 'life outsidework' was one of the types of 'learningepisode' identifiedby Eraut
et al. (1997) following their study of work based learning (Chapt. 4, p. 130).

Learningby linking
One interviewee, a hospital doctor, described how he routinely tried to enhance his learning
by deliberately making links between new learning and a range of concepts already firmly
embedded in his mind, or by making deliberate links between different elements of new
information. Another respondent, a training officer, described using a similar technique to
improve his memory. He tried to associate new information with more easily remembered
ideas. Others talked of using 'whole brain learning' or so called 'left brain/right brain'
techniques. These appear to make use of the brain's natural ability to build different
pathways and to access information via different routes in response to particular cues.

These techniques appear to be consistent with Gestalt theory with its stress on the conscious
application of mental patterns (Chapt. 4, p. 99). Whole brain learning' appears to draw on

Buzan (1988). Other processesreportedmay be seen as similarto the techniquesof `lateral
thinking' (de Bono, 1967). The idea of deliberately making links to other knowledge closely
mirrors the procedure recommended by Feurstein et al. (1980) as an aid to learning
transfer (Chapt. 4, p. 117) and is also consistent with 'Mode 6- Connecting' of the
'Modes of Being' offered by Boydell (1990) (Chapt. 4, p. 110).

Mind-setchangesand DamascusRoad experiences
Many of the learningexperiencesreportedby respondentssuggestthat the developmentof
professionalcompetenceis largelya gradualand iterativeprocess. This is perhapsto be
expected. It is a processthat typicallycontainsa seriesof surges,triggeredby certain
particularlyformativeexperiences,but which appearsto be basicallyincrementalin nature.
However,some respondentswere able to point a single event which had utterlytransformed
them in some importantway. This may have been somethingthat had changedtheir
professionalphilosophy,giventhem a new way of seeingthe world, improvedtheir self273

knowledge, boosted their inner confidence, or provided a new level of professional
motivation. A number of such 'watershed' experiences were related.

One such was a librarianwho while observinga women asking a question in a very articulate
way at a conference,suddenlyrealisedthat if she herself threw off her natural reticence,she
could do the same. Fromthen on she did, and the experiencehas, she claims, boostedher
confidencein many aspectsof her work and, she believes,has even changed her
personality. Severalof the reportedwatershedexperienceshad occurredduring courses,
highlightingthe fact that formaltrainingcan sometimeshave life-changingeffects. Perhaps
the opportunityto stand back from the job in a more reflectiveor challengingatmosphere
may providethe stimulusneeded.
One research scientist pointed to the importance of sudden flashes of inspiration within the
research process. Something may suddenly become clear on an intuitive level before it has
been demonstrated scientifically. Sometimes the scientific proof may take years following
the initial intuition.

The reportedliberatingeffects of changes in mind-setcould be seen as supportingClarke
and Fraser(1982 and 1984)in their use of Gestaltprinciplesto deal with learningblocksand
other unhelpfulmental patterns(Chapt.4, p. 99).
Mental models,imageryand otherpsychologicaldevices
A number of interviewees described the mental processes they used to help themselves
understand difficult concepts or to prepare for challenging tasks. A number advocated the
advantage of breaking down complex ideas into simpler stages. Others spoke of their
deliberate use of conceptual models or mind maps. Some described how they spoke to
themselves inwardly to induce a more positive frame of mind, especially before difficult or
daunting events.

A number said they tried to visualise themselves performing a particular task effectively.
Several emphasised the importance of remaining positive and optimistic. One personnel
manager said, 'Whenever I am called unexpectedly to see the Managing Director, I always
imagine this is going to be good news. I say to my colleagues, 'It looks as though I've got
another pay increase"'. He claimed that this mental trick made him more confident and
relaxed when confronting this senior executive, who was known to be quite difficult. Another
said that when facing an apparently intractable problem, it was important to believe you
would solve it.
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A number specificallymentionedusing techniquesassociatedwith 'lateralthinking',
especiallyto help solve problems. One respondentreportedusing neuro-linguistic
programming(NLP)to help improvehis confidence,particularlybefore presentationsor
similarevents.
The use of mentaltricks or imageryto help others learnwas also reported. One teacher
describedhow, when teachingsinging,he tried to get pupils to make a less raucoussound
by saying,"Imagineyou are singingthrough the top of your head". Other teachersdescribed
using similarimagerywhen coachingin a sport
Several respondentsspoke of the importancethey attached to getting themselvesinto an
appropriatemind-set,for example,to enable them to deal with a crisis calmly and without
panic, or handlecriticismswithout becoming'rattled'.
Some of the reported experiences support Vygotsky (1962) in his emphasis on the
importance of 'inner speech' or self-communication (Chapt. 4, p. 100). A number of the
examples also have strong echoes of neuro-linguistic programming (Bandler and Grinder,
1979) (Chapt. 4, p. 102), though only one interviewee specifically mentioned deliberately
using NLP. The use of mental models supports Gagne (1967) in his emphasis on the
importance of appropriate cognitive strategies to effective performance, even where motor
skills are being applied (Chapt. 4, p. 98), and Boak and Thompson (1998) who advocate the
use of mental models by managers. 'Mind mapping' is a technique suggested by Buzan
(1988), and de Bono (1967) offers a range of lateral thinking techniques. More generally, the
experiences reported under this heading seem to accord with Gestalt theory which stresses
the importance of mental patterns and imagery (Chapt 4, p. 99).

Copingwith professionalstress
It is perhapsa sign of the times that stress and its managementcame up quite regularlyin
the interviews. Variouscoping strategieswere reportedby respondents. These are included
here becausethey may be seen as among the repertoireof techniquesthat professionals
use to help themselvesperformeffectively.
A numberreportedusing techniquessuch as yoga and similarformal relaxationexercises.
One spoke of consciouslyattempting to adopt a desired mind-set- e.g. detachment He
said that when necessary,he did this by viewing work as'only a game'. Another spoke of
thinkingof the calmestpersonshe knew, then trying to behave as she did. One said he took
a long deep breath before responding to anything unexpected or likely to throw him off
balance.
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The use of humour,includingblack humourand in-housejokes (sometimesbehind the
backs of clients)to help relievedifficultsituationswas describedby several respondents.
The abilityto laugh at yourselfwas particularlyemphasisedas an importantattribute.
Meditationand prayerwere also mentionedas helpful stress relievers.
The value of being able to talk through a stressfulor traumaticevent with an understanding
colleagueor spousewas highlightedby a significantnumber. One hospital doctor described
an event in which she had been called to certifythe death of a decapitatedroad accident
had
benefit
through
She
the
talking
colleagues
who
such
events
with
of
emphasised
victim.
been through similaror, as she said, "preferablyworse" experiences.
Severalstatedthat they dealt with occupationalstresssimply by working harder,or by
working longer hours, in order to clear the sheer volume of work which was often the cause
of the stress. Whether such approachesmight eventuallylead to an even worse level of
stress must be open to speculation.
The examplesoffered above are representativeonly of a wide variety of learning
experiencesand events reportedby respondents. A detailedcontent analysisof the full
range of reportedexperiencesled to the productionof a simpletaxonomy of informal
professionallearningmethods.
A Taxonomy of Informal Professional Learning Methods
The content analysissuggested12 generaltypes of learningprocess. These were given the
name 'learningmechanisms'. Each of these encompasseda series of 'learningexperiences'
or'leaming events'. The learningmechanismsidentifiedwere:
" Practiceand Repetition
" Reflection
" Observation and Copying
"

Feed-back

" Extra-occupationalTransfer
Stretching
Activities
"
"

Perspective Changing/Switching

Mentor/coach
Interaction
"

Unconscious
Absorptionor Osmosis
"
"

Use of Psychological Devices/Mental tricks

" Articulation
" Collaboration

276

With a little literary licence, these mechanisms can be arranged to form the mnemonic -

`PROFESSIONAL'.Becauseof its size, the taxonomyis show in three parts in Tables 16,17
and 18:

General Learning
Mechanism
Practice and Repetition

Mnemonic
Letter
P

Typical Learning Experience or Event
"
"
"
"
"
"

Reflection

Observationand Copying

R

0

iteration/reiteration(doing something many times
over and gradually improving);
simulation;
drill and practice;
rehearsal (mental or physical before an activity or
event);
preparation and planning (before an event or
activity);
over-learning/over-training(i.e. well beyond
minimum for competent performance).

" self-analysis/self-appraisal;
" reflection about action (after an activity or event);
"

reflection In action (in the middle of an activity);

"

reflection before action (prior to doing something);

"

group/collective reflection;

"
"
"
"
"
"

practice audit (e.g. medical audit);
reflective journal writing;
reflection on how others do things;
mental re-running (of an event or experience);
debriefing;
learning from failure (analysing what went wrong and

"

wh ;
structured/critical observation of others;

informal/casual observation of others;
using a positive role model (trying to do something
like someone else);
" using a negative role model (striving not to do
something like someone else);

"
"

"

shadowing;

" synthesising/emulating/actualising(various levels of
role modelling - see Table 15);
" modification of observed approach (to develop own
stle.

Feed-back

F

" appraisal/performancereviews;
"

learning from criticism/complaints;

degree
feed-back/appraisal;
360
"
" peer review;
" peer appraisal;
"

evaluation exercises;

effective listening (to what others are telling you
about your performance);

"

learning from clients/patients/paraprofessionals;

"

reading body language (how are people reacting to

you?).

Table 16: Taxonomyof InformalProfessionalLearningMethods Part 1
-
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General Learning
Mechanism
Extra-occupational
transfer

Stretching activities

Mnemonic
Letter
E

S

Typical Learning Experience or Event
pre-entry experiences; learning transferred from
formal education (turning theory into practice);
" experiencetransferred from previous occupation(s);
" taster experiences (ahead of entry to profession);
" out of work learning (e.g. leisure/hobbyactivities/

"

"

voluntary work).
working above grade;

" deep end experiences;
.

demanding or complex tasks or problems;

"

broad-based/holisticexperiences (requiring multiple
skills and an overall understanding);

" multi-faceted experiences;
" innovating (developing new ideas or approaches);
" traumatic experiences;

PerspectiveSwitching

Mentor/Coach

S

I

Interaction

"

challenging experiences;

"

pioneering activities.

" roletransfer;
"
"
"
"
"

secondments/jobexchanges;
cross professionworking;
cross cultural working (e.g. working abroad);
mental perspective switching;
sudden inspiration or Insight;

"

Damascus Road experiences.

" coaching;
" advice/counselling;
" tutoring;
" occupational/career/lifementoring;
"

sounding board activities (bouncing ideas against
someone else);

. instruction/demonstration;
" interrogation (questioning a more experienced
person).
Unconscious Absorption

or
Osmosis

0

"

working alongside more experienced colleagues;

"

networkingwith others (e.g. fellow professionals);

"

working alongside experienced colleague(s);

" working alongside a role model;
" rubbing shoulderswith experts;
" apprenticeship/pupilageactivities (e.g. working
closely with a principle or pupil master).

Table 17: Taxonomyof InformalProfessionalLearningMethods- Part 2
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General Learning
Mechanism

PsychologicaVNeurological

Typical Learning Experience or Event

Mnemonic
Letter

N

(to
help
of
mental/cognitive
models
use
"

"
"
"
"

understandsomething);
graphical representation (use of
models/maps/charts,etc.);
hypothesising/conceptualising/theorising;
positive thinking;
forced/deliberate optimism (looking on the bright
side/expectingthe best outcomes);
visualisation,
self communication,
NLP techniques;
mental preparation (getting into right frame of

"

mind);
learning by linking/association (e. g. ideas with

"

what you are trying to learn);
'whole brain' learning techniques (exploiting both

Devices
"
"
"
"

other ideas or things);
techniques;
lateral
thinking
"
" mind-set changing/shifting;
(for
learning
appropriate
approaches
choosing
"

creative/artistic and logical parts of the brain);
" simplification (of complex ideas into component

parts.

Articulation

A

Collaboration and Liaison

L

teaching/tutoring/instructing/mentoringothers;
writing articles/papers/reportsetc.;
presenting lectures;
speaking at conferences;
justifying/defending/explainingactions;
giving simultaneous commentary on actions (i.e.
as you are actually doing/learning something);
" developing learning materials (including open and
distance learning materials).
" team working;

"
"
"
"
"
"

"

collaborative projects;

doctors
(e.
from
learning
g.
para-professionals
"
learning from nurses);
" learning from clientstpatients;
in
(e.
solving
g.
with
clients/patients
collaborating
"
"

their problems);
collaborating with people from other disciplines;

in
multi-disciplinary teams;
working
"
"

international collaboration;

" team building exercises.

Table 18: Taxonomyof InformalProfessionalLearningMethods- Part 3
Due to space limitations,the taxonomyas illustratedoffers only a single stage of
disaggregation.However,it is possibleto see how it could be extendedto providefurther
sub-divisionsof the'leaming experienceor event column. For example,'role modelling'
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could be split between 'positive role models' and 'negative role models' and positive role
models could be further broken down into 'synthesising', 'emulating' and 'actualising'.

This tool may have a particularutilityas an aid to self-development,helping practitionersto
become more aware of the learningopportunitiesopen to them, encouragingthem to seek
out particulartypes of experienceand perhaps helpingthem to make better use of
experiencesthat arise naturally.
Learning Environments
A numberof intervieweesoffered insightsinto the types of environmentthey had found
conduciveto their professionaldevelopment. These are summarisedbelow.
First appointment
The importance of the first professional appointment became apparent from the comments
of a significant number of interviewees. These suggested that the first'real' job may be more
formative than any in-course placements. Several interviewees in fact made this very point.

A significantnumberreportedbeing well served by their first appointment This included:
having a willingsourceof help available(when required)in the form of colleaguesor
superiors;being given time to find their feet; and being allowedthe space to find their own
way of doing things and developtheir own professionalstyle.
A numberreportedbad experiencesin their first appointment. Some were left entirelyto their
own devices;some faced continuousand destructivecriticismfrom their supervisor,and
some were thrown in at the deep-endwithout guidanceor briefing. In a number of such
cases, individualscut short their appointmentsand moved elsewhere. Others changedtheir
plannedcareerpaths as a result. Some said they had felt their confidenceunderminedby
the experienceand as a consequencetheir competencehad been affected. The linkage
betweenconfidenceand competencewas in fact a recurringtheme throughoutthe
interviews. In a few cases, intervieweesdescribedhow a negativeexperienceearly in their
careerhad left them with an on-goingbitternessand/or a nagging doubt about their own
competencein a particulararea.
Although it is impossibleto prove objectively,the groupwho spoke positivelyof their first
appointmentseemedto be more confidentand optimisticthan those who had suffered
negativeexperiencesearly in their careers.
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The reported effects of various negative experiences supports the view that there are links
between self-esteem, confidence and learning. This linkage is stressed by a number of
authors - e.g. Mannheim (1936); Freire (1978); Brundage and Mackeracher (1980)
(Chapt. 4, p. 109); Blagg et al. (1993) (Chapt. 4, p. 110).

Structureand Support
Interviewees whose post formal training had been structured, and/or were offered support,
generally found this helpful. However, several made the point that there needed to be a
balance between being offered support when required, and being allowed to try things on
your own without'someone breathing down you neck'. One offered the analogy of parental
support for children which she said needed to strike a balance between being supportive,
and allowing freedom to develop and perhaps make mistakes.

These commentsare consistentwith the analogyof removable'scaffolding'offered by
Bruner (1978) (Chapt. 4, p. 111) and included within the 'cognitive apprenticeship model'
(Collins et al., 1989) (Chapt. 4, p. 112).

Question-friendlyand blame free environments
A number of interviewees stressed that working in situations where it had been easy to ask
questions, without feeling embarrassed, had been of considerable benefit. Several
(particularly from Health Care) reported working in an environment where this was not the
case. As a result, they had sometimes been inhibited from admitting they did not know
something, and from volunteering mistakes. One physiotherapist said that when she
returned to work after having children, she found that many treatments had changed. Yet
she was afraid to say she had not done something before, or ask how it should be done.

A number stressed the importance of having worked, in their early careers, in an atmosphere
where they were not afraid to admit their mistakes. Several spoke of a 'blame free'
environment, but a number pointed out that this did not mean that mistakes were dismissed
as of no importance. Rather, they did not lead to rancour or recrimination. Instead, they
were turned into positive learning experiences and dealt with as any other professional
problem. One university teacher felt there was a distinction between a 'blame-free'
environment and one that was 'consequence-free'. He believed that, although the former
was helpful, the latter was not conducive to learning.

Several interviewees reported that the egotistical and dominating nature of some superiors
(surgeons were particularly singled out) made it difficult to admit mistakes, and even more
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difficult to point out theirs. Similarly, a number felt that egalitarian environments were more
conducive to learning that hierarchical ones.

