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THE ACQUISITION OF PROFESSIONAL COMPETENCE

Abstract

The research began by examining professions, both historically and as they are today. |t
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 in-
depth interviews with practitioners from 20 different professions. This was followed by a
sernes 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.

Following a review of existing models of competence, a new, ‘provisional model of
professional competence’ was developed. This drew on a number of earlier models and
related concepts, and was influenced by both reflective practitioner and competence based
approaches to professional development. The new model was exposed to expert and
academic criticism through a series of conference and joumnal papers, comments being
received from a total of 70 people. The model was also tested empirically, after which a
revised version was 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 modern professions and tested the validity of
certain characteristics traditionally associated with professions - altruism, autonomy, self-
regulation, 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 leaming, especially in early practice. Finally,
It looked at how professionals maintain their competence through personal leaming and

continuing professional development (CPD). Both qualitative and quantitative methods were
employed throughout.

Analysis of results led to the identification of 12 general leaming processes or ‘leaming

mechanisms’. These formed the basis of a taxonomy which was used to classify the range
of informal leaming experiences and events reported by respondents.

Outputs from the research included:
e anew model of professional competence;
_ * ataxonomy of informal professional leaming methods;
e aproposed new (or modified) epistemology of professional practice;

a proposed new paradigm of professional development, together with a linked self-
development paradigm;

¢ an exemplar professional development model: and
* anumber of practical suggestions for improving professional development programmes.

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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Abbreviations/acronyms Used within this Dissertation
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Key Definitions Generated and Used within the Research

an Attribute

a Competency

an Epistemology of

any personally-possessed charactenstic which may
contnbute to effective performance

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 understanding of how professionals operate

professional practice



a Meta-competency
(initial definition)

a Meta-competency
(revised definition)

a Paradigm of
development

a Trans-competency

a Skill

Coaching

Context of work

Competence

Core Knowledge

Framework Knowledge

Functional Competence

Instruction

Knowledge/Cognitive
Competence

Personal/Behavioural
Competence

Profession

Professional Competence

a competency that assists in developing other

competencies or is capable of enhancing or mediating
other competencies

a competency that is beyond other competencies, and

which enables individuals to monitor and/or develop
other competencies

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

a competency which spans other competencies, enhancing
or mediating them

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

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

the particular working situation in which an individual is
required to operate

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

knowledge which is essential to all practice within a
particular domain

knowledge which is fundamental to the acquisition of
further knowledge within a particular domain

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

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

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

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

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

the possession of the range of attnbutes necessary
for effective performance within a profession and the

ability to marshal these consistently to produce the desired
overall results
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Values/Ethical Competence the possession of appropriate personal and

Work environment

professional values and the ability to make sound

judgements based upon these in work-related
situations

the physical, cultural and social conditions which surround
an individual at work
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Chapter 1

Professions at the Millennium

Introduction

Professions have become a fundamental element of modern 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,
protessions 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
borme 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). ltis



important to state here that this investigation adopted a broad view of professional
competence. The research was about how people become fully effective and rounded
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
modern society. It will look at some of the factors leading to changes in professions, the

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
professional development, considering how these may have changed over time. The
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
people in jobs officially classified as ‘professional’ increased by 20%. In the same
period, the number of people in jobs classified as ‘associate professional’! rose by 47%.
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 with a characteristically modem mode of 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 terrn§ ‘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.




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 seif-
interests 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, video-
conferencing 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
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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-specific technical formation (Grover, 1998).

In the USA, McGuire (1993) observes a growth not only in competition between
professionals, but in aggressive, and sometimes negative, advertising. This seems a far
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 i1s 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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Three decades ago, Freidson (1970) predicted that the combined effects of
corporatisation and bureaucratisation would undermine the autonomy and discretion of
professionals, and erode private practices in their traditional form. It is certainly the case
that relatively few professionals now work in small private practices. Around 80% of all
professionals are employed by large organisations (Watkins and Drury, 19995, 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 upwardly-
moving 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
managernal, 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




apply the techniques and language of business to ‘not for profit' organisations often, as
Pollitt argues, without appropriate adaptation.

This process may have increased efficiency, though this is debatable, but it appears
also to have resulted in professionals, such as hospital doctors, suffering a reduction in
autonomy as some of their authority has been transferred to managers and
administrators (Oni, 1996). Watkins et al. (1992) suggest that such changes may have
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
witnessed by a 1991 survey of doctors who qualified a decade earlier. This indicated
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 anti-
restrictive 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.

