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This paper will discuss the consequences of neoliberal governance in Danish day care centres, the social educators’ response, and the possible development of alternatives based on collective participation of social educators and union representatives. We will show how important and unnoticed professional competencies come under pressure, and how collective interest representation is challenged. We will discuss how concepts of “gestural knowledge”, “coherence” and “rhythm” open for a new understanding of professional competence. And we will conclude that the social educators and their unions have the possibility to contribute to the development of a new welfare paradigm. 
The paper is based on material from two research projects (Ahrenkiel et al. 2009, 2011) involving social educators and union representatives in day care institutions. We have observed everyday work activities in day care centres and various meetings involving union representatives and on this basis interviewed both social educators and union representatives. The interviews have been open and loosely structured, with a focus on encouraging the participants to talk about important aspects of their work. Everyday work was also the starting point for research workshops in the projects, inspired by action research, where the focal point was the suggestions for change put forward by the social educators and union representatives themselves.
Neoliberalism and NPM in day care institutions
Day care centres serve a central function in modern society since taking care of children is a prerequisite for the parents’ participation in the labour market. This is certainly the case in Denmark; in 2010 more than 97 % of children aged 3-5 attended day care centres and more than 87 % of children aged 1-2.
 As other parts of the public sector in health, care, and education, day care is regulated politically and a contested terrain (Edwards 1979) with many agents trying to influence the development of day care centres.
The neoliberal governance and New Public Management in the Danish welfare state has developed over the past 20 years (Campbell 2001). Several key reforms have had both structural consequences as well as implications for the everyday work life in the public sector. Two of the major reforms were the Quality Reform and the Structural Reform, both dating from 2007. The Quality Reform was launched in the desire to allow employees and management freedom to choose how they would live up to key government targets. In this way the Quality Reform further developed contract management as a tool to create quality, implying also that quality is identified as a target which can be quantified. The reform has been met with criticism because bureaucratic governance simply assumed new forms involving standards, benchmarking, accreditation, etc. It has been considered a paradox that the rhetorical liberation has been wrapped up in powerful governance and control. 
In the day care sector, various statutory requirements have been introduced and the redefinition by the Government’s Day Care Services Act of day care centres from day care institutions to day care supplies is symptomatic of the growing market-, service- and customer-oriented thinking that characterises welfare services (Pedersen 2006). Among the new requirements are: Language assessments of 3-year-olds and language stimulation programmes for children with insufficient language skills, and the child’s benefit from such programmes must be documented. The children's environment will be evaluated, with a review at least every three years. Educational curricula for young children in six specified areas will be developed. The day care centres will set targets and define methods and activities for the curricula, and the outcomes of working with the six themes will be documented and be subject to an annual evaluation, including an indication of how to follow up the results. There will be status and development talks with parents with the aim of creating a dialogue on the child’s development in relation to the six specified learning objectives. Local councils and day care centres will be required to document the overall effort, goal achievement and resource use in day care. These are all measures which remove the authority for determining everyday work in day care away from the employees (to the leaders) and away from the institutions (to administrative and political bodies).

The response of social educators and union representatives

In our projects, we have encountered a great variety of attitudes from social educators to these increased demands. Some view the initiatives positively, believing they can help to give their work a boost and a direction. Others emphasise the possible increased recognition of social educators’ status as professionals who, like other professional groups, are capable of planning, implementing and documenting work in accordance with regulations. Yet others are positive in principle about some of the initiatives, but stress the matter of resources - there is already too little time for the actual work with children. Finally there is a group that is generally critical of the initiatives. Some criticise the element of learning- and competence-based thinking which they find implicit in some of the initiatives. Others’ criticism is based on a perception that the actions are driven by control and distrust of the ability of social educators to work in a professionally responsible manner. 

