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Changes in the structure and content of teacher education in recent years in the United 
Kingdom are considered against a backdrop of the major theoretical and pedagogical 
issues which have, until now, been the source of creative tension in the field. Although 
the wide range of issues in teacher education which spawned such a substantial 
literature in the late 1960s and 1970s are no nearer resolution, they are rarely aired 
in the current discussions about changes in initial teacher training. Debates about 
proposed new patterns of teacher training appear to be increasingly taking place in 
political contexts where the main issues seem to revolve around cost effectiveness 
and speed of course delivery, with the result that professional educators are being 
marginalized by their political masters. It is argued that the constant changes in the 
arrangements for initial teacher training are creating a situation in which preparation 
for teaching is being pushed back to a skills-based, unreflective, and anti-intellectual 
activity.

In the halcyon  days o f  the late 19 6 0 s and early 1 970s, teacher education  w as  
a grow th  point in higher education . H undreds o f  you n g  p eo p le  flo ck ed  to the  
c o lle g e s  and institu tes o f  education  to fo llo w  cou rses tow ards a teach in g  career. 
T he new  B E d d egree  had e lev a ted  the status o f  teach in g  to an acad em ica lly  
respectab le  p rofessional career, and the tw o-year  teacher train ing co u rses faded  
in to  the educational m ists to be buried a long  w ith  ‘m on itor’ and ‘s itting  w ith  
N e llie ’ traditions. It w as a tim e o f  hop e and op tim ism  for teacher education  w ith  
the new  degree  o ffer in g  a route to an a ll-graduate p rofession . A n e x ten siv e  
literature d ev e lo p ed  w h ich  g a v e  rise to a c lim ate  o f  reflection  and a n a lysis o f  the  
key issu es in the fie ld  and, across the U n ited  K in gdom , the w id e  variety o f  
teacher education  d egree cou rses w h ich  sprang up provided a rich backdrop  
against w h ich  the u n fo ld in g  issu es cou ld  be exam in ed  and reflected  upon.

H o w ev er , it q u ick ly  becam e apparent that a d egree for teachers w as not a 

p an acea  for  all train ing ills . T h e issu es  surrounding the f ie ld  w ere  both  
concep tual and id eo lo g ica l. W hat w ere the core  e lem en ts o f  a g o o d  preparation  

for teach in g?  H o w  cou ld  cou rses best be structured and delivered ?  H o w  w as  
curricu lum  con ten t to  be se lec ted  and organized? W hat did the w orld  o f  the  

sc h o o ls  and the c lassroom  dem and o f  new  graduates? W hat co u ld  be rea listica lly
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ach iev ed  over  a three- or four-year training period? T he prevailing  m ood  w as  

about fin d in g  structural and edu cation a lly  sound patterns o f  cou rse  prov ision  
and attem p tin g  to rec o n c ile  and adjudicate b etw een  c o m p etin g  p o s itio n s.  

C om pared  to w hat w as to happen in later years, p o litica l pressure w as n eg lig ib le  
and auton om y ruled. T he fie ld  o f  teacher education  and the w orld  o f  the n ew  
graduate p rofession  started to w ash its linen  in the educational literature w ith  a 

vigou r w h ich  seem ed  to augur w e ll for a rev ita lized  academ ic and in te llectu a lly  
stim ulating  future. B ut w hat w ere the burning issu es o f  the day and w hat 

happened to them ? W ere they to b eco m e  the issu es o f  the future and h o w  w ou ld  
the future handle them ?

RESEARCH

‘T here is no gap m ore glaring than the failure to equ ip  the teach in g  p ro fession  

for its altered contem porary fu n ctio n ’ c la im ed  L ynch  and P lunkett (1 9 7 3 )  a lm ost  
tw enty  years ago , and it w as arguably, sen tim ents such  as this that fo cu sed  m inds  