Challenges to professional authority and 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 H‘ealth 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




have intensified the monitoring and ‘benchmarking’ of treatment outcomes through
procedures such as medical audit (Nixon and Vimpany, 1994).

Fragmentation and sub-division of professions

Growing complexities and expanding knowledge-bases have led some professions, for
example Medicine, the Law and Accountancy, into increased sub-division and
specialisation, a trend which Child and Schriesheim (1979) identify as ‘horizontal
differentiation’. 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 consuitant 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:

o optometry - self-prescription of spectacles at chemists shops;

e the Law - conveyancing done through conveyancing agencies; and
o stock broking - the growth of high 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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while some occupations are experiencing deprofessionalisation, others are being
professionalised - i.e. they are being tumned into professions (Wilensky, 1964; Volimer
and Mills, 1966). More will be said of this process later.

Challenges to traditional entry routes

Within the UK, some professions have been affected by changes in the national
vocational education and training system. These have led to the introduction of a
framework of National Vocational Qualifications (NVQs) linked to competence based
occupational standards. NVQs offer accreditation of competence at various vocational
levels including, to a growing extent, the higher levels associated with professional
occupations - i.e. NVQ levels 4 and 5. Development towards these is usually done in
the workplace, rather than an academic institution, and accreditation is based on the

assessment of a candidate's ability to perform particular work-based functions, rather
than on the results of written examinations (Jessup, 1991; Fletcher, 1991).

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.



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
detalil.

When iIs 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 concept of ‘profession’ tends to be culture-specific. For example, in Britain and the USA
it embraces a much narrower range of jobs than in France and Germany (Haug, 1977). But

even within Anglo-American society there is no general consensus on 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 leamning or science”. The Universal Dictionary
offers, "An occupation or vocation requiring fraining, as in law, theology and the
sciences". However, these definitions serve only to highlight the difficulty, since most
occupations require some degree of fraining, 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 : -

... a person who makes his/her livelihood by the application of a particular and
unique set of knowledge and skills.

(ibid., p.13)

Such a broad definition could embrace many jobs normally regarded as crafts. Dinham and

Stritter (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.

11



Freidson (1970; 1986) sees ‘autonomy’ - i.e. the freedom enjoyed both by individuals
and occupations collectively in directing actions and priorities, as a key characteristic of
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:

... an occupation that regulates itself through systematic, required training and
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
selflessness ... 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,
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.
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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 (llich, 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 altermative methods that can be used for identifying professions:

) using a set of characteristics or traits associated with professions:

i) looking for evidence of professionalisation - the process through which
occupations become professions; and

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

Three further methods could be added to Millerson's list:

iv) adopting a rational classification system based on socio-economic factors -
e.g. Standard Occupational Classifications:

V) examining the complexity of competencies involved (which may have some
relationship to an NVQ level); and
Vi) following the societal view of which jobs are professions.

These six approaches will each be considered briefly in tumn.
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Characteristics approach

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

e confers status within society;

¢ isorganised (into some sort of professional body);

e islearnéd - i.e. requires prolonged and specialised training and education;
o is altruistic (orientated towards service, rather than profit);

o offers autonomy within job role;

e is controlied by ethical codes;

e s non-commercial;

e has collective influence within society;

e s self regulating;

e is collegial;

e 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 clear consensus about what ought to be

included. ltis 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. Volimer 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:
o the establishment of a professional association;
e achange in the occupational name;

o the development of a code of ethics:

14




« the use of prolonged political agitation for recognition and support for entry barriers;

o the establishment of compulsory training requirements (concurrent with fourth stage)
(ibid., pp. 139-140).

Caplow’s second stage, ‘a change in the occupational name’, seems a rather curious and
questionable generalisation. However, he argues this reduces identification with the
previous occupational status and helps create a monopoly.

Wilensky (1964, pp. 142-145) sees professionalisation as progressing through the following
slightly different stages:

o the need for a full-time occupation is recognised;

o the establishment of training schools;

o the combination of practitioners to form a professional association;

e political agitation to win legal support for restriction of entry - licensing, etc.;

o the formulation of a code of ethics.

Wilensky goes on to analyse a range of occupations (in the USA) based on the degree to
which they have proceeded through these stages, classifying them as - established, in
process/marginal, new, or doubtful professions.