Challengingyet collegialenvironments
A number spoke of the learningbenefitsof working in an environmentthat offered a
combinationof challengeand camaraderie. Two examplesgiven were the Armed Forces
and theologicalcolleges. Such environmentsmay be particularlyconduciveto learning
becausethey bringtogethera range of potentiallyformative mechanisms. For example,
collaborativelearningis enabled,networkingopportunitiesare readilyto hand and potential
role modelsare all around. The dose proximityto others may also lead to a greaterdegree
of learningthroughosmosis.
Deep-endexperiences
The effects of being 'dropped in at the deep-end' to do something difficult, unfamiliar or at
short notice were mentioned by a significant number of interviewees. One such was a
trainee solicitor who, though he had never attended court before, was told at short notice to
go and submit a bail application for a client. He found the experiences traumatic and
counter-productive. It had given him an on-going fear of court work. In very similar
circumstances, another solicitor had risen to the challenge of doing something on her own
and highlighted the experience as extremely formative. A number of other deep-end
experiences were offered which in retrospect had proved formative though, at the time,
respondents had found these terrifying and traumatic.

The differences in response reported may be partly to do with personality, and partly to do
with the kind of deep-end experience with which a person is confronted. For example, if the
activity is one which even an experienced practitioner would find difficult without adequate
preparation, it clearly seems unfair to expect an inexperienced colleague to do it 'at the drop
of a hat. In such circumstances the impact on the individual is likely to be negative and
potentially damaging. If, on the other hand, it is something for which that individual has been
adequately trained and there is time for the necessary preparation, or adequate briefing is
given, then it seems more likely that the activity will result in a positive learning experience.

The previousfew subsectionshave confirmedthe importanceto developmentof the learning
environmentas stressedby'Social LearningTheory' (Bandura,1977) (Chapt.4, p. 101)and
the symbolicinteractionists(Chapt 4, pp. 109-110).
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General factors leading to professional competence
A number of more general comments were made by respondents about other factors they
considered important to becoming a competent professional. Synthesising these suggests
five general factors:

" the opportunityto experiencea wide range of developmentalexperiences;
improve
to
these continuously;
the
to
the
competencies
and
motivation
acquire
necessary
"
" adequate practicein carryingout the variouskey tasks and functions in order to master
the requisitecompetencies;
"

persistence in overcoming difficulties and in persevering when things are not going well;

" the influence and support (when needed) of others.
One further point was repeatedly made in relation to more formal training. This was having
the opportunity to put something into practice immediately (not some time in the future). This
accords with one, at least, of Knowles"Principles of Andragogy' (Knowles, 1980) (Chapt. 4,
p. 105).

Continuing Learning/Continuing Professional Development
Interviewees, but not survey respondents, were asked a number of questions about their
continuing learning and CPD (N = 80). They were not asked about their profession's CPD
policy because it was thought many would be unable to provide sufficiently accurate
information on this. They were questioned about their perceptions of skill loss, their
participation in CPD (or personal learning), the main methods they used, their developmental
priorities and their main drivers.

Knowledgeand Skillloss
Of the 80 people interviewed, 57 (71.3%) were conscious of losing knowledge and skills to
some extent. A number of profession-specific examples were offered. They included a
head teacher who felt he had lost some of his classroom skills, a dentist whose orthodontic
skills, and those linked to infrequently used procedures such as tooth bleaching, had
diminished, and a surgeon who felt his knowledge and experience of primary care medicine
was out of date. Most interviewees did not see skill loss as a problem; they felt they were
losing these attributes because they did not need them. Some were confident they would be
able to recover them if necessary. Some said that the loss of particular skills was not in itself
important, providing they were being replaced by other skills. A few, however, were
concerned about loss of knowledge or skills, feeling that this had made them less broadly
competent, and perhaps less employable, as a result Most felt that some kind of updating
or refresher training was necessary from time to time.
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Participationin CPD
Seventy of the 80 interviewees(87.5%)claimedto have participatedin some form of CPD
(or personallearning)duringthe previous 12 months. Taking account of all forms of
personal learning,intervieweesreporteda mean participationof 17.5 days in the previous12
months. This includedreadingprofessionaljournals, home study, attendingconferences,
team meetingsand away days with an updatingfocus, etc., in additionto more formal
training. Participationranged betweenone day and 80 days. A number at the upper end of
the range were studyingfor Higher Degrees,etc. in their own time and includedthis in their
aggregation.
The participation rate (87.5%) was higher than might have been expected, given the findings
of a recent national survey which found CPD participation rates of 55% for men and 45% for
women (DfEE, 1998c, p. 25). The mean number of days reported (17.5 days) was also
remarkably high. However, the range was wide and the mean was also affected by some
exceptionally high entries, which included home study - e.g. working towards Higher
Degrees. The wide range makes this result unreliable as an indicator of general levels of
participation in CPD. In retrospect, it would have been better to have separated formal from
informal participation and, perhaps, working time from private time. The results could be a
further indication of the incidence of informal learning, something which may be just as
important to CPD as it appears to be to initial development.

In relationto anticipatedparticipationin the next twelve months:
22.5% expected this to be greater than the previous 12 months;
18.75% expected it to be less;

45% expectedit to be about the same.
The remainderwere unableto predict what their participationlevelswould be.
Updatingieamingmethodsused
The most common general methods of learning or updating reported by interviewees
(N = 80) were:
No. of mentions
Reading professional journals
67
Short courses (less than one week's duration)
59
Reading technical/research papers
52
Open and flexible learning
27
Award-bearing courses
24
Longer courses (more than one week's duration)
13
Other (conferences, exhibitions, networking, etc.)
59

Other methodsreported(not in rankedorder)were:
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training videos and audio tapes

computerbased trainingor multi-mediamaterials
professional association's training materials and specialist libraries
lunch time in service training sessions

eveningprofessionalassociationlectures
slotswithin staff or clustermeetings
undertakingNVQ units
television'LearningZone' programmes
cascadetraining (from othersfollowinga course undertakenby them)
supplier-providedtraining
participatingin active CPD networks- e.g. offering e-mail updates
medicalaudits
networking with others
undertaking research

Open Universitydegree course
Internetsearches
writing reflective articles
shadowing others
mentoring others
Developmental priorities

Intervieweeswere invitedto rate severalpossibleCPD aims in relationto their importanceto
their own developmentalneeds. The resultswere:
Mean scores
1-5 scale
4.38 (± 0.17)
3.83 (± 0.24)
3.75 (t 0.22)
3.27 (t 0.24)
3.20 (± 0.26)
3.01 (± 0.26)
2.99 (± 0.29)

Updatingprofessionalknowledge
Updatingprofessionalpracticetechniques
Learningnew skills
Improvingmanagerialcompetence
Developingnew specialisms
Brushingup on rusty skills
Improvingcommercialcompetence

The intervieweeswere also askedto say which of these areas would be the most likelyto
commandtheir participationin the next 12 months. The number of mentionsof eachwere:
Updating professional knowledge

36

Updatingpracticetechniques

14

Learning new skills

10

Improvingcommercialcompetence
Improvingmanagerialcompetence
Developingnew specialisms
Brushingup on rusty skills

10
9
7
3

The most common perceived CPD needs related to the updating of professional
knowledge and techniques. Improving commercial and managerial competencies were
both seen as considerably less important.

The rankings do not seem to reflect the reported trend of growing commercialisation of
professions (Chapt. 1, pp. 4-5). The scores may betray a view that both management
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and commercial skills can be 'picked up' naturally without any formal training. They may
also suggest a relatively narrow view of the scope of CPD. Perhaps respondents cling
to more conventional notions of CPD as relating only to their specialist knowledge and
skills. This view may be being reinforced by the way some professional associations
promote CPD. Madden and Mitchell (1993) found that 95% of the 20 professional
bodies covered in a survey they conducted defined CPD as' updating knowledge and
skills for practice' (ibid., p. 19). In the same survey, none appears to have listed
improving management or commercial competencies when asked to suggest additional
functions of CPD.
The low score in respect of the development of new specialisms is also interesting. It
may indicate a conservatism towards moving into specialised areas or changing
professional roles more generally.
CPD drivers and inhibitors

In relation to the factors which would be likely to increase interviewees' participation in
CPD, the following were offered (these are not ranked in any order):
" changes in the professional body's CPD regulations;
if
compelled by professional body or employer;
"
" promotion, change of responsibilitiesor career move;
" availability of suitable courses;
having
more time to undertake CPD;
"
" changes in operating environment or technology;
" if better cover arrangementswere available;
" changes in relevant legislation;
" greater encouragement by line management.
A lack of time, and inadequate support for CPD by interviewees' employing
organisations or line managers seemed to be the two main barriers to participation in
formal CPD programmes. Changes in personal responsibilities, new legislation covering
their field of work, and more compulsion on the part of professional bodies appeared to
be the most powerful influences towards increased participation.

Chapter Summary
The results presented in this chapter have confirmed that individuals acquire their
professional competence in a wide variety of ways. Formal development programmes were
generally perceived by respondents as making an important contribution, but there were
often doubts about the quality of provision and relevance of some of the content.
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Formal programmeswere generallyseen as better at impartingknowledgeand basic
practice skills than developing other aspects of competence, especially personal

competence,interpersonalskills,ethical competenceand communicationskills.
The practical elements of formal programmes were seen by respondents as important, but
many had been disappointed with certain aspects. Common criticisms included a lack of coordination of theory and practical work and a lack of structure and organisation in
placements. Most would have liked more practical work than they were given. Where
practical work was assessed, the methods used were considered to be only moderately
suitable.

In relation to more general assessment, a wider range of methods was reported than had
been expected. The rigour of assessment was generally perceived to be about right, but
there was a moderate enthusiasm for making assessment methods more reflective of real
practice. A majority also favoured a greater use of competence based assessment and the
assessment of personal competence.

Interviewees in general expressed their commitment to continuing professional
development and claimed rates of participation in various forms of personal learning that
were higher than anticipated. However, there was a wide variation in reported
participation. Despite the changes affecting professions, the updating of professional
knowledge and skills was seen as a considerably higher priority for CPD than improving
commercial and managerial competence, perhaps reflecting a rather narrow view of the
scope of CPD. The main factors having the potential to encourage a greater degree of
participation appear to be: more compulsion on the part of professional bodies;
legislation changes; and career or responsibility changes on the part of individuals. The
main barriers to participation appear to be lack of time and inadequate organisational or
line management support.
The resultsin generalconfirmedthe importanceof informallearningin developingand
maintainingcompetence. However,there were considerabledifferencesin relationto the
types of learning individuals had found useful, underling the dangers of being too prescriptive
in specifying 'best practice' learning methods. The data suggested that reflection may be
less valuable to initial development than to on-going effective performance. This may be
because trainees lack a base of experience against which to reflect The wide range of
learning experiences reported offers valuable insights and has provided the basis of a
taxonomy of informal professional learning methods.

287

Chapter 9

Professions into the Third Millennium: Practical Implications
and Conclusions of the Research

Chapter 9
Professions into the Third Millennium: Practical Implications and Conclusions of
the Research
Introduction
In examining the nature of professions, and investigating the ways in which professionals
become competent, this research has ranged widely across a number of different areas. The
various strands of the research have produced findings which may at times have appeared
diverse and unrelated. In this, the final chapter of the thesis, an attempt will be made to draw
together the various strands in order to distil some lessons, discern some implications, and offer
some practical suggestions. It will draw on earlier chapters in an effort to predict what
professions of the future may look like, and what key attributes will be needed by future
professionals. In particular, it will look at the implications of the findings for how professionals
are developed.

Chapterlayout and content
The first section will revisit the empirical results and attempt to identify some commonalities
key
in
the
both
terms
the
and
competencies or
characteristics
of
across
occupations sampled,
other attributes required. It will draw on the literature relating to the changes professions are
The
future
to
second
professionals
will
need.
which
suggest
additional
attributes
undergoing
section will use the empirical findings relating to how professionals operate and solve problems
to develop a modified epistemology of professional practice. The third section will offer a new
paradigm of professional development, together with an associated personal development
paradigm. The fourth section will outline the practical implications of the new paradigm and
some of the other findings of this research for professional development programmes. It will
offer a model of professional development which conforms to the new paradigm and also draws
on the model of professional competence developed in Chapter 6. The fifth section will evaluate
the extent to which the aims and objectives of the research have been met and will consider
how the research may have added to knowledge in the area. The sixth section will draw
together the broad conclusions of the research. The penultimate section will consider possible
areas of further investigation and development arising from the research, and the final section
will offer a personal epilogue.

Professions Today and Tomorrow
The researchhas examinedprofessionsfrom a numberof different points of view. It has looked
at the originsof professionsand the evolutionof professionaldevelopment. It has reviewed
professionsas they are today and consideredthe ways in which they appear to be changing. It
has examinedthe natureof professionalpracticeand professionalcompetenceas seen through
the eyes of professionalsthemselves. It has attemptedto throw light on how professionals
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acquire and maintain the range of attributes they need in order to be effective. What can be

learnedfrom all of this, and how might it be put to use?
Characteristicsof today'sprofessions
The results presented in Chapter 7 (pp. 218-223) suggested that many professions today do not
conform closely to the general characteristics, previously associated with such occupations.
They also revealed a heterogeneity across professions, with the applicability of different
characteristics differing significantly between professions. Such differences seem likely to
increase as professional-type occupations evolve within new spheres of activity. Is it therefore
sensible any longer to speak generically of an occupational group called professions? On the
other hand might there still be some common thread that would justify this kind of collective
description?

One way to approachthese questionsis to look at what characteristics,if any, all the
occupations in this study strongly possess. A return to the empirical results throws up the

followingcommoncharacteristics:
All
better
the
from
the
tended
to
sampled
occupations
educated membersof
recruit
society (althoughnot all of them had fixed entry requirements). Over 86% of the
people interviewedhad been qualifiedto 'A' level or abovewhen they enteredthe
profession,and the remainderto `O' IeveVGCSEor equivalent. Within the 20-30 age
group, 100% of intervieweeshad been qualifiedto 'A' level or above on entry.
All
knowledge
felt
body
their
respondents
clearly
occupation
required
a
of
of some
-

kind, ratingthis highly in respectof its contributionto effective performance. However,
this was not alwaysknowledgeof the codifiedkind and not always acquiredthrough a
professionaldevelopmentprogramme.
All
the
be
`higher
This
termed
claimed
reliance
on
exercise
of
might
what
order
skills'.
became dear from the high ratings given, for example, to mental/cerebral skills as well

as to personalcompetence,analysisand interpersonalskills.
All
importance
being
to
sampled
professions
attached
particular
client focused, though
the nature of 'the client of coursevaried. Sometimesthe client was an individual,
sometimesan organisation,sometimesan internalcustomerof some kind.
Therefore,the four characteristicswhich appear to apply stronglyto all the sampledprofessions

are:
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1.
2.

Recruitment is from the better educated members of society.
Practice is based upon a body of specialist knowledge and/or experience.

3.

Practice requires the application of higher order skills.

4.

Practice is client/customerfocused.

These are consistentwith the working definitionof a 'profession'offered in Chapter 1 (p. 20),
namely:
based upon specialised study, training or experience, the purpose
an
occupation
...
of which is to apply skilled service or advice to others, or to provide technical,
managerial or administrative services to, or within, organisations in return for a fee
or salary.

It is acknowledgedthat there is a degree of circularityin this result since the working definition
was used in identifyingoccupationsfor inclusionin the study. In spite of this, it is possiblethat
other unexpectedcharacteristicscould have surfaced,or some of the characteristicsidentified
by previous researchers (autonomy, self-regulation, status, etc.) might have been strongly
endorsed. Either of these situations could have required the working definition (which may be
seen as a kind of hypothesis) to be amended.

The resultssuggestthat there does appear to be a genre of occupationwhich is qualitatively
different from otherjobs; one which requiresa higher level of education,specialistknowledgeor
experience,and a high degree of cerebralactivity. It should be added that some at least of the
occupationswithin the genrewould also be likelyto possesssome of the more traditional
attributes (such as altruism and self-regulation), though possibly not strongly. The boundary
around the genre is, however, blurred and using terms such as 'profession' or'professional
occupation' may be problematic due to the baggage these terms carry, some of which is now
out of date. It might be better to use a term such as 'higher level occupations', as favoured by
the UK vocational qualifications system, though the author prefers the term 'professional-type
occupations'. This provides a link with the older, more traditional professions, whilst embracing
the expanding cadre of new and less conventional ones. For comparison, the traditional
characteristics are shown alongside the modem ones in Table 19:
Traditional Characteristics

Cha t. 1, p. 14)

"

Altruistic (service, rather than profit, orientation);

"
"

Non-commercial;
Autonomous(withinjob role);

"

Self-regulating (i.e. by membership, rather than by law);

"
"
"
"
"
"

Learned(requiringprolongedand specialisttraining);
Influential(withinsociety);
Conferringstatus(withinsocietyuponmembers);
Collegial(as opposedto competitiverelationshipwith peers);
Client-focused;
Organisedinto someform of professionalbody

Modem Characteristics
"

Recruitment is from better educated

"

members of society;
Practice is based upon a body of

"
"

specialist knowledge and/or

experience;
Practice requires the application of
higher order skills;
Practice is client/customer focused.