The often positive attitude in principle of social educators and their unions towards increased formal requirements for documentation and evaluation may be based on a belief that this could help to enhance their status and thus eventually also improve working conditions and salaries. In the process, however, there may be a danger of professionalism submitting to goal rationality, so that in fact dequalification may take place if professional assessments previously based on everyday practice are instead based on standards, filling in forms, etc. The development away from a greater degree of professional autonomy in day care centres towards greater regulation of content can be described as a development from high trust to low trust. Seen from this perspective there is anything but recognition of the professional competence of social educators in the new management systems and requirements for evaluation and documentation. How insulting these new demands could be experienced is seen in the following statement from one of the employee representatives in our study: "I think it's insulting, it's as if the only thing that counts now is the few hours a week I’m obviously working on the curriculum goals. Then I start to think like this: What about before we got the curriculum, didn’t I do anything important then? "  

In parallel with the aim of the Quality Reform to improve quality through increased demands for documentation and evaluation, the Structural Reform centralised local administration in larger entities. The Structural Reform can be seen as an element in the desire to contribute to the creation of larger and more homogeneous markets, while the Quality Reform links the use of market mechanisms to the intention of raising the quality of the public sector. As a consequence of the larger units, many day care centres have been merged, and in reaction to this, the employees’ union has also merged local branches.  
The institutional mergers meant that many places lost a union representative at each institution. The new joint representatives find it difficult to maintain contact with everyday life in the day care centres, since both local authorities and unions often wish to professionalise their function and turn it into a full-time position. In the words of one joint representative: "In our local authority we’ve chosen not to be full-time joint representatives. I love being in my kindergarten and I feel it helps me to be a better joint representative. And when I talk to politicians, I can also tell that it really means something that I can always be very specific about what will happen, for example, if they want to cut back on something. I can feel it in my body and now I've gone from representing 7 institutions to representing 70, which has meant that I now feel my knowledge is ‘poor’."
Some joint representatives, however, feel that the overall increase in time for union work may lead to better concentration on this work and the experience of being able to act more professionally, "With the twenty hours I’ve now got for union work, I can think much more about the high-level things, for example being properly dressed according to municipal policies and finances, and in this way I can get better at negotiating, I think ". Although the union representatives may have the opportunity to improve their skills as representatives, the challenge is to maintain close contact with everyday work in the centres: "What you lack of course is seeing things in relation to the everyday talk among colleagues, when you just come to visit now and then. When I go to a council meeting, I can of course easily pass on the sense that things are busy and talk about work that hasn’t been done properly because of the cuts. But it’s more difficult to include the ordinary everyday things, I have a bit of a hard time keeping those on the agenda. "   The representative is here referring to that part of the professional competence which is not directly reflected in the official documentation system, but which is crucial for the quality aspects of the work. 
Unnoticed professional competencies
The development towards greater demands for documentation and evaluation, set learning objectives, centrally determined procedures, etc. means that these aspects of day care work are more time-consuming and become the focus of professional competence. When accompanied by diminished resources because of cuts, a particular pressure emerges on the "unnoticed" part of professionalism. This refers to every aspect of the work which according to the narrow service logic of “day care supplies” cannot easily be described, documented or included in a learning objective; this is the professionalism often disregarded as insignificant since it is connected to everyday activities, routines and habits. The fact that this knowledge is unnoticed is not an effect of NPM, but the ongoing reorganisation of institutions increases the structural pressure on it. The significance of this may be that it is not only the formal documentation and evaluation system which has difficulty in seeing and recognising this aspect of professionalism; the social educators themselves also find it hard to uphold its value and develop it as the central and essential part of professional competence, without which the "noticed" part cannot function properly. 
The "unnoticed" professionalism is reflected in welcoming the children in the morning, mealtimes, bedtime, changing nappies, dressing and undressing, clearing up, etc. These activities clearly express continuity in daily routines and have great significance for the day-to-day structure. Such activities are obviously not in themselves unnoticed. But they are as professional activities. It is a fatal misunderstanding if, for example, one considers putting nursery children to bed after lunch as a routine activity that is not particularly pedagogical, but perhaps requires a special skill and feeling for the situation. The whole situation involved in putting children to bed is an excellent professional situation where the social educator's work differs substantially from the parents' putting children to bed at home, and therefore cannot simply be understood as "experience-based", but precisely as a professional activity. 