Like the professional characteristics approach, the professionalisation approach may be
seen as over-prescriptive, tautological (in the sense of being based on a particular type of
profession) and even rather dated. It would be likely to exclude some of the newer
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. -

Professional practice model

The professional practice (or sociological) model approach is typified by Marshall (1939). Itis
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. Professions are seen as, “... occupations in which caveat
emptor’ cannot be allowed to prevail”, as Hughes (1960, p. 54) so elegantly puts it. These

are viewed as contrasting sharply with the more mercenary or proletarian occupations within

! caviat emptor ('let the buyer beware') a long standing British legal principle that maintained it was up to the buyer of any

commodity to ensure he or she got what they wanted (see Frank, 1966, p. 73) now to some extent ameliorated by various
pieces of consumer protection legislation.
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capitalist society. Others, such as Greenwood (1957) add community sanction [legitimacy],

authority, and a distinct occupational sub-culture to the sociological model.

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-economic classifications

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:

o skilllevel - 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

o 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.
Assoc{ate Professional and An associated high-level vocational qualification,
Technical Occupations often involving a substantial period of full time

training or further study. Some additional task-

related 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 al. (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:

) pre-industnal (lawyers, clergy, doctors);

ii) industnal (civil and mechanical engineers, chemists, accountants, bankers);
1) welfare (teachers, social workers);

v) enterpnse (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:

o that the knowledge and competence of professionals is validated by their peers;

o that this knowledge and competence rest on rational, scientific grounds; and

o 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

' 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 pre-
occupied 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

separate true professionals from aspirants. Distinctions are arbitrary ...". Freidson (1983) is
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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attempting to avoid rigid preconceptions or stereotypes. After considerable thought, it
was decided to adopt a modified version of the Carr-Sanders (1928) definition, quoted
earlier in this section. Thus, the working definition for this research became:

... 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.

Changing Models, Paradigms and Epistemologies

For the purpose of this research an epistemology of professional practice will be taken to
be an: understanding of how professionals operate; how they ‘do what they do’. A
paradigm of development will be seen as: a general approach to development within
which a range of more detailed models of development may operate. ltis useful to see
these as to some extent linked. Thus, a particular epistemology of professional practice
may lead to one or more paradigm of professional development, which in turn may lead

to a variety of models of development. Some authors use the term ‘model’ more broadly
to cover what here is referred to as a paradigm.

Looking back over the history of professions, as Chapter 2 will do, it becomes apparent

that approaches to professional development are very much creatures of their time. Ata
detailed level, i.e. model level, there have been a number of changes over the years and

there is today a range of different models in use, involving a variety of modes of
development and different combinations of academic study and practical work.
However, at a more general, or paradigm, level there have been surprisingly few
changes over the centuries. Bines (1992) argues there have been just three paradigms

of professional development from early times up to the present (though she refers to

them as ‘broad models’). These are classified as:
o the apprenticeship [paradigm];
e the technocratic [paradigm];

o the post-technocratic [paradigm].

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
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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’. Itis 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 Schon (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 priérity 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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The technocratic paradigm became dominant for most of the twentieth century. As new
professions evolved, they sought to develop a body of specialist knowledge and identify
associated academic disciplines which the next generation of would-be entrants was

expected to pursue. The paradigm did nbt deny the need to develop practical skills, but
this aspect of professional training tended to take a back seat to the teaching of subject
knowledge, and often played little or no part in relation to assessment and accreditation.

Within the broad technocratic paradigm, there was a variety of developmental models.

These exhibited differences in both the modes of study and in the extent and nature of
practical elements. In some cases, the latter were informai and unstructured periods of
practice-based experience. In other cases, they were more formally designed and
monitored (Millerson, 1973). The technocratic approach, which became widely adopted

in both Britain and America, remained largely unchallenged until the early 1980s.

The post-technocratic paradigm

Schdn (1983), in his seminal work on the epistemology of professional practice,
challenged the foundations on which the technical-rational approach had been based.
He questioned the view that professional practice relies solely on the logical application
of a body of rational or scientific knowledge and that professionals solve day-to-day
problems by making use of the principles and theories they have learned through their
formal training. He was also sceptical of the belief that practical know-how could be
elicited and codified into teachable principles. In its place, Schon offered a new
epistemology of professional practice, ‘reflection-in-action’. This involved ‘knowing-in-

action’, a form of tacit knowledge, and reflection of various kinds. This led to a new
approach to professional development which Bines (1992) and others have called the

‘post technocratic paradigm’, but is probably better known as the ‘reflective practitioner
approach’ (the approach will be described more fully in Chapter 3, pp. 62-63).

Schon'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.

Cntique 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 post-
technocratic 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, Schén’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 Schén'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.