Table 19: Professions Comparison of traditional and modem generic characteristics
-
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Attributes genetic to professions
Closely linked to the above common characteristics, and to some extent overlapping them, are
the attributes that appear from the research to be common to all professional-type occupations.
The empirical work identified a number of skills or competencies to which respondents across all
the sampled occupations attached particular importance, rating these at 4 or more on the 1-5
scale (Chapt. 7, pp. 237-239). These were:

(4.73)
(4.36);
both
and
written
communication
communication
communication
oral
"
" problemsolving(4.29);
"

analytical skills (4.28);

" team working skills (4.03);

" personalcompetence(4.48);
" mental/cerebralskills (4.21);
" interpersonalskills (4.39);and
" reflection(4.32)(Chapt.7, p. 230).
These may all be regardedas genericacross professions,though their applicationis likelyto be
context-specific.They should not thereforebe regardedas necessarilytransferablebetween
one professionalrole and another. For example,problemsolving in a medicalenvironmentis
clearlyquite differentfrom problemsolvingin a legal setting,though there may be some
similaritiesin approach. Organisationand managementskillswhich attracteda mean rating of
3.94 (Chapt 7, p. 239) couldjustifiablybe added to the list
A number of the attributes listed were previously identified as possible meta-competencies - i.e.
'communication', 'problem solving' and 'analysis'. 'Communication', both written and oral,
obtained particularly high scores. These two attributes also feature among the five UK'key
skills' (DfEE, 1998b), as well as being singled out by the Dearing Report on Higher Education
(Dearing, 1997) as among the skills considered crucial to the employability of graduates. Yet a
recent report commissioned jointly by the Committee of Vice Chancellors and Principals and the
Department for Education and Employment stated, "... the grasp of communication skills given
to undergraduates, central though this may appear to most HE programmes, may be less than
appropriate" (CVCP, 1998, p. 6). It continues, °... the training for writing has been contexted in
the culture of academic essays, articles and journals, not in employment (for example
commercial reports)".

Some of the attributeslisted above are admittedlyquite broad. For example,`personal
competence'could includea whole range of disparatecompetencies,as could both
management and mental/cerebral skills. The list may nonetheless be useful in identifying some
of the broad areas which all professional development programmes should address, over and
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above profession-specificknowledgeand skills. The latter of course remain of vital importance
for, as Gonczi et al. (1990)remindus, the identificationof broad attributes,though usefulfor
flagging up the importanceof the kinds of higher level skill that are often overlooked,are no
substitutefor profession-specificanalysisat a more detailed level.
It is acknowledgedthat the empiricalelementof this researchonly provideda snapshotof
professionsas they are today and, in some respects,may be seen as backward-looking- e.g. in
the case of the questionsrelatingto the developmentprogrammeswhich intervieweeshad
undertakensome distancein the past Today's developmentprogrammesmust of coursecater
for the future needs of professionals,as well as their more immediateneeds. Therefore,the
next two subsectionswill attemptto look forward,extrapolatingfrom both the empiricaldata and
the literature,to what future professional-typeoccupationsmay look like and the demandsthis
will place on individualpractitioners.
Future professions and professionals
It seems likely that in the future, professional-type occupations will have their boundaries less
clearly defined than in the past In some professions, this could lead to demands for multiskilling. In others, the growing incidence of multi-disciplinary working will require greater
flexibility and adaptability on the part of practitioners who will need skills which are transferable
between different environments supported, where possible, by context flexible knowledge. It is
possible there will be greater opportunities for movement between professional areas as more
roles span different professional domains and the boundaries between professions become
more blurred. Entry routes to professional-type occupations also seem likely to become more
flexible as alternative qualifications (such as NVQs and qualifications obtained elsewhere in
Europe) become more established, and increasing numbers of non-traditionally educated adult
learners, i.e. those who have not gone through the 'A' level/university route but are nonetheless
well qualified, seek higher level occupations. This of course will require the co-operation of
professional associations and regulatory authorities where these exist.

Hierarchieswithin professional-typeoccupations,as in many other organisationalstructures,will
tend to reduce(Martin, 1995). This is likelyto lead to more egalitarianismwithin professional
environmentsand offer greaterresponsibilityat an earlierstage in a professional'scareer. But it
is also likelyto reducethe prospectsof continuous,upward mobilitythrough successivelevelsof
professionalrole (Caulkin, 1995). Many professionalsmay have to adjust to the idea of
reachinga plateausometimein mid-career.
Knowledgebases,particularlywithin more technicalprofessions,will continueto expandand
upgrade (McGuire, 1993). Knowledge will become more and more internationalised (DTI,
1998). New technology will continue to infiltrate and enrich most professions. The result will be
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a need for professionalsconstantlyto refresh both their knowledgeand operatingmethods.Not
only will continuingprofessionaldevelopmentbe vitally important,but many professionalswill
need the abilityto access and utilisestores of dynamic(changing)knowledgeand information
on a continuousbasis. This suggeststhe need for enhancedskills in the areas of information
handling,and both knowledgeacquisitionand knowledgesynthesis/transfer.
And just as importantas the abilityconstantlyto re-learnmay be the abilityto 'unlearn'; to
discardsupersededknowledge,out-datedpracticesand, crucially,the mind sets that go with
them.
The sheer volumeof knowledgewithin any one profession,coupled with the need to includea
range of other learningprioritieswithin developmentprogrammes,will raise seriousquestions
about how much and what kind of knowledgeto teach and, equally importantly,what elements
of knowledge can safely be dropped from the syllabus. These critical issues will be addressed
later.

Self-development skills, which received relatively modest ratings in the empirical work (3.83 on
average) (Chapt.7, p. 237, Table 11), seem likely nonetheless to become increasingly important
Indeed, learning skills of all kinds are likely to be critical for any future professional. How else
will professionals be able to keep pace with the accelerating changes they are facing?
'Improving one's own learning and performance' is another of the UK'key skills' (DfEE, 1998b)
and 'learning to learn' was identified in the Dearing Report as vital for graduates entering
employment (Dearing, 1997). Not only will professionals need to be equipped with a range of
learning skills (in addition to reflection), but they will need to become autonomous and selfdirected learners, wholly committed to the concept of lifelong learning and continuous
improvement Such traits will need to be promoted throughout the educational system, but it is
recognised that securing the necessary level of individual commitment will not be easy. The UK
Governments Green Paper, 'The Learning Age' (DfEE, 1998a) suggests this may require
nothing less than a culture change across the whole of society.

Academicinstitutionswill need to do more to encourageand facilitatecontinuinglearning
amongst graduate professionals. A few are already starting to transform alumni groups into
active CPD networks. A few are developing courses which will offer on-going or periodic
updating, following initial qualification. Such innovations probably need to become the norm.
At an organisational level too, continuous learning and adaptation will be necessary.

Professionalorganisations,and indeed other organisationsincludingacademicinstitutions
themselves,will need collectivelyto become'learningorganisations'(Jones and Hendry,
1992).
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A further responseto expandingknowledgebases and increasingcomplexitiesof skillsseems
likelyto be a continuationof the trend noted by Child and Schriesheim(1979) (Chapt 1, p. 8)
towards increasingsub-divisionand specialisationwithin professions. This trend too has
importantimplicationsfor what should be includedwithin initial developmentprogrammes.On
an individuallevel,it requirespractitionersto be open and frank about the boundariesof their
own expertiseand the limitsof their competence.
Computer based and other digital technologies seem certain to become increasingly embedded
within professional practice of all kinds, and despite the fairly modest rating given to the
importance of IT skills by respondents to this investigation, it seems impossible to escape the
conclusion that competence within this area will become increasingly important. Information
Technology skills are another of the UK'key skills' (DfEE, 1998b) and were also identified by the
Dearing Report as vital to all graduates (Dearing, 1997). It would seem important to include the
development of ICT skills (not simply IT skills) in any future professional development
programme.
Competition and commercialism appear likely to increase further in many professional areas. As
e-commercel expands, the competition could become increasingly global. Business and
commercial skills will therefore need to be acquired alongside profession-specific skills. Even in
voluntary sector professions, such as the Church, business skills are likely to be needed for
financial management and fund raising. In some professional areas, the competition
encountered will doubtless include expert systems for use by the public; the 'virtual professional'
may be just around the comer. Professionals will need to come to terms with such
developments, embracing and harnessing them to provide added value to clients, rather than
opposing or ignoring them. Expert systems have the capacity to support and enhance the
service provided by 'real' (as opposed to 'virtual') professionals, for example, as an aid to
diagnosis or problem solving. This potential will need to be fully exploited if professionals are to
maximise their effectiveness.
Even for practitioners in less technical or less commercial areas, continuing pressures towards
improving efficiency will mean that effective management will be of increasing importance.
Large numbers of professionals carry some management responsibility (Grover, 1998) and, as
noted in an earlier subsection (p. 291), management skills were rated by respondents, along
with organisational skills, as of considerable importance (3.94). But, in the future, simply'picking
up' management skills 'on the job' will become less tenable. As management itself becomes a
more professional activity (Cannon and Taylor, 1993), professionals will need more formal
development of management skills. This will be important, not just for those professionals who

' commerce
technologies
whichInvolves
useof the InternetorcOw formsof Infomnation
andcommunications
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move into more generalmanagementroles, but also for those who remain in the mainstreamof
their profession(Grover,1998).
The emphasis on client needs, already shown to be of considerable importance through the
high mean rating given by respondents to 'customer focus' (4.19) (Chapt. 7, p. 218, Table 7), is
likely to become even more vital as customers become increasingly knowledgeable and
discerning. Skills linked to customer service and customer care will therefore be of paramount
importance in practically all professional areas.

Closely associated with customer service, and the meeting of client needs, is the question of
professional conduct and ethics. As professional-type roles become increasingly open to public
scrutiny, as environmental concerns intensify further and as ethical judgements in particular
areas, such as medicine, become increasingly complex, it seems likely that the ability to make
sound ethical judgements will be of growing importance.
Additional attributes for the future professional

The above extrapolations,which are all based on the researchfindings, suggest a need for all
(or most) professionalsto acquirea numberof attributes,in additionto the generic attributes
listed in an earliersubsection(p. 291), and additionalalso to the skills and competencies
specificto their own profession. These additionalattributesare:
skills;
" learning/self-development
" self-directedness;
" continuous improvement orientation;
" adaptability;

" contextflexibility;
" knowledgesynthesisand transferskills;
" knowledgeacquisitionand knowledgemanagement;
" informationhandlingskills;
"

ICT literacy and exploitation;

" multi-disciplinary orientation;
" professional management
" business/commercial skills (many professions);
" recognition of competence limitations;

" ethicalorientationand competencein makingethicaljudgements.
This list has obvious implications for professional development. When added to the generic
attributes identified earlier, it suggests a substantial development need over and above the
knowledge and skills specific to a particular profession. This does not necessarily mean they
all
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need to be includedwithin formal developmentprogrammes,but it does mean that any planned
professionaldevelopmentshouldrecognisetheir importanceand have a strategyfor facilitating
their acquisition. Morewill be said of this later. But before professionaldevelopment
programmesare themselvesdiscussed,it is necessaryto return to the question of how
professionalsoperate,becausethis too has implicationsfor how professionalsare developed.
A Modified Epistemology of Professional Practice
The results reported in Chapter 7 (pp. 228-230) suggest that neither Schön's epistemology of
practice, 'reflection-in-action' (Schön, 1983), with its heavy reliance on tacit knowledge and
artistry, nor'technical-rationality', with its view of professional practice as applied theory, offers a
wholly satisfactory explanation of the way professionals actually operate. There appears to be a
greater reliance on the application of specialist or technical knowledge than Schön's work
suggests (though it is acknowledged that Schön does not deny that technical knowledge
plays a part) and more extemporisation than technical rationality assumes.

The empirical results also suggest that professionals adopt a more varied approach to
problem solving than Schön implies. Sometimes this involves drawing on repertoires of
previously-successfulsolutions, as suggested by Schön but, as Chapter 7 (p. 229) shows,
only a tiny minority (1.3%) said this was their primary approach. Problem solving involves a
range of approaches, often in combination - repertoires, seeking expert assistance,
creativity, lateral thinking and common sense. Sometimes, it involves technical-rational
approaches, including returning to first principles or basic theory to work out a solution.
Sometimes professionals are able to reframe problems, as Schön suggests, but in other
cases this may not be possible. The problem itself is fixed and arguably only the possible
solutions are open to creative thinking.
Indispensability of specialist knowledge
The findings suggest that specialist knowledge, whether taught or gained through
experience, is regarded by most professionals as crucially important. Practice which is not
well grounded in specialist knowledge is liable to be flawed and may, in some
circumstances, be downright dangerous. Relying too much on previous solutions may limit
lateral or creative thinking and lead to an inability to cope when unusual problems arise. In
unique situations, a return to well understood first principles can be essential. Where
improvisation is required, or when a technically-difficult problem arises, theory can often

come to the rescue.
Looking beyond this research, the recovery of NASA's crippled Apollo 13 mission could not
have been achieved without a sound knowledge of all the underlying scientific principles.
This enabled engineers to overcome severe damage to the spacecraft and devise

296

procedures for a safe return to Earth (Cooper, 1995). A return to basic theory was also
necessary when surgeon, Angus Wallace performed an improvised operation on a woman
during a flight from Hong Kong to London. Wallace used scissors, a coat hanger and
plastic tubing to execute a chest drain to counter a collapsed lung condition. He used
brandy to sterilise the equipment and a half-filled mineral water bottle, coupled with a
knowledge of physics, to create the all important non-return valve (Dyson, 1995).
In such situations, there are no repertoires available and re-framing the problem is simply
not an option; returning to basic scientific theory is likely to be more fruitful than 'artistry',
though it can be argued that both examples displayed elements of this characteristic in
addition to scientific application. It also seems likely that both situations involved reflection;
Apollo 13 perhaps more in the form of reflection before action and the Wallace example, no
doubt reflection during action.

These examplessupportthe researchfindingsthat, in certain situations,professionalsreturn
directlyto first principles,adoptinga directlytechnical-rationalapproach. In certaintypes of
profession,this may occur quite frequently. This is not to deny that professionalsalso apply
more tacit forms of knowledgeand draw heavilyon past experience,and sometimeson
previously-successful
solutions. Indeedfor much of their activity,the consciousreturnto
specialistknowledgeor theory may be unnecessary. However,even the tacit knowledgewhich
professionalsdisplayis likelyto containelementsof synthesisedtheory and other forms of
specialistknowledge. Therefore,sound technicalgroundingmust be seen as a critical
componentof professionalperformance,though this may not always be acquiredthrough
formal courses.
But as acknowledgedearlier,professionalsare not simplyapplicatorsof specialistknowledge.
Their work also involvesextemporisation,as indicatedby the 56.3% of intervieweeswho
recognisedthat their practiceinvolvedelementsof 'artistry'(Chapt.7, p. 229). The Apollo 13
and Wallace examplesboth illustratethe importanceof improvisationalongsidespecialist
knowledgeand whilst these may be seen as extremecases, they are not untypicalof the
'unchartedterritories'in which professionalsoften have to operate.
The combination of technical grounding and the need for extemporisation points to an
epistemology of practice which will be called 'technically-grounded extemporisation'.

Technically-grounded
extemporisation
Technically-grounded extemporisation differs from technical-rationality in that it recognises that
professionals bring to bear a range of other factors, apart from specialist knowledge, in their day
to day operations and in problem solving. It differs from reflection in-action in that it more
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stronglyacknowledgesthe role of specialistknowledge,and theory, though this may sometimes
be synthesisedin tacit forms. It acknowledgesthe extent of extemporisation(understoodhere
as reacting spontaneouslyand flexiblyto events),'thinkingon one's feet and improvising
solutionsto problems. However,it also explicitlyacknowledgesthat professionalsat times plan,
prepare,analyse,rehearse,and apply more consciousthought and reflection. It suggeststhat
although much professionalactivityoperatesat a semi-automaticlevel, it is mediatedand
informedby specialistknowledgeand interspersedwith elementsof rational and systematic
thought.
Technically-grounded extemporisation implies that professional practice involves a combination
of applied specialist knowledge, rationality and more intuitive forms of thought. The position it
adopts is similar to the hypothesis offered by Hammond (1980) of how experts operate.
Hammond believes they use a combination of analytical and intuitive thinking, and views
these as opposite ends of a continuum (Chapt. 4, pp. 120-121).

