Seminar: “Professional Teachers in Europe”
 (Assoc. Prof. Pierre-Yves Bernard, France)
The session will proceed in three stages. First, I’ll present the issue: what is a professional, and over, what is the concern about this question of professionalization: why should ask us this question?  Subsequently, we’ll discuss about professionalization patterns for the teachers in Europe, and more precisely, about discrepancies and convergences between these patterns, and their ability in meeting new educational needs and institutional demands. Finally, I’ll present the data of the survey carried out by EMETT designers among a sample of European students, and what these data tell us about professionalization. 

1 The professionalization issue

Why must we talk about professionalization? Of course, this subject is very important in order to determine good practices, adapted training, and so on. But, more basically, I would say that professionalization reflects the main conceptions we have in education, and, therefore, the place of education issues in the society we live. So, my main assumption is that models of professionalization vary with social changes, and differ from a country to another.

1.1 The professional as an expert

My starting point is a reflection of Donald A. Schön, in his book The Reflective Practitioner (1983) 
In this book, Schon talks about the dominant conception of the professional: the figure of the expert. What is an expert, in a common sense? First of all, the expert is presumed to know, expertise is based on knowledge.  And second the expert must claim that he knows. The fact that he is a professional leads to see critics from non professionals as unacceptable. Uncertainty, if it exists, must not be shown outside the professional group. This conception is criticized by Schon, as I’ll show it in a moment.

But the first works in sociology of the professions are based on this conception. A very famous one is Sociology of the Professions, by Carr-Saunders and Wilson, published in 1933. It’s about what the English and the Americans call profession, which is a term for a limited number of vocations, in regulated activities, which can be practiced only with a recognized title, allowing to be a member of the professional group. The typical professions in this meaning are lawyers, and physicians. How is it defined by the authors?

Three points can define a profession:

Intellectual specialized technique

Prolonged and formalized training

An effective service to the community.

As you see, this conception is based on a rational vision of the social structure, where efficiency increases with “techniques”, gained by a long training. It’s an optimistic vision, based on the belief that progress and welfare originate in rational organisation and expert knowledge.

We can note right now that this conception is hard to apply in the field of teaching: it’s difficult to consider teaching as a “technique”, so intellectual and specialized it can be. We can also point out that the authors consider the teachers, as a special case, because of their double responsibilities: they account for their activity towards the students and their families, but also towards the State, which is their employer.

1.2 Demystifying the expert

More generally, this approach of professionalization has been criticized, as a myth. On the one hand, there were the radical critics, emerging in the seventies, denouncing the professional conception as an ideology aiming to legitimate the social order, or the power of a technocracy. On the other hand, sociological approaches completely renewed the first theories of professions, especially by using constructivist models of professionalization, and, thus, contributing to demystify the technical side of the profession concept. We can summarize the contributions of this theoretical trend with four points.

1. The professional groups are the result of interactions which aim at the auto-organization, the protection towards the competition and the defence of the autonomy. Having a job implies the demand to be authorized to exercise an activity which the others cannot exercise (“license”: Everett Hughes). This authorization to practice is associated to a mission, based on obligations, on what it is necessary to make (cf professional ethics). The functioning of the group is assured by an auto-control: it is the example of the doctors treated by Eliot Freidson. In a more general way the more recent searches show that these control mechanisms can overflow the technical domain towards a social field: it is the case of the doctors, at least their elite, in the field of the questions of health. In fact, the distinction between profession and occupation, which is institutionalised in Anglo-Saxon countries, is non significant. This distinction is, above all, a social and political construction.
2. The professional life is a career (even if this one is not formal), that is a biographical process. This process is a set of interactions between structure of the available jobs and individual trajectories. So, be a professional has not the same meaning at the beginning, and at the end of the career.
3. Professional groups develop segments from the oppositions, the internal splits to the group (bound to the specialities, to the shared faiths). See the example of the doctors, and, inside the medical profession, the psychiatrists. Segments can be constituted on a hierarchical base. When a professional group is setting up, it implies that some persons are permitted to exercise, so others are not allowed to, or they are permitted for certain tasks, of course, the less worth ones, or considered as such. That’s the “dirty work” that each group let to the one which is just below (division between nurses and auxiliary nurses in France).
4. The professional group is a «social world» (Howard Becker: the worlds of the art, Anselm Strauss: for an approach in terms of social worlds). Social Words are made with shared beliefs, common cultural codes, networks of cooperation, routines. Being a professional means knowing this social world. A profession is not formed by technical skills, but by social competencies.