Schon'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
Schén, 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.

Prgfgssional Bodies and Professional Development

Many professions have associated professional bodies. Indeed, according to Carr-
Saunders 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
learneéd societies associated with the more traditional professions (Medicine, the Law,
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etc.). According to Watkins (1998) there are now around 400 such organisations with a
membership of more than 1,000 in the UK.

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) professional associations may have a
number of functions including:

e defining and upholding professional ethics;
e protecting and improving the status of the profession:;

e protecting the profession and its members;
o protecting the public.

Much more recently, Shuttleworth (1993) offers the following slightly different list of
roles:

e promoting the status of members;

o establishing and maintaining professional codes of conduct;
e licensing of practitioners; and

o 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 concemed more with the protection of the professional
than the client ... They are often more concemed 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 inﬂuencgd 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 doctors have not leamt geometry, astronomy, dialectics, or any other good

discipline, soon the leather workers, carpenters and fumers will quit their own
occupations and become doctors.

(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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moving towards a competence based approach in professional education are still not
clear ... they are reluctant to abandon the tried and tested route of academic
professional qualifications”.

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

As each profession has laid down formal entry qualifications, so institutions of Higher
Education (HE), and to some extent Further Education (FE) have assisted individuals to
acquire these through related degree or other courses. Certain professions (such as
Medicine, Teaching and Engineering) often have dedicated schools or departments
within universities. In other cases, as stated in the last section, professional bodies
approve or accredit particular courses as suitable for aspiring entrants. There has
therefore been a considerable degree of collaboration between professional bodies and
educational institutions in providing professional education. Nonetheless, the latter often
enjoy considerable autonomy in deciding course content and philosophy. In some
cases, this has led to wide variations in syllabus content across institutions for

essentially the same qualifications (Probate, 1995). There are also persistent claims

both of inconsistencies in quélification 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
of practice skills was often seen as something that would happen, more or less naturally,
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
undergraduate education produces only ‘surface learning’’ (e.g. Ramsden, 1992; Gibbs,
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 Siljd (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).

27

)




management skills, though most professionals find themselves managing others; or

business skills, though many professional environments are becoming increasingly
commercial (Grover, 1998).

In the last few years, educational institutions have placed a much greater emphasis on
the acquisition of practice skills with 'sandwich’ ’ type courses, or those containing
placement elements, becoming common. But even where practice elements have been
included within courses, they have been criticised for being unstructured, with expected
outcomes vague and learning left largely to chance. Attainment within placements has
rarely been rigorously assessed and, where assessment has taken place, its contribution
towards overall grade or class of degree has often been minimal (Murphy and Reading,
1992). There are of course a number of notable exceptions - teacher training, for
example, where as much as 80% of certain courses is now spent on teaching practice
(Kyriacou, 1993, p. 80), and trainees are assessed by a mentor against a list of
competencies. Nursing too has adopted competency frameworks to support practice-

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
provide an opportunity for dual certification’ (Randall, 1995). Others have sought to
make their existing courses more competence based, sometimes by drawing on relevant
occupational standards in curriculum design (MCI, 1997a). Some institutions are now
using standards to structure work placements (Edmunds et al., 1997).

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 ‘technical-
rational' approach (where professional practice is seen as the application of specialist

knowledge) to ones which offer a greater emphasis on 'reflective practice', following
Schon (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 | didn’t
come across in my reading, were attempts to bridge the two traditions ... by combining
elements of both worlds” (ibid., p. 116). He continues, ... almost none of the existing

literature ... cuts across these two paradigms and tries to benefit from the strengths of
each perspective” (ibid., p. 122).

There would thus appear to be polarisations on two separate axes - competence versus

capability, and technical-rationality versus 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 Richiin,
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:
o technocratic versus reflective approaches;

e voluntary versus mandatory policies; and

e 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:

) "... those who see professionals as emotionally neutral technical
experts ... [who] do something to (or for) a client”; and
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i) “ .. those who view professional practice as an arena for personal
engagement between professional and client ... in other words a
professional works 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 befween 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.