and attention on the d ev e lo p in g  debate about teacher education . A n  im m ed iate  
problem  w as that the area did not h ave a very strong or d ev e lo p ed  literature, and 
research for the m ost part concentrated on ‘se lec tio n  and p red iction ’ and on the  
m easurem ent o f  student attitudes to d ifferen t parts o f  their courses. A lth ou gh  
C o p e  (1 9 7 0 )  argued that m uch m ore research m ust be in itiated  ‘to a ssist in 
c la r ify in g  o b jec tiv es, ana lysin g  p ro cesses and eva lu atin g  c h a n g e ’, W ragg (1 9 7 4 )  
appeared cau tiou sly  op tim istic  about a perce ived  upsurge in research into  
teach in g  w h ich  he thought m ight be s ig n a llin g  the ascent out o f  the ‘deep  trough  
in teacher education  in the U K .’ T here seem ed  to be no d isp ute about the need  
for a m uch broader research base to support teacher training and the b u ild in g  o f  
such  a base p ro g ressively  began to take shape. W hat cou ld  not h ave been  
predicted , h ow ever, w as the id eo lo g ica l battle o f  the late 1980s and early 1990s  
b etw een  the professiona l educators and the politica l m andarins for w h om  

research w ou ld  not be a m ajor issu e.

THE CRITICAL GAP

M orrison and M cIntyre (1 9 7 3 )  caught the m ood  o f  so m e  sec tio n s o f  the  
educational estab lish m en t in the early 1970s w h en  they su g g ested  that m any  
training co u rses w ere p iece -m ea l and that m uch o f  the w ork co u ld  not but be  

extrem ely  su perfic ia l, in te llectu a lly  trivial and un lik ely  to h ave  any long-term  
in flu en ce  on student teachers. In a sim ilar v iew , E lv in  (1 9 7 1 )  c la im ed  that 
students had to learn so  m any bits o f  th ings that they w ere ‘overw ork ed  and 
understretched’. Furtherm ore, M o o rh o u se  (1 9 6 9 )  thought that the arrangem ents
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for training on the n ew  B E d courses look ed  lik e a ‘s team in g  ju n g le ’ w ith  
graduates running the risk o f  b eco m in g  ‘stock -p ots for ill-d ig ested  academ ic  
th eory .’ S o  w hat needed  to be don e?

C learly  the e x p erien ce  o f  cou rses had to provide opportunities and co n d itio n s  
for students to assim ila te , cr itic ize  and then use  educational co n cep ts (R ee, 
1970), but there w as a lso  an urgent need to attem pt to fo cu s  the thrust o f  cou rses  
on the requirem ents o f  the c lassroom . A  d ifficu lty  w ith  the latter, h o w ev er, w as  
the con sid erab le  distrust and w ide-sp read  fa ilure in co m m u n ication  betw een  

teacher educators and teachers (M orrison &  M cIntyre, 1973). T he distrust 
p o ssib ly  arose from  the perception  that the trainers had lost contact w ith  the 
w orld  o f  the c lassroom , but yet continued  to be the ‘authority’ in preparing  
te a ch er s . T h e  b rea k d o w n  in c o m m u n ic a t io n  b e tw e e n  th e  p arties  c o u ld  
reasonably  be laid at the door o f  the trainers, w h o  o b v io u sly  had fa iled  to  
com m u n ica te  their purposes, strategies and tech n iques to the p ro fession  in an 

effort to so lic it  its support for the training enterprise.
T he gap, therefore, betw een  the training institu tions and the sc h o o ls  continued  

to  be filled  w ith  the m yths associa ted  w ith the lon g-stan d in g  co n flic t  betw een  

a ca d em icism  and the n eed s o f  the c lassroom  teacher (T aylor, 1969). T o o  m uch  