Let’s come back to Donald Schön. For him, the demystification of the expert can lead at a dead end. How exercise if you consider techniques as pure conventions? He is ironical about the students who have a radical and critical posture, and in the same time search to exercise these vocations, as doctors, lawyers or architects.  

1.3 The professional as a reflective practitioner

Another way to for the demystification of the figure of the expert is to consider that professionals know something worth, and that it is possible to describe this knowledge. The Schön’s approach leads then to another model of professionalization, based on reflexivity. He asserts “the assumption that competent practitioners usually know more than they can say. They exhibit a kind of knowing in practice, most of which is tacit…Indeed practitioners themselves often reveal a capacity for reflection on their intuitive knowing in the midst of action and sometimes use this capacity to cope with the unique, uncertain, and conflicted situations of practice” (Schön, p. 18-19 de l’édition française). Against a technical point of view which emphasizes the problem solving, Schön argues for a problem setting posture, that is: 

“Problem setting is a process in which, interactively, we name the things to which we will attend and frame the context in which we will attend to them.” (p. 66)
The most important, I think, in this model, is that the activity is considered as always uncertain. Very significant of this point of view is the chart that he made comparing expert and reflective practitioner.

	expert
	Reflective practitioner

	I am presumed to know, and must claim to do so, regardless of my own uncertainty.
	I am presumed to know, but I am not the only one in the situation to have relevant and important knowledge. My uncertainties may be a source of learning for me and for them.

	Keep my distance from the client, and hold onto the experts role. Give the client a sense of

my expertise, but convey a feeling of warmth and sympathy as a ”sweetener”.
	Seek out connections to the client’s thoughts and feelings. Allow his respect for my knowledge to emerge from his discovery of it in the situation.

	Look for deference and status in the clients response to my professional persona.
	Look for the sense of freedom and of real connection to the client, as a consequence of no longer needing to maintain a professional facade.


(p. 354) 

Anyway, this approach of professionalization, more uncertain, leads to a kind of dialogue, between the professional and the context, but also between the practice and the theory, and, therefore between professionals and research. 
So, we have here a model which had a very great impact on the research about teachers training and teachers’ identity. 

1.4 The professional teacher in the evaluatory State

But I would emphasize the context, and especially the policy context. That is the reason why I gave you to read the paper of John Elliott (The paradox of educational reform in the evaluatory state: implications for teacher education, Prospects, vol. XXXII, n° 3, September 2003). Note that Prospects is the review of comparative education from UNESCO, and I advise you to refer it. Of course, it’s an English point of view, essentially based on the educational reforms in the United Kingdom, during the eighties and the nineties. But I find that we can broaden the Elliott analysis in a global perspective. That’s what he does at the beginning of his paper, when he writes: “in a post-industrial world, we are witnessing the gradual withdrawal of the State as the direct provider of public services like education”. This withdrawal is supported by the neo-liberal movement, the critics against bureaucracy. As he writes below, that withdrawal can mean a privatization and the regulation by the mechanisms of the free market. But I don’t think that this is the likely trend for most of the European countries. More likely is the second scenario, and that he calls the indirect regulation through the evaluatory State. The State becomes then an evaluator: its “primary function (…) is an evaluation function. It is by evaluating the performance of the providing agencies that the State is able to indirectly influence and shape the “quality” of provision.”  That is, I think the main tendency of educational policies today. It results in an emphasis on target setting, with standardized performance indicators. It’s clear that this direction affects the training of the teachers. I let you discuss about what he calls “the counter-productive outcomes” of this policy.

So to conclude this first part, I’d say that two models of teachers’ professionalization are in competition: on one hand, the model of the “reflective practitioner” or “teachers as researchers”, on the other, the model of efficient teacher, in regard to evaluated outcomes. It’s not obvious to talk about professionalism in the second case, considering the lack of autonomy of the teacher, involved by the evaluation system. But it doesn’t mean that another model, the model of the expert disappeared, and especially the model of an expert in a subject (the traditional model).
2. Discrepancies and convergences between the Teacher Training and Professionalization patterns in Europe.

There are several ways to approach teachers professionalization: by the knowledge needed in a particular subject, in order to teach it (traditional model), by the reflective posture about the interaction between students, teachers and knowledge (reflective model), and by the ability to achieve predefined targets (evaluation model). 

Now is the time to look at what happens in the different countries in Europe.