' The distinction between ‘obligatory’ and ‘mandatory policies is that offered by the UK Inter-professional Group on CPD (1994).
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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
‘supplementary to 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 growing trend towards compulsory re-qualification within 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 tightenihg 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 Inter-

professional 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 CI5D. Their publication, Standards and
Vocational Qualifications in CPD, argues: “NVQ Units might help people draw together
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some of their informal leaming, 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
circumstance vary 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 bome 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 modern 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/capability will 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 thfough 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 Qutline 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;
1) to inform the design of approaches to professional development,
including practitioner self-development.
Objectives
), to examine the nature of professions and professional practice;

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

i) to investigate the ways in which practitioners acquire the various
aspects of their professional competence:

\Y) 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
o acomprehensive literature review,;

e anew 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;

e anew or modified paradigm of professional development;

e recommendations on how professional development might be improved;

e recommendations on how individuals might maximise their professional learning and
development; and

e areplicable 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 inter-
linked. 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:
) conduct initial literature study;

1), develop a provisional model of professional competence;
i) test the model;

Iv) 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;

vii) conduct postal surveys across 6 of the 20 professions (120 postings
per profession, 720 in total) to validate and extend interview data;

vii)  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

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.

37



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. Ratheritis
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, agranan) 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, clear 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.

M

' The terms gemeinschaft and geselischaft follow Tonies (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. Camr-Saunders points

out that Spencer adopted a particularly wide definition of professionals which included
philosophers, actors and even dancers.

Whilst adopting a much namrower definition than Spencer, Chariton (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 Petie 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 affimed by the fact that it was published in its
o4th edition in 1737. However, this example does not necessarily prove that teaching was
seen as a profession in its own right, clearly differentiated from the other roles of its

acknowledged progenitor, the Church. They simply suggest there was a concem 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 Camr-Saunders and Wilson
(1933) and Millerson (1973). Camr-Saunders and Wilson cite and concur with Addison who
in 1711 spoke of, "... the three great professions of divinity, law and physic" (cited in Carr-
Saunders 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)
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Discrepancies and anomalies

Despite having a more expansive view of early professions than some authors, Chariton
(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
Cam-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 undemined their status by
merging with the Barbers' Guild, a move which the authors comment:

... marked the descent of the art of surgery to a trade, and two centuries elapsed

during which there was a wide guif between the high estate of physician and the
low position of the surgeon.

(ibid., p. 69)

This case provides a useful example of the role of extraneous social factors in determining

professional status and illustrates how such status can be raised or lowered by association
with other groups.

Size of early professions

Not only were there relatively few fully fledged and recognised professions, priorto
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:

e in 1745, they had only 52 Fellows, 3 Candidates and 23 Licentiates (Hughes, 1952,
p. 53);

e 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).
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The ubiquitous Church

Many professions, with the obvious exception of the ammed 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. Inthe
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 (Chariton, 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 (Camr-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. 99). This was a very substantial sum in those days.

There was also another factor which favoured the 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
wnting, 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 importance of land that led to the emergence of
professions. For example, lawyers were needed for land transactions and contracts, and
surveyors for mapping the temitory owned and for the assessment of tithes. However, he
acknowledges that the growth in the merchant class and development of the tariff system in
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the mid-eighteenth century also added to the demand for lawyers and created the need for
basic financial institutions.

Retuming to the landed families, the sons of the gentry needed what was called a
'‘competence’ - the term simply meant an income to enable them to live as a ‘gentleman’,
rather than the possession of specialist skills, as we might understand the word today.
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
or service, take a commission in the Amy, or enter the Church. As Hughes (1952) rather

quaintly puts it (adapting Lord Chesterfield's phrase), it was necessary to find, “...
professional pasture for the beasts that must feed” (ibid., p. 48).

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 played their part. And not all the social forces would have been top down, as Hughes
(1952) points out, arguing that, “... any study of the professions in the eighteenth century
must take account of social pressure from below” (ibid., p. 47). Such social pressure would
have included a growing demand for the services of doctors and teachers as incomes rose
and, in the case of the poorer classes, as charitable organisations became established.

Another factor which contributed to demand for specialist, professional services was the

growing complexity of governnment and especially of taxation and tariffs. Hughes (ibid.)
writes:

... such was the bewildering complexity of the tariff system, that many merchants
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 retums.

(ibid., p. 47)

Land may therefore not have been the most important factor leading to the demand for
professional-type services, at least not by the mid-eighteenth century. Legislation and

trade were perhaps even more important factors. However, the argument offered by
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Russell (1980) on the supply side is less debatable. The gentry seem initially to have
provided most of the recruits for the principal professions, though in time some entrants
would no doubt have been several generations removed from their landed forebears - e.q.
the sons of clergy, military officers or other professionals. These and others may be seen
as members of the ‘lesser gentry’'.