em p h asis w as still b e in g  p laced  on theory at the ex p en se  o f  practice, the argum ent 
w ent, and Perry (1 9 6 9 )  w as co n v in ced  that, a lthough y o u n g  teachers w ere  
in e ffec tiv e ly  trained at c o lle g e  in so m e  asp ects o f  teach in g  and not at all in others, 
they so o n  found th em se lv es in a seco n d  training sy stem  (sc h o o ls )  w h ich  w as  
extrem ely  e ffic ien t. It w as the very lo w  lev e l o f  profession a l identifica tion  in 
pre-serv ice  co u rses w ith the fie ld  o f  education  and the sch o o l, argued Clark and 
M arker (1 9 7 5 ) , w h ich  ‘prom otes the con tin u in g  disharm ony b etw een  training  
and reality o f  the teach er.’ E v id en ce  w as a lso  produced by M orrison and 
M cIntyre (1 9 6 7 )  w h ich  led  them  to co n c lu d e  that the in flu en ce  o f  the training  
institu tions d o es not su rv ive  the in flu en ce  o f  the sch o o ls , and that training  
program m es appear to h ave o n ly  ‘a transitory and m arginal e ffe c t  on stu d en ts’ 
su bseq uent c lassroom  beh av iou r.’ T his perce ived  m ism atch  betw een  the fo cu s  
o f  training program m es and the concern s o f  the sch o o l cam e to b e  seen  as the  
crucial and critical area in teacher education; as K oerner (1 9 6 3 )  cautioned , un less  

a m uch  m ore r e lia b le  w a y  o f  c o n n e c tin g  tra in in g  program m es w ith  the  

on -th e-job  perform ance o f  teachers cou ld  be found, there should  at least be m uch  
le s s  rig id ity  in the structure o f  co u rses and m ore m od est c la im s m ade for them .

T h e  C A T E  ( C o u n c il  fo r  th e  A c c r e d ita t io n  o f  T e a c h e r  E d u c a t io n )  

requirem ents o f  the 1990s have c la im ed  a concern  to m ake this co n n ection . 
T rain ing institu tion s have been directed  to in v o lv e  teachers and the sc h o o ls  in 

the d e livery  o f  courses, teacher educators are to h ave  ‘recent and re levan t’



28 MICHAEL O ’HARA

te a ch in g  e x p e r ie n c e , and c o u r se s  a cro ss  the U K  are to fu lf il  m in im u m  
requirem ents in term s o f  cou rse  conten t and sch o o l ex p erien ce . A lth ou gh  the  
rhetoric w as sed u ctiv e , the rationale w as w eak , the m otivation  p o litica lly  
su sp ect, and the lo g is tic s  unrehearsed. T he C A T E  dem ands m ay h ave sp oken  to  
the c o n d ition  o f  so m e  sec tio n s o f  the teach ing p rofession , but gen era lly  sp eak in g  
teacher educators w ere left ‘c o ld ’ at the exten t o f  the reform s, w h ich  lack ed  a 
research base and w ere in itiated  w ithout due consu lta tion  w ith  the training  
institutions.

B ut d o es  training actually  m ake m uch o f  a d ifferen ce  to the jo b  o f  teach in g  
(se e  A llen , 1963)?  T h is w as an issu e  that had a lw a y s been  ju st under the surface  
in sp ecu la tio n s about the future o f  teacher education  s in ce  there never did ex is t  
any real e v id en ce  to su g g est that trained teachers w ere m ore e ffe c t iv e  than 
untrained teachers. W as there, in fact, a need to reconsid er the exten t to  w h ich  
training co u rses altered or confirm ed  co m m o n sen se  understand ings o f  w hat 
teach in g  w as about, as M ardle and W alker '1 9 8 0 )  su g g ested ?  Perhaps the w h o le  
notion  o f  w hat constitu ted  e ffe c tiv e  training w as in need  o f  reconstruction . It is 
o n ly  n ow , perhaps, in the 9 0 s  that the lon g-aw aited  reconstruction  is b eg in n in g  
to take p lace, and is the first step the articled and licen sed  teacher sch em es w ith  
their em p h asis on large-sca le  sch o o l-b a sed  train ing? A re th ese  the vanguard o f  
the san ely  c o n ce iv ed , p ed a g o g ica lly  based and a cad em ica lly  r igorous teacher  
preparation program m es w h ich  are required for the next century or are they  
m e r e ly  a c y n ic a l  a ttem p t to  c o n firm  and in s t itu t io n a liz e  th e  s o -c a l le d  
c o m m o n sen se  understandings already referred to? M ayb e, o f  course , they are no  
m ore than a ‘k n ee-jerk ’ po litica l reaction  to a p erceived  d isenchan tm en t w ith  
current patterns o f  training.