In the research workshops in our project, social educators dealt with examples of successful and difficult situations from their everyday work, and the space they were given to freely and exhaustively work through such examples and collectively reflect on them gave rise to some key questions about maintaining and developing professionalism. The examples were based precisely on situations that are otherwise "unnoticed", such as eating, washing hands, going for walks, putting to bed, etc. Working through the problems in this way allowed for a common realisation of the particular qualities of professional competence. For example, the staff at one institution discussed how they jointly dealt with a conflict with a child on the way home from rhythmic gymnastics. By considering this difficult situation in detail, it was clear that this seemingly purely practical task - the trip back from the professionally verifiable activity - also contained numerous professional perspectives, such as understanding the situation from the point of view of the child and other people and joint proposals for action. 
This highlights another important aspect of day care work which is increasingly under pressure, namely its collective character. It is generally recognised that day care work is highly collective. But our projects have revealed to us that the collective character of such work is the focal point for an essentially continuous development of professionalism that is an integral part of day care work and vital to its quality. We observed the first hints of this in the day-to-day activities of the institutions, but its potential became much more prominent in the free space for examination and reflection offered by the research workshops. Day care work is performed and developed through the social educators’ ongoing mutual coherence and reflection on their practice. But in the current day-to-day environment in institutions, social educators find that the already very limited time for collective professional reflection is under further pressure from the flow of new requirements defining the content of their work. 
It is a general trend across all the institutions we have been in contact with during the two projects that the number of staff meetings and professional development days has been sharply reduced, and the few forums for collective reflection that are left are increasingly filled with extraneous agendas and documentation requirements. This entails limited opportunities for social educators to develop their professional competence based on their everyday work in the institutions. This strongly detracts from the "unnoticed" element, and consequently also professionalism in all its concrete aspects. The particular focus on the unnoticed part of professional competence requires a space free from pressing performance requirements, otherwise the result will be that the unnoticed can no longer take place as "unnoticed", but (as it cannot just be taken out) starts to become embedded and instrumentalised in specific goals and plans.
Gestural knowledge, Coherence and Rhythm in everyday work
In discussion of professional competence it is generally acknowledged that there are different types of knowledge involved (Eraut 1994, Gibbons 1994). Also, in day care work various forms of knowledge go hand in hand. There is theoretical academic knowledge, collectively embedded knowledge and personal knowledge. In practice, the forms of knowledge are closely intertwined, and overall we can use the concept of "gestural knowledge" to describe a significant dimension of day care work. This concept, as we use it here, has been developed from the theory of "sensory awareness" of the German social philosopher Rudolf zur Lippe (Lippe 1990). Sensory awareness is a concept that, as the word suggests, is intended to overcome the polarisation or division of body and spirit without letting the two sides flow into each other. Sensory awareness is the result of a creative process centered on a bodily aesthetic experience whose essential medium is gestural. Human gesture is a significant and communicative form of expression, and gestures are not simply bodily movements, but bodily movements that combine into gestalts or rhythms. Further, being communicative, they are never merely individual movements, but elements of social interaction. They are therefore an essential part of creating a coherent context. Gestures can be closely connected to the performance of certain tasks or more freely linked to social exchanges. They will always be part of the situations where they themselves are the responses. What matters in a work perspective is that they also possess a knowledge dimension: a "gestural knowledge" that develops over time and is continuously activated, restored and renewed in new situations. Gestural knowledge is inherently bodily experiential knowledge that can be learned, practiced and developed. However, it must not be understood as something exclusively bodily, nor indeed something bodily in isolation, but it is created and used in a close relationship with discursive forms of knowledge.