Hughes (1952) offers an amusing extract from a lefter which Lord Chesterfield wrote to a
lesser gentry associate of his in 1756:

| entirely agree with you in your resolution of breeding up all your sons to
some profession or other. ... | 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 among the merchant class may also have been in a position to put their sons into a
profession, providing they could secure the necessary patronage. But Russell is right to the
extent that ownership of land was at the heart of belonging to the gentry and, in practice,

belonging to the gentry was the best guarantor of entry into a profession, at least until
professions had expanded much 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
contnbuted. These led progressively to the opening up of entry into the professions to a

wider cross section of society as ‘who you were’ and ‘whom you knew’ became slightly less
important.

According to Reader (1966, pp. 98-99), “Between 1855 and 1873 the old official world of
patronage, purchase, nepotism and interest was tumed upside down”. Reader was
refeming 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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from dirty-handed fitters like the young George Stephenson to the proudest consulting
engineer who ever graced the Institution [of Mechanical Engineers}’ (ibid., pp. 123-124).

By the reign of Victoria, a wide range of professions had become established and their
influence on many aspects of life was considerable, as Russell (1980) relates:

... the archetypal Victorian men - the doctor, the clergyman, the lawyer, the civil
servant, the colonial administrator, the architect, the army officer, the schoolmaster
were all professional men and it was these men that had such a profound influence
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
élites, 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:

e 15,100 physicians, surgeons and other medical doctors;
o 3,600 dentists;

e 17,400 lawyers; and

e 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.

Growth in professional associations

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;
Volimer and Mills, 1966, p. 3). A number of these quickly expanded beyond the shores of
Bntain, becoming effectively Empire-wide bodies (Johnson , 1984). Many soon began to

concem 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 influence the form and structure of a succession of 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:

e having the necessary social standing:

e having a basic liberal education;

e having the right contacts to enable a patron/principal to be found; and

e 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 somewnhat 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:

... NO less than 168 unable to repeat the Ten Commandments, 31 ignorant of
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

! A visitation is a tour of inspection 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
lacked leaming. They did not. There was in fact a considerable variation in education
levels within the Church. According to Charlton (1973), parish priests were, "... sometimes
university graduates, sometimes illiterate” (ibid., p. 22). This may be an exaggeration so far
as the claim of illiteracy is concemed. 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 sincenty 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
Common Prayer. 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 ... learnéd in the Latin Tongue, and sufficiently
instructed in Holy Scripture” (ibid. p. 528). But, this requirement was rarely taken
seriously for at least another 200 years. Indeed, Chariton (1973) tells us there was a
serous debate within the Church during the seventeenth century as to whether or not it

was necessary for a priest to be educated at all, beyond basic literacy, in order to fulfil his
prime function. Charlton sums up the arguments on both sides with 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 learnéd clergy was essential.

(ibid., p.25).

Chariton relates that some, especially amongst the sectaries', argued that higher leaming
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 leaming view, Charlton says:

e e ——

! Sectaries were 17th and 18th century dissenters from the Established Church.
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... their attack was not only on leaming as such, but on the institutions providing that
leaming, the universities, filled as they were with dissolute dons corrupting their
willing students with the examples of their own life style, emphasising hierarchy by
their distinctions of academic dress, academic degrees, academic ritual and

ceremony, basing their teaching on pagan philosophy, and even putting forward the

heathenistic notion of leaming for the pleasure of leaming"
(ibid., p. 295)

Charlton adds that even the wearing of vestments and surplices was seen by some as a
continuation of academic ritual and the reinforcement of a hierarchy based on leaming.

The other professions seem largely to have been spared such controversies, their
traditional (and narrow) recruitment practices remaining unchallenged until well into the
nineteenth century.

So much for early requirements for entry into the professions. What of the process of
professional development and the testing of professional competence once a profession
had been entered? This is an even more complex and fragmented story.

Developing, Testing and Accrediting Professionals

Informal approach

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.

Although there were a few minor exceptions (discussed later), the pre-nineteenth century
attitude towards professional development could be characterised as one of ‘voluntarism

things were left largely to the trainee himself - and his principal. However, a number of
professions did require practitioners to be licensed.

Licensing

Sometimes practitioners were licensed by the Church, sometimes by a learnéd 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 non-
existent in most professions until well into'the nineteenth century.
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Even within Medicine, arguably the most developed and leaméd 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
were rejected. In respect of fellowships, the rigour does not appear to have been much
greater. Between 1771 and 1833, the College admitted 168 fellows and rejected only four
(Reader ibid., pp. 44-45). But even these requirements were tighter than for the Law. As
Reader puts it, "At the Inns of Court ... there was no pretence of examining intending

bamisters. The call [to the Bar] depended on eating the right number of dinners and paying
the right fees" (ibid., p. 45).