2.1 Discrepancies and convergences

I make two assumptions:

First there are convergence trends in Europe, from some models, because they are promoted, in one way or another. For example the international institutions can affect the national education policies, about teachers training or task evaluation, etc. Another example is given by the exchange of ideas between scholars or searchers in education, for instance in Vilnius.

Second assumption, there are discrepancies between the countries, above all because of the specificity of each educational system. Not only their characteristics are different, but, more, these differences can increase. Why? Political scientists use a concept to explain this curious phenomenon: at the time of globalisation, specificities of social and political systems keep very strong, and resist pressure of the global homogenisation. This concept is called “path dependency”: it means that the weight of each national history is more decisive than the influence of global trends.
There are not a lot of patterns, as far as I know, that allow modelling the national educational systems. Maybe because it’s quite complex. Indeed, an educational system can be featured in several ways, considering different characteristics as goals of education, expected effects of education, values, and teaching practices.

2.2 The model of educational conventions

I would like to introduce to you a theoretical frame, that I used for another question, the policies against high school dropping out, but I think this theory can be useful to understand some specificities, how they change, or not. 

This theory was developed by several authors in France, in a stream called “école d’Aix”; one of them is Eric Verdier. 

Each national system can be described as a regime, an educational regime. A regime is based on stable principles, called conventions. These conventions help the persons to direct their action, they can justify their action, and they can pass judgments on other persons. A regime is a compromise between several conventions, organized in a hierarchical system: some conventions are dominant in a national regime, not in another. Four conventions can be distinguished. 

The first one is the academic convention. In this convention, the education aims to untie individuals from their social background, in order to give them an academic value, which is supposed to originate their legitimate social status. It’s based on a separation between school and society. The academic knowledge is specific, difficult to achieve, and the outside is always seen as degrading the legitimacy of academic convention (practical knowledge, influence of the families, religious beliefs, etc.).

The second is the vocational convention. It’s based on the idea that school prepare to working life. In this convention, the educational system must bring useful competences, and school must be closely tied to the economic world. 

The third convention is universalist. It asserts than the school is the archetypal integrative institution. The goal of educational system is to create solidarity between all the members of the society, to reduce the social inequalities, and to build a real democracy.

The fourth convention is the market convention. In this conception, education is not a specific activity: as the others, it could be produced through the free market mechanisms. If it’s not completely possible, some of these mechanisms must be developed: free choice for the parents (as clients, or costumers), competition between schools, standardization of educational outputs, and private funding, at least partly. 
The three models of professionalization can be linked to these conventions. There is a very close tie between the traditional model and the academic convention. This one can be very strong among a part of political decision-makers. It can explain, for instance, why this traditional model seems to be strengthened by the recent reform of teachers training in France. The “masterisation” indeed results in a more academic recruitment and training. The model of the reflective practitioner is closer to the vocational and universalist convention, mainly by the attention of this model to the relation between the teacher and the student. It is obvious that this attention is primary in a universalist convention: student centred practices and adaptability according the individual needs are the condition of a real democratic education. It is also true for the vocational convention, in which every student have an equal right to the vocational training. As concerns the evaluation model, it is of course the market convention that gives to it legitimacy, especially when it is in question to see the teachers practices as evaluable, as well as any other professional activity.

This model can be a starting point for the discussion. 
2.3 Data on teachers in Europe

Let us see now what we can know through the data provided by the EU, in particular their website:

http://eacea.ec.europa.eu/education/eurydice/index_en.php
The following passages are excerpt from the European Union publications.

The formal education of teachers

Excerpt from Key Data on Education in Europe 2009, Eurydice, EU (p. 149).

“Teacher education may be organised in various ways, but usually includes a general and a professional component. The general component is the part given over to courses covering general education and study of the one or more specific subjects to be taught and may also refer to the degree obtained in a particular subject.

The professional part provides prospective teachers with both the theoretical and practical skills needed to be a teacher and includes in-class placements.

Two main models of initial teacher education can be distinguished on the basis of the way in which these two components are combined. The professional component may be provided either at the same time as the general component (the concurrent model) or after it (the consecutive model). The upper secondary school leaving certificate is the qualification required to undertake training in accordance with the concurrent model as well as, in some cases, a certificate of aptitude for tertiary and/or teacher education. In the consecutive model, students who have undertaken tertiary education in a particular field then move on to professional training in a separate phase. In the concurrent model, students are involved in specific teacher education right from the start of their studies, whereas in the consecutive model this occurs after their degree.

