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Introduction
This paper will seek initially to clarify the concept of professionalism in order to
(&) distinguish the essentially professional elements from those which, while being constituent of
teaching, do not contain these essential elements; and (b) establish in what areas philosophy of

education might make an effective contribution to the professional development of teachers.

This paper will commence, therefore, with an analysis of the sociological literature on the
formal characteristics of & profession. Four dimensions of teaching will then be proposed and the
application of the formal characteristics to these dimensions will specify which of them can be said

to be professional.

The notion of relevance which underpins my argument will be taken to be a relatiopal concept
dependent upon the pergpective of the person making the relevancy Judgement. The relevance of
"philosophy of education as reflection" to each of the professional dimensions of teaching will then be
undertaken and an argument mounted for the desirability of reflection as professionally relevant to the

fourth dimension of teaching.
Formal chavacteristics of a profession

According to Anderson, the clarification of the notion of the "teaching profession” has been
of continual concern to teacher educators:
The history of teacher education for the past siwity or seventy years ts largely a history of the

conflicte among professiongl students of education over the question of what the professional aspects
of teacher education should be.

Prcbhably the only non-controversial position that has emerged in this pericd of time is that "the
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distinguighing characteristic of the professional person is that he is qualified to practise”.

In addressing the problem of formal characteristics, a substantial body of scciological
literature has sought to define a profession by means of the “trait appreoach™. Of particular note are
3 ; 4 5 . & 7 . 8 .
Flexner,” Carr-Saunders and Wilson, Becker,” Wilensky, @Gocd, and Freidgon. Their intent has been
to provide a formal framework within which professional occupations can be identified and disg~
tinguished from the non-professicnal. Such formal criteria, however, are not %o be taken as
specifying individual differences between one worker and another or even between the practices of
one occupation and another. As Freidson has noted, these formal criteria:

do not really carry us over to performance or behaviours as such, Such a commection ...is provided
only by the conerete and organised settinge in which work and performance takes place.?

Despite considerable methodological preblems invelved in arriving at these formal character-
istics all the writers mentioned above nominate a lisht of attributes which they consider as the
minimally necessary conditions for a profession. Pemberton and Boreham, in criticising this
approach as mere "definiticon-mongering", point out that sociologists have taken "too literally the

claims of professional groups."l0



A recognition of this problem has led Becker to make a distinction between the use of the term
"profession” meaning "an abstract and objectively discriminable class of human phenomena" and its use

toe portray "a morally desirable kind of work”. There s no difficulty, however, in joining these two
usages since morally evaluative criteria can be defining characteristics of an "objectively discriminable
class of phepomena”., To employ evaluative criteria is not to assert the existence of such a class of
phenomena but to describe the characteristics of ocoupational organisations in terms of what they

cught te be. Becker argues that a "symbol of the ideal profession” :

consists of a set of ideas about the kind of work done by a real profession, its relations with

members of other professions, the internal velativons of tts ocwn members, its relations with clients and
the general public, the character of its oun members' motivations, and the kind of recruiiment and
training necessary for its pervpetuation... This ig not to say that in fact these relationships hold
true, but vathen that both members of prefessions and loymen believe that they must be made to hold
true Lf the occupation is to be o veal profession and i{ts work is to be done in a morally praise-
worthy manner. 11

Accepting that what is being sought is an ideal, formal features of a profession as they emerge from

the literature will now be examined.

in any discussion of professional "traits" the work of Goode seems pivotal. He has taken various
lists of characteristics from the socicliogical literature on professions and then abstracted from such
lists the core, or "generabting", traits., These, he argued, are :

{1} a bastc body of abstract knowledge, and
(8} the ideal of service

Wilensky also reduced the c¢riteria to two :
(1} the job of the professional is technical ~ bused on systematic knowledge or doctrine goquired
through Long prescribed training

(2) the professional man adheres to a set of professional norms.

There is a correspondence between Goode and Wilensky whick is more readily seen when the generative

traits for professions are expanded.

Knowledge Base
Goode derives seven major characteristics flowing from his first core trait.
(1) Ideally, the knowledge and skills should be abstract and organised into a codified body of
principles.

(2) The knowledge should be applicable, or thought to be applicable, to the concrete problems of
living,

(3) The society or ite relevant members should believe that the knowledge can actually solve these
problems.