Earlier igours 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
membership were characteristic of the Guild system. In the Middle Ages, surgeons
and apothecaries, no more and no less than other vocations organised in this way
and were thus trained and tested.

(ibid., p. 307)

In relation to the legal profession, they tell us that the practice of moots (or mock trials)
organised by the Inns of Court were an early feature. However, these too had ‘fallen by the
wayside’ by the time of the Civil War [1660]. it was then, the authors claim, two centuries,
l.e. not until around 1860, before legal education was again taken seriously. They report
that the physicians suffered a similar dislocation of their training and competence testing,
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
proi‘essions. 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 Camr-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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gentlemen’, social accomplishments played no part, and technical competence was
[therefore] demanded” (ibid., p. 309).

Within the general era of voluntarism, there were other isolated examples of professions,
usually more minor ones, attempting to formalise the testing, if not the development, of
competence. One such can be found within a branch of the legal profession where, as
early as 1739, the Society of Gentleman Practitioners in the Courts of Law and Equity was
established by Act of Parliament (2 Geo. ll, 1.23). This sought, amongst other things, to
regularise entry by requiring a five year apprenticeship, followed by an examination by a
judge (Russell, 1980). Russell does not comment on the rigour with which the latter was
camied out.

Educational preparation

Millerson (1973) asserts that the general ambivalence towards professional qualifications,
common until the second half of the nineteenth century, was largely the fault of the general
educational system. This, he argues, consisted of, "... an uneven system of pnmary
education, a rudimentary form of secondary education, mainly catering for the functionless
gentlemen of the future, and an archaic and underdeveloped structure of higher education”
(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 concem themselves with professional conduct
and ethics though the reasons for this are debatable. The fact that professions felt it
necessary to have written codes of conduct and disciplinary procedures suggests that there

were significant numbers of individuals who had not absorbed Russell's public school
ethos.
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Did informality equate to incompetence?

The early reluctance of the three leading professions to specify compulsory, formal training
requirements or 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
protection and quality of service were probably not high on their agenda.

Nevertheless, the absence of formal requirements should not be seen as indicating a lack
of recognition of the importance of professional competence. There was certainly a belief
that if a man was not to be seen as a charlatan, he needed to be good at his art, and a

vague recognition that appropriate study might be important to 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 arangements 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:

Clergy of the Church of England were not required to undertake courses in theology
or show successful completion of any courses taken. Doctors could attend some

form of training in hospitals or private medical schools, but qualifications were not
insisted on before practice. While the universities of Oxford and Cambridge

provided degrees in medicine and the Royal Colleges of Physicians and Surgeons
offered membership as qualifications, these measures of tested competence, such

as they were, did not seem to be readily sought or expected. Only in the central

area of London was there some restriction over practice exercised by the Royal
College of 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 barmisters
in the early nineteenth century, Carr-Saunders and Wilson (1933) remark:

It was felt that the keen competition at the Bar, combined with other circumstances,
was such as to make it impossible for the incompetent to establish themselves in

Practice. So the student was left to himself to leam the principles of the Law out of
text books and its practice from attendance at 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
developmental processes. it may be that senior professionals of the day accepted
intuitively what we appear now to be rediscovering - that competent practice involves a
considerable amount of practical or tacit knowledge, or what Schén (1983 and 1987) calls
‘knowing-in-action’, and that this may best be leamed by working with more experienced
practitioners.

Of the period before Bar examinations were introduced, Reader (1966) is rather more
sympathetic than some other writers in stating:

.. the usual method of learning to be a barrister was a mixture of apprenticeship
and pnivate 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. Itis through such a process, he argues, "... the student
acquires the values, the beliefs, the attitudes and assumptions associated with the nght

and wrong ways of behaving as a professional. This may require unleaming previous
pattems 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 another area in which the insights of earlier generations on what it means to be a
professional, and how this can best be acquired, may have been lost in the process of

‘cummiculising’ everything, though it should be noted that the tradition of eating dinners has
survived to this day for trainee barristers, perhaps for good reason.

The consolidation of formal educational requirements

Gradually as the nineteenth century unfolded, partly as a result of pressure via various
quasi-govemmental 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:

o from 18_74 onwards_all officers of cavalry and infantry had to take a course of
professional education at Sandhurst before they took up their first appointments;
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e in 1870, by Order-in-Council, open competition was laid down as the method of entry to
nearly all branches of the Civil Service (Russell, 1980, pp. 96-88).