THEORY VERSUS PRACTICE

A  recurring problem  in teacher education , and o n e  w h ich  w as particularly  
germ ane in the 1960s and early 1 970s, w as the perce ived  gap b etw een  theory  

and practice in the education  cou rses o f  concurrent and co n se c u tiv e  initial 
teacher training programmes. ‘There is a lack o f  integrating theory in p ed a g o g y  

... in its p lace there is principally  a bod y  o f  m a x im s’ , lam ented Bruner in 1966, 
and M orrison and M cIntyre (1 9 6 7 )  c la im ed  that w h ile  this gap rem ained, and 

c o lle g e  sta ff w ere unable to bridge it, it w as m ost un lik ely  that students w ou ld  
be ab le  to d o  it for th em se lv es. I f  that w ere the case , continued  th ese  authors, w e  
sh ould  not be surprised if  the theoretical study o f  education  is d ism issed  as b e in g  
irrelevant to the practice o f  teach ing. There w as a need for cou rses to  em p h a size  
the relationsh ip  betw een  ‘a ca d em ic’ and ‘p ro fessio n a l’ a sp ects o f  education  to
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help  bridge the gap b etw een  theory and practice, but B a rth o lom ew  (1 9 7 5 )  
cautioned  that so lu tio n s to this problem  cou ld  on ly  rea listica lly  be sou gh t in 
practical co n tex ts  and ‘by the recogn ition  that the rela tion sh ip  o f  theory to 
practice is provided  by hum an activ ity  w h ich  in it se lf  is ind eterm inate .’ S o  h o w  
d o  w e  turn w hat w e  kn ow  into action? Harris (1 9 7 8 )  argued that the fault o f  

education  theory is that it tends ‘to ignore w hat teachers and children actually  
do  in favou r o f  pre-defin ed  characterization s and c o n c ep ts .’ S o  w hat are 
required, Harris continued , are ‘en erg ies to  be applied  tow ards fin d in g  out w hat 
education  m eans to th ose  w h o  are actually  d o in g  the educating  and b e in g  
educated , and this m eans starting w ith  the agent, not the th eoretic ian .’

E ducators have responded  to the theory-practice  h iatus in d ifferen t w a y s (se e  
M cN am ara, 1976). T h ese  h ave  varied from  advan cin g  argum ents to  d iscoun t 
practitioners’ critic ism s to p roposin g  research program m es to in vestig a te  the  
problem , or b eco m in g  in v o lv ed  in curriculum  d ev e lo p m en t projects in an 

attem pt to d e v ise  m ore appropriate sy llab i. A s  non e o f  th ese  reactions had m uch  
e ffe c t  o n  practice, M cN am ara’s personal reaction  w a s to  return to  the c lassroom  
as a teacher and from  that situation  to reflect on theory, research, and teach ing. 

H e d escrib ed  h is ex p erien ce  as harrow ing ‘in the recogn ition  o f  the unrelatedness 
o f  theory and p ractice’ and ca lled  for fun d ing  to prom ote practical and relevant  
th inking and research in to  training procedures. M uch m ore research needs to be  
undertaken w ith  researchers in sc h o o ls  to force them  to think rea listica lly  about 

the practical p rob lem s fac in g  teachers, he  continued , and u n iversities need to be  
p rovided  w ith the m eans to in v estiga te  the curriculum  and the organizational 
problem s fa c in g  sch o o ls . (T w en ty  years later, un iversities are no nearer to g ettin g  
th ese  m eans, but then teacher preparation is in a process o f  reconstruction  and 
is not seen  as a co m p lex  activ ity  any m ore.) In any even t, the theory-practice  
d ich o to m y  is m uch m ore co m p lex  than the a ck n o w led g em en ts o f  its e x is ten ce  
iden tified  above. T he issu e  is still pertinent to -day , but, lik e  m any prob lem s in 
teacher preparation, it is g ro ssly  under-rehearsed in a c lim ate  w h ich  appears to 
be m ore con cerned  w ith the rationalization  o f  cou rse  patterns and the sp eed  and 
co st e ffe c tiv e n e ss  o f  course de livery .

TRAINING OR EDUCATION?