Technically-grounded extemporisation may also be seen as consistent with the Dreyfus and
Dreyfus (1986) model of expertise (Chapt. 4, p. 122, Table 2). This also implies a
combination of rational and intuitive activity, but suggests that as people become more
expert, they rely less on rules, guidelines or maxims and more on an intuitive grasp of
situations, based on tacit understanding.

However, they still use analytical and more

rational approaches in novel situations. The Dreyfus's model therefore implies the need for
sound and appropriate technical grounding.

Technically-grounded
extemporisationoffers a more pragmatic,and arguablya more balanced,
perspectiveon how professionalsoperatein practice. It draws both on technical-rationalityand
reflectionin-action and owes much to the latter and to the insightsoffered by Schön. It may be
more accurate therefore to describe it as a modification of reflection-in-action,rather than a
brand new epistemology. It is a modification which attempts to redress the balance
between specialist knowledge and tacit knowledge, and between rational analysis and
intuitive artistry.

A New Paradigm of Professional Development

Chapter 1 (p. 21) suggested that, since the late nineteenth century, the technocratic
paradigm, based largely around the epistemology of technical-rationality, had been more or
less the orthodoxy. However, this had recently found itself challenged by two alternative
sets of principles - those linked to the concept of reflective practice and those linked to
competence. It was suggested that new approaches were now evolving which to some
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extent drew on each of the other traditions and that, as observed by Caskie and Walker
(1997), a new paradigm may be emerging, though this had not yet been fully articulated.
The epistemology of technically-grounded extemporisation, proposed in the previous
section, implies the need for a linked paradigm of professional development aimed at fitting
practitioners to operate in the way described. Such a paradigm would need to focus on
developing a combination of:

kinds);
(of
knowledge
various
professional
"
" workplace competence;
"

reflection

"

both convergent and 'lateral thinking' approaches to problem solving; and

" flexible, innovative practice.
In addition, given the overriding need for professionals in the future to learn and improve
continuously, the development of learning skills and a commitment to lifelong learning also
needs to be a key feature of the paradigm. Drawing these requirements together, the
proposed new paradigm will be given the descriptive, if somewhat unwieldy title -'the
knowledge-grounded reflective competence and lifelong learning paradigm'.

The paradigmwould draw on technocratic,academic,reflectivepracticeand competencebased
traditions,seekingto exploitthe strengthsof each. It would also add the importantdimensionof
lifelonglearning. The new paradigmwould be underpinnedby the revised model of
professionalcompetencedescribedin Chapter6.
The knowledge-grounded reflective competence and lifelong learning paradigm would offer a
combination of `relevant professional knowledge, closely integrated with the development of
practice based competencies of various kinds, i.e. functional, personal and ethical (see Chapter
6). These would be underpinned by both rational thinking and reflective skills. The paradigm
would be practice focused, but provide adequate specialist knowledge. Use would be made of
appropriate competence standards, or similar frameworks, in order to help structure and assess
(formally if required) competence and skills development, and perhaps also to accredit these
elements.

Alongsidethese,the paradigmwould seek to developa variety of learningskills (studyskills,
observation,self-development,experientiallearning,awarenessof learningstyles,etc.) and aim
to inculcatean orientationof reflectiveness,lifelonglearningand continuousimprovement.A
crucialtrait which the paradigmwould seek to encouragewould be self-directedness- the ability
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and motivationto take chargeof one's own learning. It would also aim to developflexibilityand
spontaneityas well as more analyticaland reflectiveforms of thought.
The paradigmwould value equally,specialistknowledgeand practicalforms of competence.
Where formal assessmentwas required,this would use a variety of assessmenttechniquesand
assess both inputs (knowledgeand theory learned)and outcomes (workplacecompetence).
Assessorswould look for evidenceof both analytical,reflectiveand other learningskills,and for
a variety of forms of work based competence- i.e. functional,personaland ethical(as
articulatedin the model of professionalcompetencein Chapter 6).
It is acknowledgedthat in some professionaldevelopmentprogrammes,formal examinationor
assessmentmay not be required. It is also acceptedthat it will not always be possible,or
desirable,for all of the aspectsoutlinedabove to be developedwithin formal programmes.
Indeed,a paradigmof developmentdoes not necessarilyimply the existenceof a formal
programme. It is possiblefor the principleswithin this paradigmto be appliedto less formal
developmentalregimesand even to self-development However,pursuitof the paradigm
impliesa degreeof structureor deliberationin terms of what is covered and to what end.
How much, and what kind of knowledgeshould be included?
As the reader may point out, it is all very well to suggest a list of attributes which ought to be
developed, but any development programme is finite in terms of its duration and what it can
provide. If new elements are added, then other elements may have to be pushed out. If there
is a greater emphasis on the development of skills, then this may mean less time spent on the
inculcation or pursuit of knowledge.

Implementation of the knowledge-grounded reflective competence and lifelong learning
paradigm, particularly in formal situations, would require some difficult decisions to be taken
about what to leave out of the curriculum. Therefore, in advocating the approach, it is only fair
to address this problem. The question of how much and what sort of knowledge to include is
also linked to the problem of expanding knowledge bases and the reducing 'shelf life' of certain
kinds of knowledge.

The importanceattachedto technicalgroundingwithin the paradigmshould be seen as ruling
out any suggestionthat only practicalforms of knowledge,i.e. knowledgelinkedto particular
practicalskills,should be included. It should be dear from earlierargumentsthat the author
believesthat other forms of knowledge,includingbasic principlesand theory are importantto
professionals. But all professionsneed, at regularintervals,to carry out rigorousanalysesof the
knowledgecontentof their developmentcurriculum.This should involve'Weedingout all
unnecessaryor out dated knowledgeand a carefulidentificationof the reallyessentialelements
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which cannot be jettisoned. The latterwould consistof knowledgethat was either essentialto
all practice,or fundamentalto the acquisitionof further knowledgewithin the domain- i.e.
knowledgewhich providesthe necessary'hooks' on which new knowledgecan be hung. This
might be termed 'core and frameworkknowledge'.
Separatingthe two concepts,'core knowledge'will be defined as: knowledgewhich is essential
to all practice withinthe domain;and 'frameworkknowledge'will be defined as: knowledge
which is fundamentalto the acquisitionof furtherknowledgewithin the domain.
In the future, certain kinds of knowledge (especially technical knowledge) will be readily
available at the time it is required through various forms of technology (the Internet, CD ROM,
etc.). Therefore, what will be important for future professionals will not be the ability to hold vast
quantities of knowledge in their human memory, but to have the necessary skills to acquire
specific elements of knowledge when needed. Equally important will be the possession of the
necessary core and framework knowledge to enable new knowledge to be synthesised and
applied in a safe and competent manner. Enabling such processes will be one of the greatest
challenges facing professional development programmes in the future.

It will of course also be necessary for all professions collectively to take steps to ensure that the
necessary 'bolt on' knowledge is readily available in suitable 'bite sized chunks' to all
practitioners through appropriate media, not simply for CPD purposes, but as a working
resource. Academic institutions along with professional bodies would seem to have a crucial
role here, though there are important questions as to how this would be funded. The process
itself might involve the use of the Internet, or profession-specific intranets, containing virtual
knowledge bases and on-line expert systems. Such systems are already demonstrating their
potential for facilitating electronic networking and professional debates amongst practitioners.
This may be leading to an upsurge in collegiality and peer support, what might be called, 'a new
collegiality'.

In the past, many professionalprogrammes,particularlywithin HE, have tended to see their
main role as providing'up front knowledge,with skillsdevelopmenttaking a secondaryrole, or
being left largelyto chancewithin placements. In the future, much more emphasismay need to
be placed on skillsdevelopment,particularlyknowledge-relatedskills,e.g. those linkedto the
acquisitionand synthesisof new knowledge,togetherwith more general learningskills. This
would seem to be the only way to equip new professionalsfor survivalin a world of dynamic
knowledgeand constantlychangingpracticemethods.
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Informallearning
This researchhas confirmedthe importanceof informalprofessionallearningand has
demonstratedthe range of learningmechanismsthroughwhich this can be achieved.The
knowledge-groundedreflectivecompetenceand lifelonglearningparadigm could be usefully
supportedby the taxonomyoffered in Chapter8 (pp. 276-279). This could be used to help
structureplacementsand post formal developmentplans, and to increasetrainee awarenessof
the types of experiencethey should be activelyseeking. Ideally,trainees should be exposedto
as wide a varietyof mechanismsas possible,recognisingthat individualswill vary in the types of
learningmechanismthey find especiallyformative.
A personallearningparadigm
The knowledge-groundedreflectivecompetenceand lifelong learningparadigm could usefully
be augmented by a personal learning paradigm which all trainees would be encouraged to
adopt This will be given the name -'the learning acquisitor paradigm'. It may be seen as a
subset of the main paradigm, but could also be used in a 'stand-alone' manner to underpin selfdevelopment.

The learningacquisitorparadigmwould require professionaltraineesto become active seekers
of learningopportunities,regardingevery experienceand every event, whether positiveor
negative,as a learningexperience.
To encourage trainees to become effective learning acquisitors, they would be helped by their
tutors to recognise all potential learning opportunities. This would include both formal and
informal learning experiences but would especially focus on less formal ones. To assist in the
recognition of opportunities, trainees would be made aware of the sorts of experience that have
proved particularly formative to others. Here the taxonomy of informal professional learning
methods could again be useful. Trainees would be taught how to exploit learning opportunities
to the full; how to 'milk' every experience in order to extract from it the maximum amount of
learning. This might include how to seek feed-back, how to receive and make use of criticism
and how to use a variety of techniques and tools - e.g. reflection (of various kinds), de-briefing,
learning cycles, linking, mind maps, perspective switching, adopting different learning styles, etc.

Traineeswould be encouragedto:
" developa range of study skillswhich would help them make the best use of formal learning;
" find out from peers and/or more experiencedcolleaguesthe sorts of thing that are
particularlyimportantfor them to learn;
" quiz more experienced colleagues about the hidden secrets of mastery and their personal
tips for effective performance;
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" make mental links betweentheir informallearningexperiencesand any relevanttheory or
principlesthey had been taught through their formal training;
" formulate their own theories of action, discussing these with peers and more experienced
colleagues and testing them against future experience;

" regularlyand systematicallytake stock of what they have learned.
Adopting such a personal learning paradigm would, of course, require trainees to be wellmotivated, self-directed and self-evaluative. These traits may not be universal or naturally
occurring, as indicated by the work of Pun (1990) and Kohn and Slomczynski (1990) (Chapt.
4, pp. 105-106), but seem indispensable for professionals of the future who will need to
become skilled, autonomous learners. Therefore, encouraging the adoption of the learning
acquisitor paradigm during initial professional development could be seen as laying the

essentialfoundationsof lifelongprofessionallearning.
Practical Implications for Professional Development Programmes
Epistemologies of practice and paradigms of development can appear rather hypothetical and
distant from reality unless they are turned into practical applications. Similarly, the results of this
research around the area of professional development programmes are of little use unless they
are turned into practical recommendations. This section will attempt to make the link between
theory and practice by spelling out in some detail what a modem professional development
programme might look like and offering suggestions, drawn from the research, on how the
effectiveness of programmes might be maximised.

A professional development model

The knowledge-groundedreflectivecompetenceand lifelonglearningparadigm could of course
be implemented through a range of different developmental models, the details of which would
vary between professions and delivery organisations. But in order to illustrate how the paradigm
might be put into practice, a possible model is offered here. This is of course tentative and
would need to be tested in practice before it was commended for general use. The model is
aimed at satisfying the conditions of the knowledge-grounded reflective competence and
lifelong learning paradigm and also draws further on the revised model of professional
competence, developed in Chapter 6. It is presented in the form of a six point star (Figure 23):
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Knowledge/cognitive competence

(includingcore and frameworkknowledge)

Functionalcompetence

Ethicalcompetence

Personalcompetence
and
oral communication

Core admin./commercial
and managementskills

Learning acquisition and reflective skills

Figure 23: A Model of Professional Development-'The Star Professional Model'
Each of the points of the star would be covered within the development programme, though
not all within formal elements. The emphasis afforded to different components of
competence (knowledge/cognitive, functional, personal and ethical) would be informed by
an occupational competence mix diagram (Chapt. 6, p. 190, Fig. 11), derived through a
suitable survey of experienced practitioners from the profession concerned. Similarly, the
model of professional competence (Chapt. 6, p. 204, Fig. 15) would be used as a

framework to help identify specific competencies and skills in each of the constituent areas
(as illustrated inAppendix 5). Again, suitable field research, e.g. focus groups involving
experienced practitioners,would be needed.
Formal elements
The initial, formal element would concentrate on developing:
" core and framework knowledge (which would need to be carefully elicited);
" information/knowledge acquisition and information handling skills;

" cognitive competence;
" reflective and other learning skills; and both
" written and oral communication.
It would also provide administrative, commercial and managerial grounding relevant to the
profession, and would offer principles, and perhaps frameworks or tools, to assist in making
ethical judgements. The latter would also be developed through a series of `what if
scenarios.
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to competence) and professional socialisation. Use would be made of occupational
standards, if available, and/or frameworks of required attributes.
Ideally, the development of managerial and commercial skills would be sought through
be
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this
that
though
would
accepted
skills,
placements, alongside profession-specific
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if
to
development
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be
to
assess and/or
and,
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Both
supported
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experience
would
early
and
placements
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by suitably selected and trained mentors. Placement elements would be structured so as
to ensure coverage of all the necessary elements of skill, the learning sought being clearly
1991).
for
Boak,
(see
by
'learning
example
contract
a
specified and covered

Examination/assessment
The acquisition of core and framework knowledge and written communication skills would
be assessed through written and oral examinations and through practical tests and
assignments. The acquisition of functional competence would be assessed against
frameworks,
if
competence
similarly-designed
against
or
available,
occupational standards,
using a combination of methods - e. g. observation, portfolio evidence, witness testimony,
etc. The acquisition of relevant personal competencies, ethical competence and oral
communication would be assessed through mentor or placement supervisor reports
(against appropriate frameworks) and/or through simulation - e. g. role plays, presentations,
etc., and possibly through 360 degree feed-back (Chapt. 3, p. 93). Learning and reflective
skills would be assessed indirectly through, for example, the degree of development
achieved during placements and the quality of reflection displayed within placement
reports.

Maximising the effectiveness of initial professional development programmes
Drawing directly on the interviewee comments reported in Chapter 8 (pp. 249-256), a
number of practical suggestions for improving initial professional development programmes
emerge.
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compatibility.
It is recognisedthat some providerswill alreadybe doing many of these things, but it is doubtful
whether many are doing all of them.
Research Achievements against Aims
Evaluating one's own work is never easy. However, it would seem important now to return
to the original purposes of the research to examine the extent to which these have been
addressed, and to assess whether the desired outputs have been achieved.
In order to avoid too much repetition, particular research aims, their related objectives and
directly linked research questions will be combined to produce a number of key themes

which will be used for evaluation purposes.
The first of the formal aims of the research was: "To inform understanding of professions,
professional practice and professional competence, and the ways in which the latter is
acquired". This aim had three directly related objectives:

" to examine the nature of professions and professional practice;
if
to
investigate
to
the
and,
appropriate,
competence
nature
of
professional
"
represent this through a suitable model;
" to investigate the ways in which practitioners acquire the various aspects of their
professional competence.
These three objectives had in turn three directly-linked research questions:

Question No. 1: What is the nature of a) professions; and b) professional practice?
Question No. 2: What is the nature of professional competence and how might this
be modelled ?
Question No. 3: How do professionals acquire and maintain their professional

competence?
To what extent have the key themes contained within these questions been addressed by
the research?
Nature of professions
The nature of professions was addressed both from a historical point of view (Chapter 2)
and in relation to the way they appear today (Chapter 1) through the eyes of a range of
authors and researchers. In the latter case, this included an examination of the supposed,
generic characteristicsof professions. This all took the form of secondary research - i.e. a
desk-based study of primary sources. It is acknowledged that the reliability of the primary
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sources could be variable. They were certainly limited in number, a degree of selectivity
was necessary, and the author's assessments of the validity of various arguments offered
by the primary sources were inevitably subjective.
The nature of professions was further investigated through the parts of the empirical work
which examined the current validity of the characteristics traditionally associated with
professions (autonomy, status, self-regulation, etc. ) and the parts which collected
information about such things as pre-entry requirements, standardised training, licensing,
charted status, etc. An earlier section of this Chapter (pp. 288-296) attempted to identify
general characteristics of modern professions and make some predictions about the nature
of professions in the future. But as already acknowledged, these results were to some
extent influenced by the inclusion within the sample of a number of newer professional-type
occupations. The predictions relating to future professions, although grounded in the
research, were speculative extrapolations which went beyond the actual research results.