Generally speaking, gesture is at one and the same time the expression of an experience and the imparting of information. Thus, gestural knowledge has a communicative and interactional dimension, which is a prerequisite for its potential to "gestalt" contexts. Gestural knowledge is personal, bodily embedded, practical experiential knowledge about how to deal with certain (work) tasks and master certain situations, and also inter-personal, situation-related knowledge. In concrete situations, the gestures of individuals are attuned - more or less successfully, of course - to others' gestures to form an overarching pattern or interaction. In this way, the concept of gestural knowledge matches the strong physical element and personal "embedding" of pedagogical work connected to the fact that it is work with children, as well as its strong collective element linked to the fact that several people are working together in relation to a group of children.
Our observations highlighted for us the importance of creating coherence in day care work. In many situations, the social educators were successful in creating an organic coherence, leading to smooth transitions from one situation to another, so that they are not perceived as disruptive. These include the transition from the home to the institution where the social educators’ way of dealing with it is important for the child. They also include transitions between different kinds of activities in the course of the day. Creating coherence is important for children, for the parents and for the social educators themselves because a substantial part of the overall meaning of the work derives from its ability to link aspects of everyday life. In this way, the work of social educators has a specific dimension that connects different spheres of everyday life.
The creation of coherence as a professional competence implies certain rhythmic qualities. Lefebvre (Lefebvre 2005) has developed a concept of rhythm that draws inspiration from such diverse dimensions as our bodily-gestural movements, (cooperative) work processes and music. In rhythm, different and transient elements are integrated into a fluid whole, which both follows certain patterns and continuously improvises. The reference to this concept of rhythm is important because it suggests that the creation of continuity is not just a question of a person being able to move between and function in different spheres or systems, only needing to note how life is lived in those spheres or systems. If we take walking or a melody as models of rhythm, it becomes clear that rhythm only manifests itself as a quality in connection with what is happening now, what precedes and what follows. What precedes is something we have with us, it determines what is happening now and it also derives its quality (as a step in walking or a bar of a song) from what follows, retrospectively, so to speak. And what then follows is anticipated as a direction of movement or orientation; it is certainly not fixed, but neither can it assume just any form. If that were so, we would fall down, or the tune would go to pieces. Relating this to the work of the social educator it underlines the importance of different types of knowledge involved simultaneously. Knowing what creates rhythm and coherence function together with theoretically informed knowledge of social and psychological dimensions of children’s development.
These dimensions of the work of social educators – the unnoticed professional competencies, the gestural knowledge and the ability to create coherence and rhythm in everyday life – are dimensions that hold the potential to be further developed and not least acknowledged as important. Also the social educators themselves collectively can gain from focusing on these aspects, not least because they encompass the potential of developing new perspectives on day care work.
Collective reflection and development of alternatives
In the research workshops in our projects we saw how a collective process of reflection on unnoticed aspects of professionalism can be the basis for a new awareness of one’s work and for utopian proposals for the creation of alternatives in day care centres. However, the possibility of collective reflection on experience is today almost non-existent within the general organisational framework of day care work. It is available in principle at staff meetings, but in our observations of the current day care environment, we have noticed too many urgent matters which push aside the need to reflect closely on everyday experiences. This also takes place in the formal cooperation forums, where the union representatives act in the interests of the social educators and where the requirement to respond to strongly structured political agendas also marginalises concrete everyday experiences. Professionalism - not least its unnoticed aspects - will then have an underplayed role, although it may at first glance appear that professionalism is on the agenda because of the talk about documentation of the quality of the educational work, etc. But it is expressly only that kind of professionalism approved by the new forms of governance, and even though union representatives may be interested in raising the matter of everyday professional knowledge and unnoticed professional competencies, it is very difficult to find room for it. 
Trade unions for the caring professions, including social educators, have in different ways and with changing emphasis over time shown an interest in developing and discussing professionalism alongside the traditional interests with an emphasis on pay and working conditions. The strategies for professionalisation are aimed both at ensuring influence on the development in central and local government policies and at helping to develop awareness among members of the strength and identity of the professional field. The focus of these strategies on the content and importance of the work should have the potential to maintain professionalism and link it to a strategy of influence.  