In the early 1970s, the need for a core  curriculum  w as seen , in so m e  quarters, 
as a requirem ent for gettin g  so m e  kind o f  rationalization  into teacher education  

program m es and the proponents surely  cou ld  not h a v e  had p rem onition s o f  a 
future w ith C A T E  and the national curriculum . W h ile  T ibb ie  (1 9 7 1 )  certain ly  
saw  a need for a reasonable  degree  o f  un iform ity in the new  B E d, the un iform ity
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im plied , it seem ed , w ou ld  o n ly  c o m e  about in the w ak e o f  the un ravelling o f  
th ose  academ ic and professiona l issu es , lo n g  s in ce  buried, w h ich  related to the  
basic  structure and ingred ien ts o f  courses. O f crucial im portance w as the basic  
distin ction  to be drawn betw een  ‘train ing’ and ‘ed u ca tin g ’ . C ertain ly the term  
training becam e less  and less  popular in the m id -6 0 s as a d escrip tion  o f  w hat 
sh ou ld  take p lace in the preparation o f  teachers b eca u se  it im p lied  a m ech an istic  
(a lm ost cybern etic) process w h ich  seem ed  to rem o v e  th ink ing and reflection  
from  the c ore  o f  p rofessional preparation, and further carried traces o f  the stigm a  
o f  the norm al sch o o l. B e in g  trained, argued H illiard (1 9 7 1 ) , in v o lv es  ‘k n o w in g  
h o w ’, but being  educated in v o lv es  ‘k n o w in g  that’ as w e ll as ‘k n o w in g  h o w .’ 
Indeed the con cep t o f  an institution  that teach es students ‘h o w  to tea ch ’ m ay be  
inappropriate and narrow (E ason  &  C roll, 1971) b eca u se  it su g g ests  a sin g le  sk ill 
w h ich , in so m e  sen se, ‘is d iv o rceab le  from  havin g  so m eth in g  to teach and from  
k n o w in g  “ w h y ”  and “ w h en ” , as w e ll as “ h o w ” ’ . T o  train a teacher, or anyon e, 
E ason  (1 9 7 0 )  had argued earlier, m ay in v o lv e  an education  as w e ll as so m eth in g  
m ore, but certain ly  not so m eth in g  less. In any even t, h o w  can an y o n e  train 
so m e o n e  e lse  h ow  to teach? Surely the m ost that training institu tion s can d o  is 
to  create the c ircu m stan ces in w h ich  it b eco m es p o ssib le  for  students to  find  

th em se lv es  as teachers. Su ch  a process m ight in v o lv e  substantial periods o f  

practical teach in g  in sch o o l, reflection  on the co m p lex itie s  o f  the teach in g  and 
learning m ilieu , and a secure base o f  academ ic stu d ies (grounded  in ch ild ren ’s 
learning) to form  a backdrop against w h ich  the d ev e lo p in g  ex p erien ce  o f  cou rses  
can be pressed . In su ch  co n tex ts , students m ight b eco m e educated  in the theory  
and practice o f  education  and, in the p rocess, acquire and hon e sk ills  and  
co m p eten c ies  in teach in g  as they find th em se lv es as teachers. T h is , arguably , is 
a s lo w  process o f  m aturation and takes tim e. B oth  o f  th ese  e lem en ts w ere, o f  
course , the hallm arks o f  the concurrent pattern o f  in itial teacher training.

TRAINING MODELS AND THE PROBLEM OF ‘MAINS’

L ock ed  into any d iscu ssio n  about ‘educating  for tea ch in g ’ or ‘training for  

t e a c h in g ’ w a s  th e  en tire  q u e s t io n  o f  the p referred  ro u te  to  a te a ch in g  
qu alification . In the 1960s and 1970s, the c h o ice s  w ere largely  restricted to the  

concurrent three- or four-year m odel or the co n secu tiv e  on e-year  P ost-G raduate  
C ertificate  o f  E ducation  (P G C E ) m odel. A lth ou gh  there has never been  any real 
ev id en ce  ava ilab le  to su g g est that o n e  particular m odel o f  teacher training is  

superior to any other, there has traditionally  been a lot o f  support for the  
concurrent m odel in the literature. S u b m iss io n s to the C row ther, N e w so m , and  
R ob bins com m ittees , for instance, all stressed the va lu e  o f  concurrency w h ile
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E ason  (1 9 7 0 )  c la im ed  that ‘the ex p erien ce  o f  d ev e lo p in g  and teach in g  such  
co u rses, p o sse ssed  by so m eth in g  approaching 1 0 ,0 0 0  c o lle g e  teach in g  staff, is 
a national asset, not necessarily  rep laceab le  nor lig h tly  to be d iscard ed .’