A further limitation was that the empirical work relied purely on a single perspective - i.e. the
practitioners' viewpoint.
Although there were some important limitations in the methodology, it is argued that the
research did inform the nature of professions, as originally intended.
Nature of professional practice
Both Chapters 1 and 2 included elements which touched on the nature of professional
practice as it was in the past and as it is currently. Chapter 3 looked at the issue more
theoretically in considering Schön's new epistemology of practice, reflection-in-action
(Schön, 1983) and at its main competitor, technical-rationality.

A proportion of the empirical

work was also devoted to examining the validity of each of these. This chapter has drawn
on the results to produce a modified epistemology of professional practice. It is
acknowledged that the questioning used to test the validity of the two epistemologies, and
from which an alternative was derived, was relatively limited. The results again relied on
practitioners' own perceptions of the ways in which they operate.
Nonetheless, it can be claimed that the research has added to the understanding of
professional practice, challenging the Schönerian position and offering an alternative
hypothesis based on a modest amount of empirical data.

Nature of professional competence
The nature of professional practice was a recurring theme throughout the research. The
nature of competence in general was explored in some detail in Chapter 3 which examined
various perspectives on competence and the ways in which competence might be identified
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or assessed. Chapter 6 took up the theme in greater detail, homing in specifically on
professional competence and developing a provisional model which went on to be tested in
a number of ways. The empirical work was used in part to test the model. It also examined
how professionals themselves identify competence in others, and attempted to identify
critical competencieswithin individual professions and key generic competencies across
professions, the latter being developed further in this chapter.
It is argued therefore that this theme has been reasonably well addressed. The research
has put considerable effort into examining the nature of professional competence and has
suggested a way in which it might be modelled, which has been relatively well tested.
The acquisition and maintenance of professional competence
This is arguably the most central of the research themes and a considerable proportion of
the research effort has been directed towards it. Chapter 2 looked at professional
development from a historical point of view, Chapter 4 examined the literature linked to
learning and development, and the empirical work (both interviews and surveys) sought
further illumination around this area. In the last of these, both informal and formal
developmental experiences were probed.
The results were articulated through the taxonomy of informal professional learning
methods, presented in Chapter 8 (pp. 276-280), which aimed to add further illumination and
erudition to this area.
The limitations of this part of the methodology were acknowledged in Chapter 5. As with
other aspects of the empirical work, one of the main weaknesses was the sole reliance on
practitioner self-analysis,which could lead to distortions in the findings. Nonetheless, it
seems reasonable to claim that the research has addressed the question of how
professional competence is acquired, though it has not come up with any slick or simple
answers, but rather a matrix of mechanisms, many of which have been previously
observed, though often in relative isolation. The research has also provided some data on
how professional competence is maintained, particularly in respect of CPD. But this
information is limited and there were weaknesses in the methodology in relation to how
CPD participation levels were gauged, as acknowledged in Chapter 8 (p. 284).
The second of the two research aims was: "To inform the design of approaches to
professional development, including practitioner self-development".

This aim had three

directly related objectives:
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development
formal
initial
(including examination/
to
examine
methods
of
professional
"
assessment), and assess their effectiveness in developing and sustaining professional
competence;
" to develop (if appropriate) a new paradigm (or paradigms) of professional development
and practitioner self-development;
" to suggest improvements that could be made to professional development programmes,
and ways in which professionals might better help themselves to develop.

These objectives had in turn two directly linked research questions:
Question No. 4: How effective are current professional development arrangements?
Question No. 5: How might professional development be improved?
To what extent have the key themes resulting from the second of the research aims been
addressed?

Effectiveness of current methods of professional development

The empirical element contained a limited number of evaluative questions about the
professional development programmes interviewees had undertaken. However, there is a
problem in relation to the currency of the information obtained. Respondents were
reporting on professional development programmes as they were when they had
undertaken them. In the case of the older respondents this could have been many years
ago. It is therefore not possible to provide an overall assessment on the effectiveness of
current professional development programmes. Nevertheless, the data relating to
strengths and weaknesses of programmes, as seen through the eyes of trainees, should
have some validity in a generalised sense. So too should the suggestions for
improvementsin both professional development programmes and assessment.
How can professional development programmes be improved?
The empirical work yielded some suggestions for improving professional development
programmesfrom a trainee perspective. Drawing more widely on the research, this chapter
has offered further suggestions for bringing professional development more into line with
the needs of future professional practice. This has been addressed, not least in the form of
the new paradigm of professional development and the more detailed model showing how
the paradigm could be applied in practice.
It is accepted that both the paradigm and the related model are hypothetical and would
need to be tested extensively in practice before being widely commended.
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The issue of professional self-development has been touched on through the development
of a subsidiary paradigm but, like the main paradigm of professional development, this is in
need of validation. In its present form, it offers a broad approach to practitioner selfdevelopment but falls short of providing detailed advice on how professionals can develop
themselves.

It is arguable that the paradigm should be tested and if necessary modified

before such detailed guidance is developed.

Outputs
Table 20 lists the planned research outputs, together with the achievements against each:
Planned Outputs

Actual Outputs and Comments

A comprehensive literature review
A new or modified model of professional
competence which can be used to inform

Arguably achieved
a) An empirically tested new model
b) Framework form used to elicit key

professionaldevelopment programmesand
provide a framework for eliciting the key
attributes of professions
A new or modified paradigm of professional

development

attributes for 3 professions (Appendix 5)
a) A modified epistemology of practice

b) A new paradigm of development
c) A related self-development paradigm

d) An exemplar model of development

Recommendationson how professional
development might be improved
Recommendationson how individuals might
maximise their professionallearning and
development

Achieved - see earlier section (pp. 303-
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Paradigm of self-development produced,
together with taxonomy which can be used
by Individuals, but detailed
recommendationsrequire validation and
further development

A relivable researchmethodology

Arguably achieved

Table 20: Planned versus actual research outputs
Contribution to knowledge?
Another question which must be confronted at this point is the extent to which the research
has added to knowledge in the area. This is a difficult question because it is an area in
which it is difficult to say what is actually known. There is also the added difficulty that in
the field of social science in general, it is rare that researchers make completely new or
unique discoveries about matters relating to human nature, though they may find new ways
of analysing or articulating these. It is within this context, and with considerable caution,
that this important issue is now addressed.

The research has arguably offered some new illumination around the area of how
professionals operate. By challenging the Schönerian view, which in some areas was
beginning to take on the mantle of orthodoxy, and offering an alternative analysis, it has
contributed to the debate about professional practice. It has also thrown new light on the
nature of professional practice, and yielded an alternative epistemology.
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The research has also helped to articulate a new paradigm of professional development
which attempts to combine the strengths of what were previously often seen as conflicting
paradigms, e.g. academic versus competence based versus reflective practitioner, and also
incorporates a lifelong learning dimension.
The research has provided a new way of modelling professional competence, though this
draws on several previous approaches. The resulting model is arguably more
comprehensive and holistic than any of its forerunners and seems, from the feed-back
received from experts in the field, to have offered new illumination. It is perhaps relevant to
report here that the publication based on the revised version of the model (Cheetham and
Chivers, 1998) was selected from across 400 academic journals for a special award (Anbar
Electronic Intelligence Citation of Excellence) for its "... outstanding contribution to the
literature and body of knowledge".

One fascinating and perhaps unique finding of the research was the importance of
personal competencies, coupled with certain subjective factors, such as appearance and
speech, in signalling professional competence to others, even within the same profession
(Chapt. 7, pp. 234-236). The extent of the use of psychological techniques such as
visualisation, forms of positive thinking and mental rehearsal to help prepare for difficult
tasks (Chapter 8) was a further interesting finding, though it might be argued that this ought
not to be too surprising. Both sets of phenomena would benefit from more focused
investigations.
The central focus of the research was of course the acquisition of professional
competence. In this area, although the research has produced a range of interesting
insights, it cannot be argued that the resulting, identified learning mechanisms were totally
unique. As previously acknowledged, many of them were already well known and
described in the literature. But often they had been described in isolation, sometimes with
a degree of reductionism which suggested that one or other mechanism was the single
most important method of learning. In some instances the results of the research
reinforced earlier hypotheses, in others these were challenged.

It seems to be the case

that none of the previous researchers have picked up such a wide range of learning
mechanisms, experiences and events or located these in relation to each other.

The resulting taxonomy, though in need of further refinement, offers what is believed to be
the first attempt to bring such a wide range of learning experiences together in a single
framework, in a way which offers a structure and hierarchy. The taxonomy also provides a
new tool which can be used in the planning of professional development programmesand
in guiding practitioner self-development. Though the taxonomy itself could benefit from
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further elaboration, it appears to be broader-based and more comprehensive than any
known forerunner. In a few areas, such as role modelling, the research findings led to a
new typology of levels. Similarly, in relation to reflection new, or previously undescribed,
categories emerged.
The main potential contributions to the knowledge in respect of the acquisition of
professional competence may therefore be summarised as: the demonstration of the
multifaceted nature of professional learning; the reinforcement of the individuality of
learning experiences; the indication offered of the sheer volume and variety of learning that
takes place long after formal training has ended; and the attempt to identify and order the
various mechanisms involved.
Conclusions
Professions, however defined, are currently in a period of considerable change. It seems
likely that such changes will continue and will probably accelerate due to continuing social,
economic and technological pressures. Therefore, professional development must focus
strongly on equipping professionals to cope with future changes. This may be more
important than fitting them for every eventuality they may meet in their early practice. Most
crucially, it must include the skills required to acquire and synthesise new knowledge, along
with more general learning skills (including reflection) linked to a commitment to lifelong
learning.

A number of the classic characteristicstraditionally associated with professions no longer
apply to many professions, or do so rather weakly. Therefore, using the possessionof such
characteristicsas a way of identifyingor defining professionsis unsatisfactory. It is likelyto lead
to a narrow group of qualifying occupations. Professions today cannot easily be'pigeon-holed'.
They are a heterogeneous group of occupations and their characteristics vary according to their
functions, operating environments and perhaps their history.

Other features, often seen as characteristic of professions, such a professional body
membership,the provision of standardised training for new entrants and even formal
pre-entry requirements are by no means universal. Where the latter do exist, there are
doubts amongst practitioners about their relevance, and there is a tendency for such
requirementsto be progressivelytightened, though this may not be as restrictive as it may
seem since the general level of education of the population is also progressively increasing.
But given the increasing diversity of qualification routes, professions ought perhaps to be
opening up entry to those with less traditional qualifications. They should certainly ensure
that any pre-entry requirements that they do impose have been validated against the
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attributes needed for successful completion of the development programme and, ideally,
successful practice within the profession.
Where professions offer formal development programmes, these are often seen by participants
as better at imparting knowledge than developing professional practice skills. Programmes do,
however, often include significant elements of practical work but the quality and relevance of
these to real practice is variable and there appears to be a widespread demand among trainees
for a greater concentration on practical skills development, even where the proportion of
practical work is already high. Professional developers should look for ways of satisfying this
demand in ways that are as close as possible to the professional workplace and which offer
structure, predictability and consistency in terms of what is learned. Trainees should be
encouraged towards as wide a range of potentially formative experiences as possible, for
example within placements, and taught how they can best exploit these.

Appropriatespecialistknowledgeis also crucialto effectiveperformanceand it is importantthat
in addressingthe criticalityof practical skills, the importance of knowledge should not be
devalued. However, the knowledge content of programmes needs to be regularly reviewed
with a particular emphasis on the identification of `core and framework knowledge'.
There appear to be certain attributes that could reasonably be regarded as generic to
professions and which ought therefore to be addressed within all professional development
programmes. These include problem solving, analysis, team working, inter-personal and
management skills. The single most important generic attribute appears to be oral
communication.

Personal and behavioural skills also appear to be critical, not only for

enabling effective performance in various aspects of the professional role, but also for
transmitting an aura of competence to others. The ethical dimension was also recognised
as important to professional performance. Yet many of these attributes were considered
not to have been well addressed in past programmes. Professional development
programmes should facilitate the development of each of these attributes and also explicitly
address the issue of professional socialisation, though it is recognised that in each case
further development will need to take place beyond the formal environment and after the
initial programme has been completed. None of this should be at the expense of the
development of the profession-specific skills and competencies on which a practitioner's
specialist expertise may rest.

Professional learning is a complex process and post-formal learning appears to be a major
contributory factor to professional competence. Although this is a natural process, it ought
to be possible to enhance it by helping trainees to develop more effective learning skills.
Individuals learn in many different ways and it is clear that different individuals find different
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kinds of experience formative. Therefore, in facilitating post-formal learning it is dangerous
to give primacy to any single approach or process, assuming this will work for all trainees.
Instead, it may better to encourage trainees to recognise, seek out and fully exploit as wide
a range of potential learning opportunities as possible. Indeed trainees should be

encouraged to view all experiences as potential learning experiences, becoming
autonomous, self-directed 'learning acquisitors'.
There is a clear recognition amongst professionals of the value of reflection and a strong
tendency for them to reflect about their work. However, this often involves unstructured,
casual or even almost subconscious forms of reflection. Reflection also appears to
contribute less to initial development than it does to the on-going performance of more
experienced professionals. There would seem to be value in training professionals to
reflect more systematicallyas a way of making their reflection more productive. This
should be included within the development of learning skills.
Within the study, written examinations were the most widely reported method of assessment,
though less formal assessment methods and even competence based assessment were not
uncommon. The rigour of assessment was generally considered to be about right, but there
appears to be a moderate enthusiasm for making assessment methods more reflective of real
practice and for the greater use of competence based methods. Both of these issues should be
addressed by providers and where possible a range of assessment methods should be used in
order to increase the reliability of assessment.

There appears to be a strong recognition on the part of professionals of the importance of
CPD, though the extent to which this is translated into participation is less certain and the
CPD horizons of practitioners seem relatively narrow. These are often focused on
updating, as opposed to broadening knowledge and skills, undertaking new specialisms or
developing extra-professional competencies - e. g. in managerial and commercial areas. In
the case of managerial and commercial areas, there appear to be courses and/or learning
materials available specifically for professionals, some of them endorsed by professional
associations (see, for example, the reference to competence based management CPD for
professionals, Chapt. 1, p. 32). However, the relatively low priority given to these areas by
practitioners may reflect a view that such skills can be picked up on the job. As in initial
professional development, there would seem to be a considerable amount of continuing
learning and updating done through informal methods.
Competence is potentially a problematic concept but it is capable of illumination by
considering it from a number of different perspectives. Equally, the modelling of
professional competence may best be done by incorporating a range of perspectives into a
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single model. This seems to be the only way of avoiding the partiality that appears to exist
in previous models.
Professionals operate in complex ways in doing what they do. Previous attempts to
categorise their modus operandi, though insightful, have tended to be overly reductionist.
Professionals appear to be pragmatic, changing their mode of operation and approach to
problem solving, perhaps unconsciously,to suit different situations. Any epistemology of
practice must recognise this tendency, as must any professional development paradigm.
Areas for Further Investigation and Development
In a number of areas, this research has only scratched the surface of some very complex
issues. It leaves some questions only partly answered and sets the agenda for a range of
further investigations and developments. This section identifies possible future work.

Formal learning

This research has highlighted the importance of personal competence, communication
skills and ethical competence, but it was beyond the scope of the work to identify the best
ways of developing these, or indeed the best ways of assessing them. Investigations
around these areas would be extremely valuable. Similarly, given the importance of both
reflection and other learning skills, an investigation of ways of facilitating the development
of these skills would seem to be important. This work might be linked to studies of what
makes for an effective, autonomous learner.
If the suggestions made in this thesis regarding the identification of core and framework

knowledge are to be adopted, more work will be needed to devise procedures for eliciting
such knowledge.
Informal learning
One useful line of further inquiry in this area would be an investigation of possible
correlations between particular learning mechanisms, or particular kinds of experience,
and the development of particular kinds of competence.

For example, are some

mechanisms better than others at developing personal competencies in general, or for
developing particular kinds of behavioural skill? The answer to this question would assist in
planning development opportunities to cover the full range of desired skills and
competencies.

Another useful piece of work would be around the taxonomy of learning mechanisms. This
might include research aimed at validating the taxonomy, a search for additional
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mechanisms and/or types of learning experience, and possibly developing the taxonomy
further by introducing a third order of disaggregation.
A third area of potential work linked to informal learning would be to investigate why a
particular learning experience (such as role modelling) seems to work well for one individual
but not for another. Is this linked, for example, to preferred learning style and/or to
particular personality traits? Might it be possible to predict which type of learning
mechanism or experience will be the most suitable for a particular individual? Such a
prediction would be useful in steering trainees towards the kinds of opportunity and
experience that would be most suitable for them.
Professional competence model
The model of competence developed through this research, though tested to some extent,
would benefit from further validation. Such work could lead to modification or further
refinement of the model.