(4) Members of the society should also accept as proper that these problems be given over to some
occupational group for solution.

(5) The profession itself should help to create, orguwise, and trensmit knowledge.

{8) The profession should be accepted as the final arbiter in wy disputes cver the validity of
any technical solution lying within {its area of supposed competence.

(7) The amount of knowledge and skills and the diffteulty of acquiving them should be great enough
that the members of the society view the profession as possessing a kKind of mystery that is not
given to the ordinary man to acquive, By his cwn efforts or even with help.

These derived characteristics sumnarize most of the literature concerning the knowledyge base of the
professions. One element, however, which Goode omits but which Becker includes ssems wvital
and that is that professional knoweldge is not the type of knowledge which can be “applied routinely but

must be applied wisely and Judiciously to each case"13 {Bmphasis mine). It is the professional's task

)
to ¢hoose from the knowledge hase the understandings appropriate to the particular gituation. The
technical control and the complexity of professional tasks are such as prevent automatic applicaticn of

rhe knowledge base.



The application of the concept of a knowledge base to the teaching profession finds un-
characteristic agreement on the part of most sociclogical writers. Thus Goode suggest that the
knowledge base is not “the curriculum content... but the technique and principles of pedagogy". His
judgement is reinforced by Hilliard
"the characteristic of the teacher as a professional person is that he uses knowledge to organise,

encourage and assist ceriain generally approved kinds of learming through a system_of formal
education, namely schools, colleges, universities, ewbtramowal courses, and so on™.

Professionalism is limited to pedagogical matters. This position raises important questions touching
on a teacher's role in the classroom, Before turning to these guestions, however, 1t is necegsary

to comment on the second core trait of professions.

Service Ideal

Goode derives four major characteristics from the generative twait of the service ideal.

(1) It is the practitioner who decides upon the client's needs, and the ccoupation will be classified ,
as less professional if the client imposes his ocwn Judgement.

(2) The profession demands real saerifice from practitioners as an ideal and, from time to time,
in fact....

(3) The scoiety actually believes that the profession wnot only accepts these ideals but alse

Follows them to some extent,

(4) The professicnal community sets up a system of rewarde and punishments such that "virtue pays."l5

The service ideal lays greater stress on the normative character of professions than does the

knowiedge base. Wilensky emphasizes this by defining the service ideal as "devotion to the client's
interests more than personal or commercial prof:i;fl::.":}"6 Such a position raises difficulties concerning
the nature of such a formal characteristic. What is being described here is the orientation of

peocple who are professionals rather than profession itself. It is more a characterisation of
professionalism as a set of personal values or attributes bearing on behaviour and as such is
analytically distinet from a characterisation of a profession. As Freidson argues in suggesting a
shift from concern with professions to & concern with professionalism, "the attitudes of individuals
constitute an entirely different kind of criterion than the attributes of occupational institutions".17
There does not seem to be any emplrical evidence to support the contention that the membership of
professions is any more inclined to ke altruistic than any other group. This absence of evidence leads
Freidson to conclude that the profession's service orientation is a public imputation it has successfully
won in a preocess by which its leaders have persuaded society to grant and support its autonomy. Such

imputation does not mean that its members more commonly or more intensely subscribe to a service

orientation than members of other occupation5.18

Autononmy

The conflation of the characteristics of a profession and of professionalism is evident in much
of the sociological literature in this area. The problems that arise from such conflation have lead
other writers to advance & single criterion for professionalism which underpins both the knowledge base
and the service ideal. Freison, for example, claims that the only important criterion upon which a
distinction can rest is that of autonomy - thus giving priority to professionalism. Goode argues in
an opposing vein that autonomy is a derivative trait and is based on both the "mastery of a knowledge
field and commitment to the ideal of service™ and so the notion of a profession is, for him, legically
prior to that of professionalism. It is not necessary to decide the issue of precedence at this point

since it is sufficient for the purposes of my argument that there is general acgeptance of an intimate
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relationship between the generative traits and autonomy and that the latter is held to be the main

criterion of professionaiism.