Supporters o f  the concurrent m o d el saw  (and ind eed  still se e )  the route to  
teach in g  as in v o lv in g  tw o  m ain strands, ‘m ain su b ject’ stu d ies and profession a l  
studies. T he form er in v o lv es  students taking on e  or tw o  acad em ic  studies  
(o u tsid e  o f  their education  w ork) in depth and to a h igh  lev e l, w h ile  the latter 
refers to th ose  other asp ects o f  cou rses con cerned  w ith  preparing to teach. S o , 
in a s e n s e ,  th is  c o m b in a t io n  w a s ab o u t ‘e d u c a t in g ’ s tu d e n ts  (p erso n a l  
d ev e lo p m en t) and, at the sam e tim e, training them  to be c lassroom  practitioners. 
In th is m odel, ‘m ain s’ and ‘p ro fe ssio n a l’ education  w ere to be seen  as happening  
togeth er over an exten d ed  period becau se  o f  the perce ived  va lu e  o f  incubating, 
reflec tin g  on, and integrating all asp ects o f  courses.

A lth ou gh  earlier version s o f  concurrent cou rses saw  ‘m a in s’ w ork as h avin g  
so m eth in g  very sp ec if ica lly  in co m m o n  w ith the w a y s in w h ich  subject areas 
w ere taught in sch o o ls , and although this dem and w as still very m uch in the  
literature in the 1960s and 197 0 s, the generally  accepted  shape o f  the m odel 
s im p ly  has the tw o  m ajor areas o f  study treated in parallel or concurrently . T he  
c la im , therefore, w as (and still is) that an ex ten ded  tim e stu dying  an academ ic  
subject and a profession a l course w ou ld  a llo w  for lo ts o f  cross-fertiliza tion . It 

w ou ld  a lso  perm it the ‘m ain ’ subject to be, in a sen se, fodder for educational 
stu d ies through a llo w in g  students opportunities to reflect on the nature o f  
teach in g  and learning, w h ile  at the sam e tim e, through their p rofession a l stud ies, 
requiring them  to w on der about the nature o f  teach in g  and o f  ch ild ren ’s learning. 
A lth ou gh  it is not a feature o f  concurrent cou rses to  have this sort o f  fo cu s  built 
into the d esig n  o f  program m es, it n ev erth eless rem ains a seriou s consideration  
for educators in v o lv ed  in concurrent cou rses w h ich  have a clear separation  
b etw een  ‘m a in s’ and ‘p r o fe ss io n a l’ work.

In the 1990s, the separation o f  ‘m a in s’ and ‘p r o fe ss io n a l’ w ork rem ains 
im portant. In prim ary cou rses for ex am p le, C A T E  requires that ‘m ain su b jects’ 
b e c learly  separated from  education  studies. Further, the range on o ffer  m ust 
reflect the subject areas o f  the prim ary curriculum  and m ust be relevant. T he  

further p rovision  o f  curriculum  cou rses in the m ain subject (p erce ived  as the  
p ed a gog ica l app lication  o f  the subject) is then in tended to provide students w ith  

a form  o f  sp ec ia lism  for prim ary teach in g . B ut the lin ks b etw een  the m ains and 

the curriculum  cou rses are d istin ctly  nebu lous. Subject stud ies, it is c la im ed , 
m ust be su bjects o f  the primary curriculum . But h ow  can they be relevant to the  
n eeds o f  the trainee prim ary teacher? T he C A T E  d ocum entation  is not very clear  