A useful additional piece of work connected to the model would be the development of a
questionnaire which could be used to elicit data for the construction of occupational
competence mix diagrams. This could be similar to those used for conducting learning
styles inventories (Smith and Kolb, 1985; Honey and Mumford, 1986) (Chapt. 4, pp. 118119). It would ask a series of disguised questions, the combined answers to which would
enable the segment angles for the four core components to be determined. Such a
development would require a considerable amount of piloting but the resulting instrument
could prove useful to those planning professional development programmes.
A similar instrument might also be developed for enabling the construction of individual
competence mix diagrams (Chapt. 6, p. 192, Fig. 13). These could be used as an aid to
self-development.

Other factors affecting professional competence

There was some indication from the research that professional competence was affected
by context, environment and personality but there was insufficient time to explore these
dimensions in any depth. They are therefore shown within the model as external, relatively
static elements. But clearly, there are few professions today where the context and
environment are truly static, and the ability to respond and adapt to rapid change is
increasingly seen as a key requirement for successful professionals. A better
understanding how competence is mediated by each of these factors would not only inform
possible refinements to the model but might, for example, help the matching of particular
personalitytypes to suitable kinds of conversion or remedial training.
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The importance of the affective domain to professional competence may be
underestimated currently. Further investigations around this area might include the use of
psychological techniques to improve competence, and the role of personal competence
and/or other factors in signalling competence to others.
Epistemology and paradigm validation
It was acknowledged earlier that the questioning around the area of how professionals
operate was relatively limited. It also relied entirely on the perceptions of practitioners,
themselves. A more intensive investigation of the modus operandi of professionals and of
how they solve problems would be desirable. This could benefit from the use of alternative
research methods, perhaps including direct observation of professionals and/or interviews
with other parties, such as clients and employing organisations.

Similarly, it would be

sensible to test the validity and practicability of the proposed new paradigm of professional
development. Such investigations might of course lead to a modification of the
epistemology of practice and/or paradigm of professional development offered in this
thesis.

Professional development guides
The practical implications of this research need further exposition and might usefully be
turned into at least two practical guides. One of these could be a guide to the design of
professional development programmes. This would be aimed at professional associations,
HE institutions and others involved in organising professional development. The other
could be a practitioner self-development guide. This would be geared towards individual
professionals and would aim to help them to recognise potential learning opportunities and
to exploit these to the full. Development of the latter would require further work to 'flesh
out' the learning acquisitor paradigm and turn this into practical suggestions, along with
suitable supporting exercises or tools.
Finally, in relation to areas for further investigation and development, mention should be
made of continuing professional development. This is already attracting a growing amount
of research but given the importance of CPD, clearly more is needed. Key questions that
need to be addressed should include:
" what are the most effective ways of encouraging participation?

" what is the relative effectiveness of different types of CPD policies, implementation
methods and support mechanisms?
" how can the learning resulting from CPD (outputs or outcomes) be effectively
measured?

318

Epilogue
In this, the final section of the thesis, I shall adopt the 'first person' to offer a few personal
reflections on the research.
This research has been multifaceted and wide ranging. Yet, I hope it has not been too
diffuse to yield some useful results. I believe that by taking a broad view of professional
development, the investigation ought to have delivered findings and insights that are more
holistic than would have been forthcoming from a narrower study.
With hindsight it is of course possible to see ways in which the research could have been
improved. For example, it would probably have been better if I had collected less factual
data about the sample professions and, instead, investigated in greater depth the ways in
which professionals operate. This would have provided a firmer foundation on which to
base the modified epistemology of practice and construct the new paradigm of professional
development.

I consider both of these to be key research outputs, which are reasonably

well supported by the data from the research, yet I have to accept that both are more
tentative than they might have been had I put more resource into these two areas.

Similarly, if I had focused more on psychological, as opposed to sociological issues from
the start, I might have been able to investigate more fully the impact on competence of the
affective and cognitive domains - e.g. feelings, emotions, relationships, thought processes,
mental models, etc. As it was, I was given some tantalising glimpses of these fascinating
areas but was unable to explore them in depth.
Looking back, it is possible to see a number of ways in which the research methods could
have been improved, yet I believe that despite some limitations, they were on the whole
robust and the results obtained reliable (except where otherwise acknowledged).
From a personal point of view, the research has been a profound, if at times taxing, journey
of discovery. Not only have I learned much about professionals and how they operate and
develop, but I have also learned more about myself. It has been reassuring to find that
even the most competent of professionals also have doubts from time to time about their
own effectiveness, often have areas where they feel less than adequate,
and sometimes face blocks to their competence.
I have been deeply impressed by the calibre of respondents, the willingness with which
they gave of their time, the candour with which they answered questions, the humility they
often displayed in admitting problems and shortcoming, the graphic and at times moving
anecdotes they related, and the profound insights they offered. The experience has
encouraged me to reflect more about my own professional practice and hopefully effect
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some improvements. I have also found myself making use of some of the approaches
various respondents had themselves found helpful, particularly in overcoming difficulties.
I have found the challenge of conducting part-time research alongside a demanding fulltime job both taxing and energising. It has informed and invigorated my role as a
Government policy adviser and has enabled me to take on new areas of responsibility.
Though the findings and products of this research are modest, it is my sincere hope that
they may in some small way help those professionals who come after me to acquire
competence more surely and more quickly and, despite the changes and challenges they
will undoubtedly face, to become ever more effective throughout their professional lives.
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Appendix I
Provisional Model: Expert Critique Questionnaire

Provisional Model of Professional Competence
Expert Evaluation Questionnaire
Please use this Questionnaireto offer your views on the model.
1.

Please rate the model in relation to the following factors (circle' 0' if unable to make a judgement)
a)

b)

C)

d)

Clarity and Coherence
poor 12 345

excellent

0

poor 12 345

excellent

0

poor 12 345

excellent

0

Comprehensiveness

Soundness

Effectiveness
poor 12 345

2.

excellent

0

Please state below the main strengths of the model:
...............................................................................

.......................................................................................................................................................
3.

Pleasestate below the main weaknessesof the model:

.......................................................................................................................................................
4.

How would you suggestthe model could be improved?
.......................................................................................................................................................

.......................................................................................................................................................
5.

Please suggest any concepts, approaches or authors that you think ought to be taken into
account in any modification to the model:
.......................................................................................................................................................
.......................................................................................................................................................

6.

Please use the space below to add any further comments you may have either about the model or
the research in general:

.......................................................................................................................................................

.....................................................................................................................................................
Thank you for your help. Please return this questionnaire to Graham Cheetham,
102 Henley Avenue, Sheffield S8 8JJ.
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Appendix 2

Practitioner Interviews: Interview Schedule and other Instruments

Letter sent to interviewees prior to interview
102 Henley Avenue,
Sheffield

S8 811

RESEARCH INTO PROFESSIONAL COMPETENCE

Thank you for agreeingto be interviewed in connectionwith my Doctoral Research. This note will
give you a brief idea of what the work is about and what the interview will involve.
Puroose
The purpose of the research is to examine how people in a variety of professional occupations
acquire and maintain their professional competence. Information gained through the research
could be used to help to improve professional development programmes, including those related
to continuing professional development.
There are a number of strands to the work, one of which involves interviewing a sample of people
from 20 different professions. These include new and emergent professions as well as the older
and more traditional ones.
The Interview

The interview is likely to take around two hours and will cover a range of issues relating to
professional practice and professionaldevelopment.
Some questionswill simply require 'Yes ' /' No ' /' Not Sure 'type answers, others will require
you to rate some factor or other on a1 to 5 scale, and others will invite you to offer your own
insights or opinionson various matters.
You should find most of the questionsstraight-forwardenough to answer, through a few may
touch on issueswhich you haven't really thought about. Please don't feel under any pressureto
supply answersto every question. If you don't feel able to answer a particular question 'off the top
of your head', please say so.
in case you wish to give a little prior thought to some of the more complex issues we will be
discussing, the following preview might be helpful.
1. I will be inviting you to give your views on how you personally recognise professionalism on
the part of people from both your own and other professions. In the case of your own profession, I
will be asking you to suggest a few of the abilities, skills, behaviours etc. that you consider to be
really crucial to professional performance.

2. I will be asking you (very briefly) to describe the professional education and training
programmeyou undertook(if any) and to suggest any strengths and weaknesses it may have had.
3. I will be exploring with you how you developed the various aspects of your professional
competenceand what sort of learning methods or experiences have worked best for you.

This will not of course be confined to the formal education and training you may have undergone
but will no doubt also include a considerable amount of 'on the job' learning.
4. I will be asking you about what sort of things you found particularly difficult when you first
started to practice as a professional and how you overcame these difficulties.
Thank you again for your assistance. I look forward to meeting you in the near future.

Graham Cheetham
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Interview Schedule

Final Version (Aug 1996)

THE ACQUISITION AND ACCREDITATION OF PROFESSIONAL COMPETENCE
Model Opening Statement

Interview Number

.......

Thank you for agreeing to take part in this interview. All your answers will be treated in confidence and
your views will not be individually identified when the research is written up.

Part 1: Interviewee Details
1.1 Profession

.............................................................................

1.2 Current Job Title or Appointment

.............................................
12
1.3 Is your current work directly within the above profession? YES
12

1.4 If NO, Is your current work linked to the above profession? YES
12
FEMALE
MALE
1.5 Interviewee's Gender

1.6 Interviewee'sAge Range

20-30
31-40
41-49

1
2
3

P

50+

4

NO
NO

1.7 Length of Time in Profession (since first qualified to p ractice or

first post-trainingappointment)
less than 2 years
2-5 years
6-10 years
11-20 years
21-30 years
more than 30 years

1
2
3
4
5
6

1.8 Academic/ProfessionalQualifications (circle all that apply)

P

CSE, 0 level, City & Guilds, GCSE
A level, ONC, OND, BTEC etc.
HNCIHND
1st Degree(3 years full time or eqiv.)
Ist Degree(4 years or more)

I
2
3
4
5

Higher Degree (Master's/PhD)

6

Other qual. (including vocational/
professional)(specify) ..........................

7

1.9 Which of the above was your highest qualification
when you enteredyour professionas a trainee? .................
1.10 Which (main) professional body

do you belongto, if any?

..................................................................

1.11 Is membershipof the above compulsory?

12
YES

NO

1.12 Do you belong (or have you belonged)to any
other professionor professionalbody?

12
YES

NO

1.13 If YES, pleaseexplain

.......................................................................

Notei P denotes use of Prompt Sheet

Part 2: Employing Organisation

2.1 Sector.

1234
PUBLIC SECTOR

Details (current or when last in practice)

VOLUNTARY

PRIVATESECTOR

OTHER

2.2 No. of employeesin immediate employing organisation(i.e. practice, hospital, college, etc.)
less than 5
6-10
11-50

1
2
3

51-200
201-500

4
5

501-1,000
1,000+

6
7

12
YES

2.3 Are you self employed?

NO

Part 3: Nature of Professions and Professional Practice
3.1 The following characteristicshave sometimes been ascribed to professions.
P To what extent do you think they apply to your own profession as it is today?
a) altruistic (i. e. a service, rather than profit, orientation)

not at all 12 345 strongly

b) non-commercial
c) offers autonomywithin job role
d) learned (i.e. requiring prolonged and specialisedtraining)

12345
1 2345
12345

e) has collective influence within society

1 2345

f) confers status (within society) upon members
g) self-regulating(i.e. by membership)
h) relationshipwith peers, other practices, etc.
is collegial (as opposedto competitive)
i) client/customerfocused

1 2345
12345
12345
12345

3.2 Which of the following statements best describes the way you operate as a professional?
P

a) it's largely a matter of applying my specialist knowledge
b) it's much more of an art than a science
c) it's a combination of both art and science
d) it's none of the above
e) if none, please offer your own description
..............................................................................

1
2
3
4
5

3.3 Thinking about the way you solve professional problems,which of the following statements is
P most applicable?
a) I draw on my specialist or technical knowledge in a conscious and systematic way
b) I do it more or less automatically without consciously referring back to any particular theory
c) I draw on a repertoire of solutions that have worked for me in the past
d) I use my common sense
e) I use a combination of a, b, c and d (state comb)
..................
f) I do it by some other means (describe)

I
2
3
4
5

6
g) I don't really know how I solve professional problems

7

3.4 Are you personally aware of consciously reflecting upon your
performance as a professional?

123
YES

NO

NOT SURE

If NO or NOT SURE, go to Question 3.10
3.5 Is this somethingyou do on a regular basis?

123
YES

NO

NOT SURE

3.6 Do you reflect
a) about a particular action or event after the event (i. e. a post-mortem type exercise)?
b) in the middle of an activity?

3.7 Can you call to mind examplesof your use of reflection?
12
YES

I
2

NO

3.8 If YES, please outline example(s)
..............................................................................

3.9 Do you consciously modify the way you do things as a result of reflection?
1234
YES, REGULARLY
NO
YES, SOMETIMES

NOT SURE

3.10 How would you rate the importanceof reflection in relation to you own professional practice?
of little importance 12 345
Part 4: The Nature of Professional

extremely important

Competence

4.1 How do you personally recognise professional competence in people from professions, other than your
own? (i. e. what features, characteristics, behaviours etc. do you look for? )

4.2 How do you recognise professionalcompetenceamongst colleagueswithin Your own profession?
(i.e. by what key features, characteristics, behaviours, abilities etc.?)

4.3 Which of the above, or what other characteristics or abilities, do you consider to be particularly crucial
or critical to effective performance within your profession?

4.4 How important are the following abilities to effective performancewithin your profession?:
a) written communication
b) oral communication

c) creativity
d) analytical skills
e) problem-solving skills
f) self-development skills
g) skill with numbers
h) information technology skills
i) ability to work within a team

not very 12345
12345
12345
12345
12345
12345
12345
12345
12345

extremely

4.5 Please rate the following in relationto their importanceto effective performancewithin your own
profession:
0

knowledge
a) technical, theoretical or specialist knowledge
not very
b) tacit/practical knowledge(i.e. linked to the things you do,
but not easy for you to describe)
c) knowledgeof procedures(routines)
d) knowledgeof the specific working context/environmentin
which you are currently employed (e. g. organisation, clients, etc. )

12 345
12345
12345
12345

extremely

skills

e) ability to carry out the full range of tasks or functions
specific to your profession
f) organisational/managementskills (e.g. planning, delegation,
people/resourcemanagement)
g) commercial/entrepreneurialskills
h) cerebral or mental skills (e.g. analysis,
diagnosis, mental agility, numeracy)

i) physical or manual skills (e. g. hand/
eye co-ordination, dexterity etc. )
j) personal skills (e. g. self-confidence, empathy,

presentationskills, thinking on feet, etc.)
k) interpersonalskills (e.g. interacting/getting
on with others)
I) making ethical judgements

12345
12345
12345
12345
12345

12345
12345
12345

Part 5: Pre-entry Qualifications (i.e. to enter into professional training)
5.1 Does your profession have any mandatory educational or
other pre-entry requirements (e. g. specific A Levels, etc. )?

12
YES

NO

If NO, go to 6.1

5.2 When you enteredyour profession as a trainee what were the minimum, mandatory educationalor
other pre-entry requirements?

5.3 How relevant do you (or did you) consider these to be?
not at all relevant 12 345

highly relevant

5.5 Are you aware of any changes in your profession's pre-entry requirementssince you
entered?

I
YES

2
NO

If NO go to 6.1

5.6 Comparedwith when you entered,would you say the pre-entry requirementsare now?:
1234
HIGHER
LOWER
ABOUT THE SAME DON'T KNOW
Part 6: Professional Development Programme
6.1 Does your profession have a standardisededucation/
training processwhich trainee entrants have to go through?

12
YES

NO

If NO, go to 7.1 f)
6.2 Briefly, what was the formal education and training process you went through to become professionally
qualified? (please indicate presence of elements such as i) linked professional education, li) practical
training and iii) work placements which were part of the training (including approximate duration of
each)

6.3 What, in your view, were a) the main strengths and b) the main weaknessesof the programme?
a) strengths

b) weaknesses

6.4 How could the programme be improved in order to get people up to speed more quickly or more
comprehensively?

6.5 How would you rate the education and training programme you underwent(overall) against the
following factors?:
its relevance to professional practice?
its comprehensiveness?

not very 12 345
12345"

its effectivenessin getting you up to speed?"

extremely

12345"

6.6 How much of the programme related directly to the developmentof practical skills?

6.7 Did the practical element have any of the following features?:
a) was it structured (with respect to what you were expected to learn from it), or was it left largely for
you to learn from experience?