As Reader (1966, pp. 98-99) puts it, "Between 1855 and 1873 ... examinations, both
qualifying and competitive [entry], came to the centre of the stage ...". The age of the
written examination had amrived. Of this new era, Cam-Saunders and Wilson (1933) write:

Since the beginning of the nineteenth century there has grown up a new system of
training and testing. The main features of the new system have been the
abandonment by professional organisations of the responsibility for providing
training, the rise of institutional education, the recapture of part of the field by the
universities, and, most important of all, the invention, for it is nothing less, of the
modem examination mechanism.

(ibid., p. 310)

They continue, "... examinations of the type with which we are familiar hang about us
almost from birth. We are apt to regard them as a necessary evil of the flesh, as a kind of
primitive curse. But they are modem ..." (ibid., p. 310).

The authors believe that what they describe as the ‘invention’ of the examination system
had two separate roots. These were:

e the desire by universities to force students into greater diligence;

o the need by professions to test the competence of those to be allowed to camy out
certain tasks.

On the latter point, the authors do not discuss the suitability of examinations for actually
testing competence. They seem to take it for granted that they were capable of doing so,
perhaps equating theoretical knowledge with professional competence. Be that as it may,
they tell us that the idea of the examination paper was first introduced in 1828, the most

novel feature being its ‘extemporaneous nature' - i.e. the fact that candidates did not know
in advance what questions they 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 interstices of work in the office or workshop”. In other words, the studying
could be done part-time. Displaying at least a tacit attachment to the ‘technical-rational
paradigm, Reader remarks, "It is in the depth of theoretical knowledge, as much as in
anything else, that a professional man differs, or ought to differ, from a tradesman. And
theoretical knowledge is not easily acquired by 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 middie 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 bamisters 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.

Remaining permissiveness

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. 123-

124). 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
wrter and poet, Matthew Amold, who in 1868 quoted a leading public figure as saying:

Our engineers have no real scientific instruction, and we let them leam 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 leams 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
leameéd 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.) points out that the collapse of the newly-built Tay Bridge in 1879 seemed to
confirm the worst fears of contemporary critics about the competence of British engineers.
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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 formal qualifications for professionals became established, first within the Law and
Medicine, and later within other professions, facilities for providing aspiring professionals
with relevant specialist and technical education gradually developed. Initially, these tended
to be in places other than the established universities.

Academic inertia

The two main English Universities, Oxford and Cambrndge, 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 appropnate

form of provision for a university. A university should, it was felt, provide leaming for

leaming’s sake, rather than for the needs of a particular occupation. But this view was not
without its cnitics.

In 1852 a Royal Commission report on the University of 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, liberal education remained controversial (Silver and Brennan, 1988). Thus in
1867 the respected philosopher, 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

colieges 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 leaming) (Millerson, 1973).

Varying pattems of professional education

Considering professions as a whole, Millerson (1973, pp. 8-9) argues that professions
adopted three different approaches towards education, sometimes of necessity:

e some were able to work within the general educational system:

e some were able to adapt the system to their needs;

o 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:

e some, e.g. doctors and vets, strengthened existing training and organised examinations;
e some, e.g. pharmacists and actuaries, provided examinations and specially organised
| tuition:
o others, e.g. solicitors, architects and engineers, stuck to the apprenticeship/pupillage
approach with or without examinations, at least for a while.
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In a few areas, govemment intervention was considered necessary in order to secure
adequate provision. One such was Teaching. Here, government action resulted in the first
‘day training coileges’ for teachers being opened in 1820. 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).

Dobson traces the development of teacher training through a number of 're-examinations’
of policy and philosophy. These were reactions in part to the changing needs of the
classroom, in part to the supply and demand of teachers, and in part to different political
ideologies. This provides a useful illustration oi; how models of professional development

can be influenced by a range of factors, some of which are unrelated to considerations of
formative effectiveness.

Across professions as a whole, Millerson (1973) argues that four broad models of
professional development have evolved. These are:

e university training including practical work over a prolonged period- e.g. doctors, vets,
dentists;

e university degree or equivalent with full-time or part-time training over an extended
period - e.g. engineers, architects:
o pernod of full-time sandwich courses - e.g. accountants:

o no full-time means of qualification but education via part-time study of some kind.

These distinct approaches appear to hold good up to the time of writing.

Professions and the educational system