on this. It cou ld  hardly concern  the m atch ing o f  conten t s in ce  this w ou ld  tr iv ia lize
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the notion  o f  an academ ic interest. G iven  that the lo g ica l ‘rea l’ m ain subject for  
teach in g  - the study o f  education  - is not perce ived  to be aca d em ica lly  r igorous  
en ou gh  to ‘ed u ca te ’ trainee teachers to a h igh lev e l (nor d o es  it provide  them  
w ith ‘so m eth in g  to tea ch ’), a rationale can still be articulated w h ich  p o in ts to  the  
potential o f  subject stu d ies in g iv in g  students a thorough ground ing in the  
literatures o f  their d ifferent sp ec ia liza tio n s in the ex p ecta tion  that th ese  w ou ld  
feed  d irectly  into stu dents’ w ork in the national curriculum .

Su ch  stu d ies co u ld  a lso  be instrum ental in the d ev e lo p m en t o f  the stu d en ts’ 
personal k n o w led g e  and critical facu lty  in the sp ec ia liza tio n s - an ex p ecta tio n  

required o f  any undergraduate study. T hrough their in v o lv em en t in th is p rocess, 
students co u ld  d e v e lo p  in sigh ts into the langu ages o f  their sp ec ia liza tio n s, the  
structures w h ich  hold them  together, the princip les w h ich  bind them , the truth 
tests w h ich  support them , the research procedures w h ich  ad van ce  them , and the  
c o n te n ts  w h ich  ju s t ify  them  and h elp  id en tify  their u n iq u en ess . B y  th is  
d efin ition , it cou ld  be argued that subject stu d ies are va luab le  for students, not 
o n ly  b ecau se  o f  their ‘r e lev a n ce ’ for the prim ary sch o o l, but a lso  b eca u se  o f  the  
im portance o f  the ex p erien ce  o f  the practice o f  the subject at the h igh est lev e l. 
It is, therefore, o n ly  through stu dying  the subject for its o w n  sake, reshaping their 
o w n  think ing in the ligh t o f  its traditions and in ternalizing its v a lu es - b eco m in g  
in so m e  m easure critics, historians, sc ien tists, and m athem aticians - that students  
w ill c o m e  to have that inw ardness w ith their subject w h ich  w ill he lp  them  

fun ction  e ffe c t iv e ly  as co-ord inators and resource teachers in the prim ary sch o o l. 
T his is, perhaps, a reasonable  exp lanation  for the p lace  o f  the su bject study in 
initial teacher training, but is it the C A T E  position ?  T hat is not easy  to answ er  
in the absen ce  o f  a d ev e lo p ed  C A T E  rationale. T o  at least em brace an e xp lanation  
o f  the kind advanced , h ow ever, m ight g o  so m e  w ay tow ards m aking sen se  o f  the  
C A T E  subject study requirem ents and in flu en ce, in a real sen se , the d esig n  and  
d elivery  o f  the ‘ed u ca tio n ’ co m p on en t o f  courses. A ll w e  have, h o w ev er, is a 
statutory requirem ent for subject stu d ies in initial teacher training w h ich  sh ou ld  
both serv e  stu d en ts’ personal d ev e lo p m en t and be relevan t for  in tend in g  

teachers.
T he co n secu tiv e  m odel o f  teacher education  w h ich  has a lso  been around for  

quite a lon g  tim e has a lw a y s look ed  lik e a training m odel. In the co u rse  o f  a 
on e-year  P G C E  program m e, students w h o  are already graduates are trained to 
teach in either prim ary or secondary  sc h o o ls . For secondary  teach in g , graduates 

are prepared to teach their subject, and there has traditionally  been a general 
acceptan ce that this route to teach in g  is a c o st-e ffe c t iv e  and sp eed y  m eth od  o f  
su p p ly in g  sc h o o ls  w ith w e ll educated graduates w h o  a lso  h ave been trained. 
W h ile  there is certain ly  substantial support for this type o f  preparation for
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secondary  teach in g , the support for this m odel in su p p ly in g  prim ary teachers is 
not so  broadly based . T he prim ary teacher is seen  as a generalist, not a subject 
sp ec ia list, w h o  requires a sp ec ia list k n o w led g e  and aw aren ess o f  ch ild ren ’s 
learn ing and the co m p eten c ies to  m anage, further, and d e v e lo p  that learning in 
co n d u c iv e  environ m en ts. T he d ev e lo p m en t o f  this kind o f  exp ertise  takes tim e, 
and although m any cou rses supp ly  teachers through th is route, detractors worry  
about its relative  e ffe c tiv e n e ss  for prim ary teach in g . B ut, as has already been  
p o in ted  out, there is no e v id e n c e  a v a ila b le  w h ich  p o in ts  to  the greater  