Where it is appropriate to assign professionalism - not least the unnoticed aspects of it - a decisive role in the development of alternative forms of governance, this is connected to the social orientation of the work involved. Day care work, like any other work, has significance beyond the framework of the individual institution, i.e. a social significance. The meaning of the work is interwoven with what the work does for others, and is related to the role of the work in the development of society (Sennett 2009). 
It is a widespread prejudice that "ordinary social educators" are only interested in the immediate, concrete tasks of the institutions. But this is not correct. In our research workshops we asked the social educators: Why do we have day care centres, and the answers unfolded in the form of differentiated discussions about the role of day care centres in society, the meaning of a good childhood, social inequality, etc. The professionalism of social educators is closely linked to such reflections and the arguments are based on their own everyday experiences from the institutions. 

The formulation of alternatives therefore suggests not merely a reduction of the dominance of neoliberal governance, but also a potential reorientation towards a completely different type of institution. Such perspectives can be based on the idea of common goods, which finds its parallel in international discussions about "commons" (Shiva 2005, Cavanagh and Mander 2002). In this context, the idea is to consider care, socialisation and other relevant tasks as common issues to be developed in a democratic and sustainable way "from below" with the direct involvement of interested and affected parties. In the case of day care centres this would include social educators, parents and children, but also a wider partnership with social movements of various kinds and in general a living integration of day care centres into the community. It should be possible to create a new balance between a commitment to general societal standards and social orientations on the one hand and local autonomy on the other.   
In the context of such terms as Social Movement Unionism (Holdt 2002) and Community Unionism (Black 2005), there have been discussions in a number of countries with a much lower degree of union organisation than Scandinavia (e.g. North America) about how offensive union policies can embrace and integrate a commitment to local communities, citizens’ groups, social movements, etc. This will not only provide a perspective on members' everyday lives, as parents, consumers, residents and citizens, but also a broader social and solidarity-oriented consideration of the consequences of policies in different areas. 
In the Scandinavian context, the struggle for an alternative welfare paradigm may be inspired by these international experiences. Together with the discussion of "commons", this points towards an alternative to the one-sidedly welfare state-oriented traditional institutions and the neoliberal degradation of these institutions through the current market and service orientation. It is an alternative where self-management is the focal point; not related to the kind of decentralisation we are familiar with from current policy, but supported and secured by the state. In such an alternative, the self-management of day care centres would thus not only be a matter for social educators, although they would of necessity play a crucial role based on their professional autonomy. A formulation of such social reform policies could be exemplary, pointing towards a broader critical analysis of the marketisation and service orientation of the welfare state and the importance of having social institutions.
Conclusion

We have demonstrated above how neoliberal governance marginalises important, unnoticed aspects of professional competence, while the opportunities for social educators and union representatives to influence the everyday work situation are under threat. We have also shown how day care work possesses certain distinctive qualities based on its strongly collective character, personal involvement, gestural knowledge and ability to create rhythmic continuity and coherence in everyday life. We have discussed how the social educators and union representatives have the possibility to develop new ideas on how day care centres should function. And we have shown how this requires time and space to collectively reflect on daily work practices and on the social and societal dimensions on day care work. 

Policies and strategies for professionalism and collective interest representation should be concerned with this - creating time and space. Time and space must be found both for the contact between union, representative and member, and it must exist in the everyday day care context. In this way, it is possible to counteract the current degradation of institutions and professionalism by starting at the grass roots level and expanding towards an overarching alternative towards an alternative welfare paradigm. 
The social educators and their unions have a unique opportunity to create a framework where all aspects of social educators’ professionalism come into play and can form the core of such a process. By linking pedagogical professionalism in all its various and "unnoticed" forms with a strategy for increased influence on everyday situations in day care, one can create a basis for formulating alternatives that break with the neoliberal logic.
� � HYPERLINK "http://www.dst.dk/pukora/epub/Nyt/2011/NR080.pdf" �http://www.dst.dk/pukora/epb/Nyt/2011/NR080.pdf� (Statistics Denmark, 2011)
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