Four of Goode's szeven derivative characteristics from the professional knowledge base imply some
concept of autonomy as does Becker's notion of "wisely and judiciocusiy" applying this base. Wilensky
supports the importance of autonomy by arguing that the abolition of autonomous practice is the
destruction of professionalism. It would seem, therefore, that there is widespread support for a
definition of autonomy similar to that advanced by McPeck and Sanders where they held that autonomy
consiste in the freedom and ability to implement the theovetical knowledge and technical know-how
one has learmed in his yeavs of training prior to entry tnto the profession. Indeed, the service,
qua 'professional gerpice', for which a professional worker is hived is to make responsible decigions

bagsed on his educated Judgemeﬁt as to the most appropriate means for carrying out his service ...
when a professional worker's expert declsion-making powers are diminished, so much so is his capacaty

Thiz sociological definition will ba used as the basis for the ongoing discussion in this paper.

If autonomy is taken as the crux of professicnaliam, the question arises as to the scope for
autonomous practice by teachers in the classroom. It is readily accepted that the professional autonomy
of teachers is limited by wider powers which sustain it and which make directions from time to time
pertinent to educational matters in scheols. BAs Wilensky acknowledges
an increasing percentage of professionals work in complex organisations.... These organisations develop
their own controls;... the salaried professional cften has neither exclusive nor final responsibility for

his work; he must accept the ultimate responsibility of non-professionals in the assessment of both
process and product.?

This problem may be reduced to whether the bureaucratic orxganisation of education actually enters into
what can strictly be termed "professional teaching". Empirical evidence from Campbell and Evans would
tend to suggest that the organisational structure of schools does net impede the professionalism of
teachers provided that the professional knowledge kase ks taken to be pedagogy. They found that there
was a high level of endorsement and agreement among student-teachers, lecturers, experienced teachersg
and school and system administrateors congerning the meaning, scope and possibilities for implementation
of autonomy in schools. Ameny these groups, autonomy

implies a belief in the independence of teacher decision moking, within a broad framevork, a comit-
ment to tmproving one's teaching and the competence to implement some widely held beliefs about teaching-
correlation betwesn subject areas, use of ohildren's needs and interesis, establishing a elimate of
soctal and emotional security, knowing and wnderstanding one's pupils, preparing children to cope with
change, and maintaining elose liaison with pavents,.. iwvolving pupils to establishing classroom rules,
using flemible grouping procedures, teacher guidance in methods of learning, developing pupil’s wonk in

terms of hts oum progress, helping children overcome cultural disadvantage, and a belief in the im-
portance of the envivorment within limitations of hevedity.?

Thus autonomy in their study meant an independence in teacher deciszion-making involwving technical matters.
of course, while the cpportunities for autonomous decision-making may exist it does not follow that
autonomous decision-making takes place. As Campbell and Evans acknowledge

all of these items descrtbe professional tasks requiving the exercise of PéSPOHS%bZe Judgement and a
high level of skill,?

Judgement and skill may be insufficient or just not employed. It is the task of courses in professional
preparation of teachers to provide adequate levels of gkills and to promote their use in decision-making

processes.

Dimensions of Teaching
Granted that autonomy is important in the exercise of decision-making involving pedagogy, an
analysis will now be made of teaching before seeking to determine what aspects of professional decision-

making fall within the domain of philosophy of education,



For the sake of clarification, the teaching process will be divided into four dimensions
the first dimension includes the basic concepts, assumptions and beliefs employed in teaching; the
second involves the designation of worthwhile knowledge; the third embraces the technical knowledge base;

while the fourth consists of the management of the technical base in the classroom.

The various dimensions of teaching proposed here have differing connections with the concept of
professional autonomy. fThe first dimension of teaching consists of a large number of grounding theories
ranging from those based in disciplines to those based on moral evaluations of life or religion. Many
writers on the professions argue that the discipline-based theories form part of the technical knowledge
pase. The distinction that is proposed here is that the f£first dimension of teaching would contain
those discipline-based theories which do not specifically or exclusively refer to education but which

can be employed in a number of distinct ocgupations.

Many of the non-d8isciplined beliefs and ideas which are also proposed as contained in this
first dimension have traditicnally been seen as philosophical problems. Philosophy of educaticn has
often sought to make a contribution at this level hy way of sither speculative or analvtical endeavour.
Philosophical contributions to this dimension should not be viewed as distinctively professional in as
much as these grounding assumptions and beliefs are not themselves exclusively the presexrve of any
profession. For example, while a belief that "knowledge is better than ignorance” can be correctly
approached from a philosophical viewpoint and also correctly classified as an educational belief, it has
no features which would warrant it being called purely professicnal. Those grounding beliefs which bear
directly upon the management of the technical base and conseguently do have a distinct professional

content will be treated as part of the fourth dimension of teaching.