In almost all European countries, teachers at the pre-primary and primary levels of education are trained in accordance with the concurrent model. However, in France, all such teachers undergo a consecutive form of training. In the United Kingdom (England, Wales and Northern Ireland), the concurrent route was the traditional route for intending pre-primary and primary teachers, but both routes are available and the consecutive route is now common.

For general lower secondary education, the concurrent model exists either alongside the consecutive model or is the only possible option. In Latvia, Lithuania, Malta, Slovenia, Finland and Iceland, the concurrent model is the most widespread model for this level of education. In these countries, with the exception of Lithuania and Malta, primary and lower secondary education are organised in a single structure

(Figure B1). In Spain, France, Italy, Cyprus and Hungary however, the consecutive model is the only possible pattern of training for lower secondary education.

The consecutive model is more often adopted for teacher education for general upper secondary education. However, all teachers studying to teach at this level in Germany, Slovakia and Sweden receive education provided in accordance with the concurrent model. Many countries offer both routes. In Bulgaria, Ireland, Portugal, Slovenia and the United Kingdom, the consecutive model is however the most widespread model for this level of education.
In Malta, Finland and Lithuania, the majority of all (lower and upper) secondary teachers are trained in accordance with the concurrent model. In Germany, Slovakia, Sweden and Turkey, the concurrent model is the only possible route into teaching for all levels of education. In France, only the consecutive model is available.”
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The status of teachers
Ibidem p. 163-164.
“In European countries, the employment status of fully qualified teachers (whether in primary, lower secondary or upper secondary education) falls into two main categories. In more than half of these countries, teachers have civil servant status, although in only a minority of those countries are they appointed for life (as career civil servants). In the remaining countries, teachers are employed under contract and subject to general employment legislation. These two categories of employment status exist alongside each other in a few countries.

In the first category, teachers are civil servants employed by the public authorities whether at central, regional or local level. Teachers with this status are employed in accordance with a regulatory framework distinct from legislation governing contractual relations in the public or private sectors.
Nevertheless, closer examination reveals that their employment on this basis varies from one country to the next and has to be defined more precisely. It is clear that career civil servants represent a sub-category. In career-based systems, teachers are recruited and employed by the central or regional authorities where

these correspond to the top-level authority for education in a country (as do the Länder in Germany, the Autonomous Communities in Spain and the Communities in Belgium, as well as the Bundesländer in Austria in the case of compulsory school teachers). The concept of permanent appointment for life is very important, and teachers lose their jobs only under very exceptional circumstances. Belgian, German, Greek, Spanish,

French, Cypriot, Luxemburger, Maltese, Dutch, Austrian, Polish, Portuguese teachers may be regarded as civil servants who are part of a structured career system.

Teachers who possess the third type of status are identified as ‘employees’. They are engaged on a contractual basis established in accordance with the general provisions of employment legislation. As public-sector employees, teachers may be employed by the public authorities (generally at local or school level), although the most common situation is for them to be directly employed by the school concerned.

As far as job security is concerned, the really sharp distinction is not between the status of civil servant and contractual employee but between that of career civil servant and the two other status categories.”
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The conception of activity 
Excerpts from  Levels of autonomy, pp. 39-45.

“In most countries, working time is defined as the time allocated to two main activities, namely teaching in lessons on the one hand and the preparation of lessons and marking on the other. In many countries, additional activities are also included.

A precise number of hours of availability at school for other activities, such as meetings or management duties, may also be specified as occurs in thirteen countries. Most of them also specify the teaching hours and/or overall working time. In either case, the situation is the same in primary and secondary education.

The working time of teachers is contractually defined in terms of the number of teaching hours only, in just three European countries (Belgium, Ireland and Liechtenstein), while it includes both teaching hours and hours of availability at school in Greece, Italy, Cyprus, Luxembourg, Malta and Finland. A great many countries apply an overall number of working hours, which in principle covers all services performed by teachers, over and above the specified number of teaching hours.”
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In addition to the tasks of teaching and preparation/marking, teachers may be contractually involved in various activities which have a greater or lesser effect on their workload. This section looks mainly at those tasks requiring real investment in extra time. Figure 3.2 shows a series of tasks that may be required of teachers in legislation or other official documents. It should be noted that, in practice, the situation may be very different. In some countries, tasks that teachers would be obliged to carry out if official rulings were followed to the letter, are in practice performed only on a voluntary basis. In others, teachers may often take on duties not specified in official documents. Different levels of responsibility within a school and different career routes for teachers may exist. They are however not considered in detail here.
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3 The EMETT Survey

See the paper by Kollar, Margiotta, Caena and Guibert.