123
STRUCTURED

LEFT TO EXPERIENCE

b) was it formally assessedor examined?
c) was it separatelycertificated?

12
YES
12
YES

123
d) was it taken into account when arriving at your overall
YES
grade?

COMBINATION
NO
NO
NO

NOT SURE

6.8 How would you rate the practical element of the programme in relation to?:
a) its relevanceto subsequentpractice
b) its effectivenessin developinguseful skills
c) its adequacyin terms of amount

not very 12 345 extremely
12345
12345

6.9 How would you rate the overall programmewith regard to its ability to develop?:
a) professionalknowledge
b) skills in performing professional

poor 12 345 excellent

functions and procedures
c) personal skills (e. g. confidence,
control of emotions, empathy)
d) professional ethics
e) appropriate professional behaviours

12345
12345
12345
12345

PART 7: The Acquisition of Professional Competence
7.1 Please rate the importance of the following factors in helping you become a fully competent
professional (N/A= Not Applicable):

Formal
a) the professionaleducation course
you undertook(if any)
b) the in-course practical work (if any)
c) in-coursesimulations (if any)
d) in-course work placements (if any)

e) INTENTIONALLYBLANK

12345
12345
12345

N/A
N/A
N/A

0
0
0

12345

N/A

0

Informal
f) your pre-entry experience

not very 12 345

g) on the job experience
h) support from a mentor

i) networking with others doing similar
work

j) self analysis or reflection
k) use of a role model
I) working alongside more
experiencedcolleagues
m) working as part of a team

N/A

0

12345
12345

N/A
N/A

0
0

12345

N/A

0

12345
12345

N/A 0
N/A 0

12345
12345

N/A
N/A

extremely

0
0

7.2 At what point did you feel fully competent as a professional?
a) immediately upon qualification/licensing/entryto first post
b) within a year of
c) 1-2 years after

I
2
3
4
5
6

d) 2-3 years after
e) after some other period (specify) ...............
f) do not yet feel fully competent

7.3 When you first started practising as a professional,what skills did you lack, or what aspects of the
professionalrole did you find most difficult to get into or develop?

7.4 How did you overcomethese weaknesses/difficulties?

.............................................................................................................................................
7.5 i) What sort of experienceshave been particularly formative for you? and ii) what sort of learning
methodswork best for you so far as your own professionaldevelopment is concerned
i) experiences:
.......................................................................................................................

ii) learning methods:
......................................................................................................

Part 8: The Accreditation

of Professional

Competence

8.1 Did you undergo any formal examination/assessmentof some
kind before being allowed to practice in your profession?

12
YES

NO

If NO, go to 8.10

349

8.2 Briefly, how were you i) examined/assessedand ii) accredited as a professional?

8.3 How long did it take you to qualify (i. e. to the point at which you were regarded as a full professional
and able to practice on your own)?

8.4 Did the assessmentsystem include any of the following?:
P
a) staged written examinations(e.g. at the end of each year)
b) staged practical or skill tests

1
YES
1

2
NO
2

YES
1

NO
2

c) continuous assessmentbased on written work (e.g. essays) YES

NO

d) continuous assessmentof skills (e.g. against a list of
specific skills or competencies)

1
YES
1
YES
1
YES
1
YES
1
YES

2
NO
2
NO
2
NO
2
NO
2
NO

i) assessmentof personal skills (such as
confidence,empathy, etc.)

1
YES

2
NO

j) assessmentof ability to deal effectively
with ethical issues

1
YES

2
NO

e) marked projects or assignments
f) formal appraisal(s)by mentor
g) final written examinations
h) final or overall competence-basedassessment

8.5 If YES to i) and/or j) above, what form did this take (i.e. formal/informal etc.)?

8.6 If you underwent some form of assessment of your practical (or
practice) skills, how relevant was this to real practice?
not at all 12345

extremely

8.7 Has the examination/assessmentprocess in your
profession changed significantly since you qualified?

123
YES

NO

NOT SURE

If 'NO' go to 8.10
8.8 If YES, briefly how has it changed?

......................................................................

8.9 Would you like to see any of the following (further) changesto your profession's
examination/assessmentprocess?
2
1
3
YES NO NOT SURE
a) made more rigorous
1
2
3
b) made less rigorous
YES NO NOT SURE
1
2
3
YES NO NOT SURE
c) made more flexible (e.g. using varying
methods of assessment, etc. )

d) made more relevant to what professionals
actually do

1
2
3
YES NO NOT SURE
1
2
3

e) made more practically-based
f) made (more) competence-based(i. e. assessment
against specific competencies or skill

YES

1
YES

NO

NOT SURE

2

3

NO

NOT SURE

g) made more academic/knowledge-based

1
2
3
YES NO NOT SURE

h) to include assessmentof personal skills
or behavioursrelevantto the profession

123
YES NO NOT SURE

i) to include assessmentof ability to make
sound ethicaljudgements

123
YES NO NOT SURE

j) changed in some other way (please specify)
...................................................

8.10 Does your profession have a licence to practice or
similar mandatory arrangement?

12
YES

NO

8.11 Does your professionoffer charteredstatus to qualified
practitioners?

12
YES

NO

8.12 Are you requiredto undergo any periodic
i) re-assessment?

or

ii) re-qualification?

12
YES
12
YES

NO
NO

8.13 If YES, to either please briefly outline process and intervals between re-assessmentand/or requalification.

Part 9: Continuing Professional Development
9.1 Approximately,how many days have you spent on all types of CPD in the last 12 months?
9.2 In the next 12 months do you expectthe number of days spent on CPD to be:
1234
About the same as last year?
Greater?
Less?

........

days

Don't know

9.3 What factors, if any, would make you likely to increaseyour participation rate in the future?

9.4 Are you conscious of losing, or becoming rusty in any areas of knowledge or skills?
9.5 If yes, please give examples

9.6 Which, if any, of the following methods do you use to keep yourself up to date?
a) reading professional journals
b) reading technical/research papers etc.
c) short courses (up to a week's duration)
d) longer courses (more than a week's duration)
e) award-bearing courses
f) open learning
g) other (please specify)
..................................................

1
2
3
4
5
6
7

12
YES

NO

9.7 How important are each of the following to you in relation to your own CPD needs?:

a) updating your professionalknowledge not very
b) updatingyour professionalpractice
techniques
c) learning new skills
d) brushing up on rusty skills
e) developingnew specialisations
f) improving managerial competence
g) improving commercial competence

12345

extremely

12345
12345
12345
12345
12345
12345

9.8 Which one of the above are you most likely to participate in during the next 12 months?
.........................................................................................................................
Part 10: Constructing a Profession-specific occupational competence mix model
At this point, the intervieweewill be shown the occupational competence mix model and invited to arrange
the segments of a pie chart accordingto their view of the relative importance of each core componentto
competent performancewithin their profession.
Model Closing Statement
Thank you for giving me so much of your time. The insights you have offered will be very valuable to the
research.

Prompt SheetNo. 1.6
AGE

Age Range

Category

20-30
31-40

2

41-49

3

50+

4

Prompt SheetNo. 1.8

QUALIFICATIONS

Type of Qualification

Category

CSE, 0 level, City & Guilds, GCSE

1

A level, ONC, OND, BTEC etc.

2

HNC/HND

3

1st Degree (3 years full time or eqiv. )

4

Ist Degree (4 years or more)

5

Higher Degree (Master's/PhD)

6

Other qual. (including vocational/
professional)

7

354

Prompt Sheet No. 3.1
CHARACTERISTICS

OF PROFESSIONS

a) altruistic (i. e. a service, rather than
profit, orientation)

not at all 12 345 strongly

b) non-commercial

12345

c) offers autonomy within job role

12345

d) learned (i. e. requiring prolonged and
specialised training)

12345

e) has collective influence within society

1,2345

f) confers 'status (within society) upon members 12345
g) self-regulating (i. e. members themselves)

12345

h) relationship with peers, other practices, etc.
is collegial (as opposed to competitive)

12345

i) client/customer focused

12345

Prompt SheetNo. 3.2
HOW I OPERATE IN MY PROFESSIONAL

ROLE

It's
largely a matter of applying my specialist knowledge
a)
b) It's much more of an art than a science
c) It's a combination of both art and science
d) It's none of the above

Prompt SheetNo. 3.3
HOW I SOLVE PROFESSIONAL PROBLEMS
a) I draw on my specialist or technical knowledge in a
conscious and systematic way
b) I do it more or less automatically without consciously
referring back to any particular theory
I
draw
c)
on a repertoire of solutions that have worked
for me in the past
d) I use my common sense
I
e) use some combination of a) b) c) and d)
f) I do it by some other means
g) I don't really know how I go about it

Prompt sheet No. 8.4
HOW I WAS EXAMINED/TESTED
a) staged written examinations
(e.g. at the end of each year)

YES

NO

b) staged practical or skill tests

YES

NO

c) continuous assessmentbased on written work

YES

NO

d) continuous assessmentof skills (e.g. against
a list of specific skills or competencies)

YES

NO

e) marked projects or assignments

YES

NO

f) formal appraisal(s) by mentor

YES

NO

final
g)
written

YES

NO

examinations

h) final or overall competence-based assessment

NO
'YES

i) assessmentof personal skills (such as confidence,
YES
)
empathy, etc.

NO

j) assessmentof ability to deal effectively with
issues
ethical

NO

YES
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Appendix 3
Postal Surveys: Questionnaire and Sample Covering Letter

Letter sent with survey questionnaires

Graham Cheetham

102 Henley Avenue
Norton
Sheffield
S8 8JJ

Telephone: 0114 274 7468

June 1998

RESEARCH INTO PROFESSIONALCOMPETENCE
I am currently undertaking Doctoral research into professional competence and how this
is acquired.
One of the professional areas I am taking a close look at is Dentistry and this letter is to
ask if you will help by filling in the attached, short questionnaire.

Completing the questionnaire should only take a few minutes. It mainly involves circling
a few numbers and filling in a simple chart, but this will help me validate some of the
mass of data I have collected via 80 in-depth interviews.
I will treat your answers in strict confidence.

I have attached a FREEPOST envelope, so returning the questionnaire won't cost you
anything.
I hope the results of the research will help to improve professional development
programmes across a range of professions.
Thanks and best wishes.
Yours sincerely,

PS.

It would be wonderful if you could return the questionnaire within about a week.
Thanks again.

QUESTIONNAIRE:

LEARNING EXPERIENCES THAT HELPED YOU BECOME A COMPETENT

1.

What is your profession? a) current
b) secondary/previous
...............................

2.

What is your current job title or appointment?

3.

Are you male or female?

4.

Which age range box applies to you? (please tick)
20-30

31-40

if any
............................

.................................................................

FEMALE

MALE

41-49

PROFESSIONAL

50+

Please answer the following questions in respect of your current (main) profession
S.

How long have you been in the profession since qualifying or first appointment?

6.

Does the profession have any minimum pre-entry qualifications?

YES

NO

7.

Does it have a formal education and/or training programme which
entrants normally go through (please circle)?

YES

NO

years
...........

"

If NO, please circle N/A for questions 8 a) to 8 d) then go to 8e).
8.

Please rate (by circling a number) the importance of the following in helping you become a fully
competent professional (circle N/A if a particular experience did not apply in your case)

Formal training experiences (linked directly to profession):
a) the professional education/training course
not very
you went through (if any)
b) the in-course practical work (if any)
c) in-course simulations (if any)
d) in-course work placements (if any)

12345
1 Z345
12345
12345

extremely
N/A
N/A
N/A

N/A

12345
12345

extremely
N/A

N/A

12345

N/A

12345
12345
12345
1 Z345

N/A
N/A
N/A
N/A

12345
1 23 45
1 23 45

N/A
N/A
N/A

Less formal experiences:
e) any relevant pre-entry experience

you may have had
f) on the job experience
g) support from a mentor of some kind

not very

(not necessarily formally appointed as such)
h) networking with others doing similar/related work
) self analysis or reflection
j) use of a role model(s)
k) working alongside more experienced colleagues
I) working as part of a team
m) learning through teaching/training
others
o) learning from clients/customers/patients/etc.
9.

If you are able, please mention any specific experiences (or kinds of experiences) which proved
particularly formative for you, if possible, saying why these were helpful.

........................................................................

_..........................................................................................
1

Your use of 'reflection'
Do you ever reflect on any aspect of your professional work?
(e. g. self analysis of performance)

YES

NO

NOT SURE

11.

Is this something you do on a regular basis?

YES

NO

NOT !SURE

12.

Do you consciously modify the way you do things as a result of reflection?

10.

NO

YES, REGULARLY

YES, SOMETIMES

NOT SURE

Key abilities needed in your profession
.
13.

How important are the following abilities to effective performance
a) written communication
b) oral communication
c) creativity
d) analytical skills
e) problem-solving skills
f) self-development skills
g) skill with numbers
h) information technology skills
i) ability to work within a team

14.

not very

within your profession?:
12345
12345
12345
12345
12345
12345
12345
12345
12345

extremely

Please now rate the following factors in relation to their importance to effective
within your own profession:

performance

knowledge
not very
a) specialist knowledge (e. g. technical, theoretical)
b) tacit knowledge (i. e. linked to the things you do but more
intuitive - not easy to explain or pass on to others)
c) procedural knowledge (routines/common procedures)
d) contextual knowledge (i.e. of the specific working context/
environment in which you are currently employed
(organisation, clients, geographical location, etc.)

12345
12345
12345

12345

skills/competencies
*
e) ability to carry out the full range of tasks or functions
associated with your profession
f) management skills

12345
123 45

g) commercialskills
h) mental skills (e.g. analysis, diagnosis, mental)

1234.5
1.2 3 4.5

i) physical or manual skills (e. g. hand/eye
co-ordination, dexterity)
j) personal/behavioural competencies (self-confidence,
empathy, control of emotions, presentation skills,
listening skills, thinking on feet, etc. )
k) interpersonal skills
I) making (difficult) ethical judgements.

extremely

12345

12345
12345
12345

* The
emphasis here is on the full range of tasks. In some professions, due to specialisation, etc.,
it is not necessary to be competent in all areas. In other professions, a broader based competence
is required.

Characteristics
15.

of your profession

The following characteristics have sometimes been ascribed to professions. To what extent do you
think they apply to your own profession as it is today?
a) altruistic (i.e. a service, rather than
profit, orientation)
b) non-commercial
c) offers autonomy within job role
d) learned (i. e. requiring prolonged and
specialised training)
e) provides a collective influence within society

not at all

1 2345
1 2345
1 2345

strongly

1 2345
1 2345

f) confers status (within society) upon member
g) self-regulating (i.e. by membership, rather than law)

1 2345
1 2345

h) relationship with peers, other practices, etc.
is collegial (as opposed to competitive)
i) clienticustomer focused

1 2345
1234 5"

Thank you, that concludes the questions but please take a few moments to read the following then complete
the diagram on page 4.
The diagram below is called an 'Occupational Competence Mix' diagram. It shows four different components
of professional competence. Definitions for each of the components are on the next page.
Personal

competence

Knowledge/
eognrtrve
competence

ch¢ai
competence

Funaio al
competence

Occupational Competence Mix
All of these components are probably necessary for all professions. However, the relative importance of
each will vary between professions. The relative importance of each component to a particular profession
and, therefore, the ideal mix of these components for a person working that profession is indicated by the
size of the segments. As an example, diagrams for two contrasting professions are shown below.
/

Perrone'
comoeten%

T
\\

"Ncl

competence

wawleage/
cognm ,
competence

Barrister

Functional
competence

Research Chemist

Barristers need a large cadre of personal competence (e.g. self-confidence, speaking skills, and the ability to
think on their feet) whereas research chemists, who work largely behind the scenes, will not require as much
of this component For them, the most important component is probably knowledge/cognitive competence.
Please now use the blank circle on the next page to draw a diagram showing the ideal mix of these
components for a person working in your own profession. Please read the definitions first

Use the segment size to represent the relative importance of each component to effective performance
within your profession (i.e. the bigger the segment, the more important the component to effective
performance).