As regards the second dimension, the elements involved in the evaluation of worthwhileness go
beyond those which can be seen as the exclusive preserve of any group. The determination of what is
educationally wo;thwhile is not essentially a matter for the teaching profession. While there is no
basis within the profession which could justify a stance on making teachers the exclusive experts on
the educationally worthwhile, nevertheless the profession may make use of its technical base to argue
certain limits to the scope of what may be advanced as worthwhile learning for school~pupils. For
example, it is a technical matter as to whether what is being advanced as worthwhile is capable of

being taught in schools,

Traditicrnally philosophy has sought to assist in this dimension of a teacher's work but again
it cannot be seen as a contribution to professionalism per se since this second dimension is not
distinguishably professional. Although philosophy of education may contribute to the discussion of
what is worthwhile, it cannot do so in the particular sense of promcting the professional autonomy of
teachers. Thus while philoscphy of education is correctly involved in this area as philosophy of
education, this involvement is not directly of assistance in the professional development of teachers.
This distinction has gained increasing support in recent times. Paul Hirst arques that courses for
the professional education of teachers "should focus umnmistakably on the development of professional

e 23
capacities”.

Once there is an acceptable agreement on what is educationally worthwhile, the core of the

profession's technical understanding may be located in {a) its knowledge of the content and/or



attitudes of the relevant "worthwhile" and (b) of the best methods by which to assist students to
acquire this content and/or attitudes, For example, i1f ancient history is deemed to be worthwhile,

a teacher's technical base lies partly in his understanding and knowledge of ancient history and of

the most appropriate texts, methods, and materials to assist students to come to an understanding of
ancient history. The profession should, therefore, represent the best available knoweldge and skills
in acceptable "worthwhile" areas of understanding. This technical base constitutes the third dimension

of teaching.

A further distinction can be made between the technical base of teaching as outlined above
and the social interaction within which technical application takes place. While the technical
understandings are founded upon extensive work on ways of learning, knowledge of social interaction
is founded upon practical - teaching experience with its own particularist perspective and with the
individual teacher's comprehension of the influences which affect the teaching/learning transaction.
Clearly, not all the elements of teaching rest to the same degree on training in technical theory and
formalised subject matter. The problematic dimension of professional teaching is involved with the
practical application of technical knowledge to the social context of education. Freidson's comments on
the relationship of the “pure' knowledge base of medicine would seem to apply equally well to teaching
Such knowledge is abetract and pure in that methods of applying it to proctical reality are distinet

and separate from 1t, constituting evaluation, customary usage, personal preference, and even perhaps
vestad self-interest vather than systematic knowledge guided by some self-vonscious theory.

The area of management of technical knowledge is precisely the area where teachers appear to have
distinct autonomous discretion. If this autonomy is to be used responsibly then teachers must be
capable of operating in a complex and constantly changing social interactive situation where rule-
following is inadequate. In order to apply their technical knowledge "wisely and judiciously',
consideration needs to be given to evaluative guestions involved in formalised management technigues in
the school context. As has been pointed out there are technical limits on alternatives available for
management but within these limits the alternatives remain a matter for prudent pelicy choices by those

accepting the social responsibility implied by professional autonomy.

Dimensione in Practice

The technical knowledge base of the teaching profession in the course of its application in
schoels becomes socially organised as "practice". Professional activity will encompass, therefore,
not only technical expertise concerned with formalised learning but alsoc the ability to make sound

practical judgements in the classroom,

Despite the enormous voliume of researceh into the nature of teaching, there is still no
commonly accepted characterisation of the "good" teacher. Combs puts the point uvncompromisingly

Yresearch on competencies has been unable to isolate any common trait or practice of goed teachers.25

Averch comes to the same conclusion after a comprehensive review of research into teaching
in schools

The first major implication of the research is: Reseavceh has not identified a variant of the existing
system that 1s comsistently related to students! educational outeomes.26

Conseguently, whereas it seems axiomatic that professieonal programmes should provide a technical base
which will eguip student-teachers to enter professional practice, the way in which this base is to

be most effectively applied remains open to dispute. How does the teacher determine the most