Definitions

For the purpose of this exercise:
Knowledge/Cognitive Competence is defined as "the possession of appropriate work-related knowledge
and the ability to put this to effective use". It includes specialist, technical or theoretical knowledge, tacit
knowledge, knowledge of procedures, knowledge of the particular working environment, etc..
Functional Competence is defined as "the ability to perform a range of specific work-based tasks
effectively to achieve required outcomes". It covers all the day-to-day functions required by the job, both
profession-specific functions and more generic functions such as planning, delegating and time management
Personal Competence is defined as "the ability to adopt appropriate, observable behaviours In workrelated situations". It includes things like self-confidence, empathy, ability to think on feet, interpersonal
skills, control of emotions, listening skills.
Values/Ethical Competence is defined as "the possession of appropriate personal and professional
values and the ability to make sound ethical judgements based upon these in work-related situations"
It includes things like adherence to personal moral or religious codes, adherence to professional codes of
conduct, environmental sensitivity, ability to make (sometimes difficult) ethical decisions.
Thank you very much indeed for answering these questions.
Please return the completed questionnaire and diagram to:
Graham Cheetham
FREEPOST NEA4208
SHEFFIELD
S8 OPG

or fax to Graham Cheetham on:

0114 259 4694

If you have any difficulty with the questionnaire or would like more information about the research,
please ring Graham Cheetham on 0114 259 3845 (day) or 0114 274 7468 (evening) or e-mail to:
graham. cheetham@dfee. gov. uk
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Appendix 4
Occupational Competence Mix Diagrams based on Interviews

(20 professions)

Occupational Competence Mix Diagrams based on Interviews
(N =4 for individual
is
claimed)
therefore
professions,
no statistical reliability

Sec Teachers

Solicitors

EC

EC

K

PC

PC

FC

FC

Barristers

Physiotherapists

EC

EC

K

K

PC
PC
FC

FC

Prim Teachers
EC

Hosp Doctors
EC

K

K
PC

PC

C
FC

Key
K= Knowledge/Cognitive
Competence
FC = Functional Competence

PC = Personal Competence
EC = Ethical Competence
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Architects

IT Consultants

EC

EC
K

PC

PC

FC

FC

Res Scientists

Nurses

EC

EC

PC
K

PC
FC

FC

Librarians

Univ Lecturers

EC

EC

K

PC

PC

FC

FC

Soc Workers
EC

Personnel
EC

K

FC

Mgrs
K

PC

PC

Key

K= Knowledge/Cognitive Competence
FC = Functional Competence

PC = Personal Competence
EC = Ethical Competence
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Surveyors

Trainers

EC

EC

K

K
PC
PC

FC

"FC

Anglican Clergy
EC

Dentist
EC

K

PC

FC

PC

1C

Civ Servants

Accountants

EC

EC

K
K
PC

PC

FC

FC

Key
K= Knowledge/Cognitive
Competence
FC = Functional Competence

PC = Personal Competence
EC = Ethical Competence
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Appendix 5
Model of Professional Competence: Profession-specific Versions
(in framework format)

Anglican Clergy: Analysis of key attributes using
Professional Competence Model Categories
1. Meta-Competencies
Oral Communication,Creativity, Self-development, Problem solving, Reflection
2. Knowledge/Cognitive Competence Component
Technicalltheoretical/specialist knowledge constituent
Theology,
Biblical knowledge
Greek, Latin and Hebrew
Ethics theory
Comparative religion
Church history
Tacit-practical knowledge constituent
counselling
when to intervene on pastoral/personalmatters
what to say to the sick, dying and bereaved
Procedural knowledge constituent
services and offices
sacramental procedures
liturgical cycle
registration procedures (e. g. weddings, baptisms)
Canon law, faculty jurisdiction and linked procedures
Contextual Knowledge constituent

physical, social and economic geography of parish
individual parishioners' and congregation members' personal circumstances
history of own church
knowledge of factions or interest groups
liturgical preferences of congregation
Deanery and Diocesan peculiarities
3. Functional Competence Component
Occupation-specific constituent
preaching
conducting services
pastoral care
teaching

counselling
presentation skills
Process/organisational/management constituent
organising/supervisingjunior clergy, church office holders and youth and other voluntary
workers
conducting PCC meetings
parish office duties

planning services and other activities
self/time management
long term planning of parish mission (e.g. 5 year plan)
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Anglican Clergy: Analysis of key attributes using
Professional Competence Model Categories
Mental (cerebral) constituent
memorising prayers, blessings, opening sentences, etc.
memorising addresses, sermons, talks, etc.
impromptu speech making and extempore sermons and prayer
literacy and scholarship skills
Physical (psychomotor) constituent
sacramental/liturgicalchoreography (use of imagery, gestures, etc.)
singing/chanting
voice projection and other speaking skills
4. Personal Competence Component
Social/vocational
self-confidence

constituent

empathy
thinking on feet
sensitivity to others
spirituality
interpersonal skills
control of emotions (detachment, etc.)
sense of humour,
stamina/endurancein thankless situations
patience
listening skills
Intraprofessional constituent
sensitivity to needs/views of brother clergy
collegiality (within team, chapter, etc. )
conformity to norms of behaviour and dress
tutoring/mentoring skills

5. Values/Ethical Competence Component
Personal constituent
deep rooted religious belief and commitment
adherence to religious and moral codes
adherence to personal devotional rules
sensitivity to needs and values of others
adherence to state law
Professional constituent
adherence to clergy codes of conduct/advisoryrules
self-regulation of hours worked, time off, etc.
adherence to church law, faculty and planning procedures
working within rules and constitution of PCC
upholding the confidences of individuals

judging circumstances in which confidences might have to be broken
dealing fairly/even-handedlywith individual parishioners
dealing with factions
judging when to evangelise
judgements about appropriate uses of church premises/fund raising activities, etc.
judgements about appropriate uses of church income
commitment to assist in training new-comersto profession
370

Anglican Clergy: Analysis of key attributes using
Professional Competence Model Categories
judgements about church doctrinal or procedural changes (e.g. ordination of women) and
practical consequencesof own position
MACRO OUTCOMES
" harmonious and stable congregation
"

increased attendance by public at services and participation in other activities (relative
to local demographic trends)

" effective management of church resources (financial and human)
" positive impact on non church-going parishioners
" active links with wider community (schools, hospitals, nursing homes, etc.)
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Civil Servants (Policy): Analysis of key attributes using
Professional Competence Model Categories
1. Meta-Competencies
Written Communication, Oral Communication, Analysis, Creativity, Self-development,
Mental Agility, Problem solving, Reflection
2. Knowledge/Cognitive

Competence Component

Technical/theoretical/specialist

knowledge constituent

Knowledge within relevant specialism, if applicable (economics, finance, statistics,
psychology, law, IT, etc.)
Tacit-practical knowledge constituent
political nous
creative speech writing
judgement in both oral and written briefings (tone and content, what to include/omit)
judgements about'lines to take'

strategic thinking
reading different Ministerial styles
anticipating Parliamentaryquestions
adapting to changing Government philosophies
Procedural knowledge constituent
Parliamentaryprocedures
Treasury and public expenditure procedures
legislation procedures
Ministerial correspondence procedures
policy development and approval procedures
Ministerial briefing procedures
ParliamentaryQuestion procedures
'Treat Officially' procedures
Ministerial briefing and speech procedures
personnel procedures
document security procedures
contracting procedures

Health and Safety and general security procedures

Contextual Knowledge constituent
knowledge of specific policy area
Ministers' and officials' responsibility divisions

scope and boundaries of own Department's responsibilities
Other Government Department responsibilities

Ministerial preferences (briefing, speeches, etc.)
Government policy priorities and manifesto commitments
3. Functional Competence Component
Occupation-specific constituent
general drafting skills

writing official letters, reports and policy documents
written and oral briefing skills
presentation skills
chairmanship and facilitation skills
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Civil Servants (Policy): Analysis of key attributes using
Professional Competence Model Categories
Process/organisational/management constituent
financial control and budgeting
general resource management
project management
human resource management
planning
evaluation
negotiation and contracting
Mental/cerebral constituent
literacy
basic numeracy

analysis (may also be seen as a meta-competence)
strategic thinking
critical skills

oral communications(may also be seen as a meta-competence)
decision making
problem-solving(may also be seen as a meta-competence)
mental rehearsal/memorisation
Physical constituent
keyboard skills
4. Personal Competence Component
Social/vocational constituent
self-confidence
thinking on feet
interpersonal skills
control of emotions (detachment, etc.)
listening skills
motivational and leadership skills
persuasiveness in policy advocacy
Intraprofessional
networking skills

constituent

conformance to behavioural norms of service (dress code, etc.)
sensitivity to peers
5. Values/Ethical Competence Component
Personal constituent
adherence to law
adherence to personal moral codes
Professional constituent
political neutrality
confidentiality
loyalty to serving Ministers
adherence to codes of conduct
adherence to Departmental values
commitment to Whitehall standards

integrity in providing information to Ministers
judgements how much to say to public
373

Civil Servants (Policy): Analysis of key attributes using
Professional Competence Model Categories
judgements about 'public interest'

judgements about 'proper' use of public funds and staff resources
when and how to 'blow whistle'
distinguishingbetween proper Ministerialwork and improper political work
MACRO OUTCOMES
" Accurate and timely information provided

" Ministers/seniorofficials express satisfactionwith service
" Policy objectives achieved
" Budgets accurately controlled with proper accountability
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Trainers: Analysis of key attributes using
Professional Competence Model in Framework Form

1. Meta-Competencies
Oral Communication,Analysis, Creativity, Self-development,Mental Agility, Problem
solving, Reflection
2. Knowledge/Cognitive Competence Component
Technical/theoreticaUspecialist knowledge constituent
knowledge of particular specialism
developmentalpsychology and theories of learning, training and instruction
developmental methods/training techniques
validation and evaluation techniques
presentation techniques

Tacit-practical knowledge constituent
reading and adjusting to audience
pitching level of tuition
reading trainees' body language
responding to questions
keeping presentations to time
leading and promoting discussions
dealing with difficult trainees
judgements about interventions
summarisation
Procedural knowledge constituent
training needs analysis procedures

course planning, recruitment and administration procedures
assessment and accreditation procedures
People
in
Investors
initiative
g.
relevant government
procedures - e.
organisation succession planning procedures

training audit procedures

Contextual Knowledge constituent
operating domain, organisation, industry, sector
relevant examples/anecdotes

trainees' backgrounds and their likely prior knowledge
based
be
to
training
(to
on
plans
organisation's business plans and aspirations enable
these)
3. Functional Competence Component
Occupation-specific constituent
presentation skills
facilitation skills
IT assisted training skills
coaching
counselling
mentoring
instruction
visual aid production
training needs analysis
assessment skills
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Trainers: Analysis of key attributes using
Professional Competence Model in Framework Form
Process/organisational/management constituent
planning and operating training budget
course organisation and administration
planning
evaluation
negotiation and contracting (if consultant)
time management
resource management
Mental/cerebral constituent
memorising- key facts, examples, anecdotes, etc.
memorisingnames of trainees
impromptu presentation skills

literacy and numeracy, as required by domain
analysis (may also be seen as a meta-competence)

oral communication (may also be seen as a meta-competence)
problem solving (may also be seen as a meta-competence)
mental rehearsal
dealing with questions/interventions
Physical constituent
voice use (projection, etc.)
use of gestures and other body language
operation of visual aid equipment
dexterity (if involved in manual skills instruction)
4. Personal Competence Component
Social/vocational constituent
judgement
decisiveness
self-confidence
empathy
rapport building skills
thinking on feet
interpersonal skills

control of emotions (e.g. nervousness)
listening skills

personal learning and updating orientation
Intraprofessional
networking skills

constituent

collegiality
joint presentation/facilitation
professional fora participation skills
5. Values/Ethical

Competence Component

Personal constituent

adherence to law
adherence to personal moral codes
honesty
integrity
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Trainers: Analysis of key attributes using
Professional Competence Model in Framework Form
Professional constituent
sensitivity to diversity in trainees (ethnic cultures, etc.)
honesty in answering questions
acknowledginglimits of own knowledge
confidentiality (especially if consultant)

ii

MACRO OUTCOMES
" training objectives consistently achieved
" trainees display improved performance
" trainee evaluation and feed-back consistently good
" available resources optimised
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Appendix 6

Statistical calculations

Statistical Testing
Calculation of standard error of the mean and confidence interval
Meansin the form of interval variables
For intervalvariables,standarderror of the mean is given by the formula: S. =s/
-IN ,
where S. is the standard error of the mean, N is the sample size and s is the standard
deviation of the population from which the samples were drawn (de Vaus, 1985,p. 151).
The range (±) within which 95% of the population mean can be expected to vary from
the sample mean is ± 2Sm. This is knownas the confidenceinterval.
The rating scales, which were used in many parts of the interview and surveys, were
considered as quasi-parametric in form, and the mean ratings themselves as interval
variables. Therefore, the above version of the standard error formula was considered
appropriate.

According to Greer (1979, p. 82), for sample sizes of 30 and above, the standard
deviation for the population can be assumed to be the same as the standard deviation of
the sample. All the samples used for comparative purposes were considerably larger
than this. Nonetheless, the assumptionwas checked for a cross-section of readings
using the formula for estimating the population standard deviation from the calculated
sample standard deviation (see Examples 3 a), b) and c) below).
Example 1: Calculationof confidenceintervalfora typicalnumericalmean
The mean ratinggiven to 'oral communication'acrossall the interviewand survey
respondentswas 4.73.
The total samplesize in this case (interviewsplus surveys)was 452.
The calculated standard deviation for the data set was 0.551. This was shown to be very
close to the estimated standard deviation for the population (see Example 3 a) below).
Standard error of the mean, S.
=s/.
= 0.551/21.26 = 0.026
Therefore, the confidence interval

Applied to this example, Sm = 0.551/

=2

Sm = 2x. 026

452

=±0.05

This suggests that the mean for the population (as whole) of the sampled professions is likely
to fall between 4.73 + 0.05 and 4.73 0.05, i.e. 4.68 and 4.78.
-

Meansin the form of noninterval variables

A variant of the formula was used for non-interval variables e. g. the percentage of
respondents answering 'yes' or'no' to a particular question. In such cases, the data were
converted (where necessary) into a binomial distribution and the standard error of the mean
(as a percentage) was calculated from the formula: Sa
is
the standard
SB
where
=N
error of the mean (%) for the binomial distribution concerned, P is the percentage of
respondents in one category of the variable, Q is the percentage in the other category, and N
is the sample size (de Vaus, ibid., pp. 151-152). Again, the confidence interval is given by:

± 2S3
.

Example2:. Calculationof confidenceintervalfor a typical binomialdistribution
An exampleof this applicationrelatesto the data on 'awarenessof professionalreflection'.
Across all respondents(N = 452), a total of 441 (97.57%)were aware of reflectingabout their
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professional work, 7 (1.55%) were not and 4 (0.88%) were unsure (2.43% altogether).
Therefore, P= 97.57 and Q=2.43
Since standard error of the mean, Sa =N,

in this case,

Therefore,the confidenceinterval =2 SB =2x0.72

SB

=

43

97
452

=

0.72

=±1.44%

This suggests that for the population of the sampled professions, awareness of professional
reflection is likely to fall between 97.57% + 1.44% and 97.57% -1.44%, i.e. 96.13% and
99.01%.

Estimate of population standard deviation from calculated sample standard deviation
In order to calculate the standard error of the mean and confidence interval, it is necessary to
estimate the standard deviation of the population mean. This can be done using the formula
SP = SS N
where Sp is the population mean, Ss is the calculated sample standard and N
is the sample size (Greer, 1979, p. 83).

Example3 a): Estimatingstandarddeviationfor an aggregatedmean across all professions
(N = 452))

Using the example of `oral communication', the mean rating across all the interview and
survey respondents was 4.73.

The calculatedstandarddeviationfor the data set was 0.5510. Therefore,
0.5516
sp = sy N, =0.5510
1.001
=
x
452,=0.5510
It can be seen that the estimated standard deviation for the population mean is very
close to that calculated for the sample mean.

Example 3 b) Estimating standard deviation fora single profession (N= 95)

The second example is of a sample with a smaller sample size. The mean rating of
written communication skills by civil servants was 4.73 and the calculated sample
standard deviation was 0.5514.

1775In this case, sp
0.5514
=
9, =0.5514

x 1.005 = 0.5542

It can be seen that even with this considerably smaller sample size, the standard
deviation for the population mean is very close to that calculated for the sample.
Therefore is reasonable to use the calculated standard deviations for the sample means
in lieu of the standard deviation for the population mean.

Example 3 C)Estimating standard deviation for a single profession with a smaller sample
size (N = 49)
The mean rating given to physical skills by dentists (N = 49) was 4.89 and the calculated
FAT
standard deviation for the sample mean was 0.3850. Therefore, Sp s 0.3850 4
Sp = 0.3850 x 1.0104

= 0.3890

Again, this is very close to that for the sample mean. It was therefore considered
acceptable to use the calculated standard deviations for the sample as a proxy for the
standard deviation for the population.
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Standard deviations were calculatedalong with the means for each data sequence.
This was done automaticallyusingthe statisticalfacility built into MicrosoftWorksStandard errors of the mean and confidenceintervalswere also calculated automatically
for each data sequence.

1,00