e ffe c tiv e n e ss  o f  any route.
A t the b eg in n in g  o f  the 1990s, po litica l ex p ed ien cy , flavoured  w ith  n otions  

o f  sp eed  o f  d e liv ery , co st e ffe c tiv e n e ss , and quality  control (dressed  up as 
C A T E ), took  control o f  the id eo lo g ica l h igh ground in teacher training w h ile  the 
fla g s o f  the national curriculum  and C A T E  fluttered in the parents’ charter 
breeze. M ost co u rses for secondary teach in g  are n o w  based on the P G C E  pattern 
and it is  b e c o m in g  in c re a s in g ly  e a sier  to  e n v isa g e  a m o v e m e n t for  the  
w ide-sp read  adoption o f  P G C E  co u rses for prim ary sch o o l teachers a lso . A fter  
all, the argum ent g o e s , the m od el itse lf  is  w e ll e sta b lish ed  and respected  across  
the U K , and it certain ly  is ex trem ely  co st-e ffe c tiv e . It can regu late  the su pp ly  o f  
teachers better than the concurrent m odel; there are no problem s w ith ‘m ain ’ 
su bjects in the PG C E; and current e v id en ce  sh o w s that the m odel can m eet the  
requirem ents o f  both C A T E  and the national curriculum . B ut perhaps the  
strongest po litica l argum ent in favour o f  the P G C E  is that its structure a llo w s  
ea se  in the delivery  o f  variations quite q u ick ly . It w as not too  d ifficu lt to  exten d  
the P G C E  to 36  w eek s a fe w  years a go , and any further ex ten sio n  (n o w  
increasing ly  u n lik ely ) w ou ld  not create serious lo g is tic  problem s. Indeed , the  
fact that add ition s to cou rses can  happen w ithou t m ajor prob lem s su g g ests  that 
this structure w ill not o n ly  handle recent dem ands for tw o-th irds o f  stu d en ts’ 
tim e to be spent in sc h o o ls  rela tive ly  ea sily , but it w ill a lso  m anage the p ro v ision s  
o f  the articled and licen sed  teacher sch em es w ithout too  m uch d ifficu lty .

U p  to n o w  the fo u r-y ea r  B E d  m o d e l has su rv iv ed  r e la t iv e ly  u n scath ed  
from  th is id e o lo g ic a l c le a n s in g  op era tio n , e x c e p t  for  the req u irem en t that o n e  
year ou t o f  fou r  sh o u ld  be sp en t in sc h o o l. C y n ic s  s e e  th is as the thin e d g e  o f  
an e d u ca tio n a l w e d g e  w h ich  w ill e v en tu a lly  se e  the fo u r -y ea r  con cu rren t  
m o d e l m eta m o rp h ize  gra d u a lly  and s lo w ly  in to  a 2 +  2  pattern w h ere  the  
e q u iv a len t  o f  tw o  y ea rs o f  su b je c t stu dy  w ill  b e  f o l lo w e d  by  tw o  y ea rs in 
teach er  tra in in g . S u ch  a d e v e lo p m en t, h o w ev e r , m ig h t start to  lo o k  a little  

lik e  the lic e n se d /a r t ic le d  s c h c m e s  - and not to o  u n lik e  the b a s ic  structure o f  
the c o n se c u t iv e  P G C E  m o d e l.



34 MICHAEL O ’HARA

BACK TO THE FUTURE

T he w id e  range o f  p ed a gog ica l and e p istem o lo g ica l issu es  w h ich  surround  
the fie ld  o f  teacher preparation and w h ich  sp aw n ed  a very substantial literature  
through the 1960s and 1970s are no nearer resolu tion . Indeed they are n ow  rarely  
aired. T h ey  have inclu ded  th ose  identified  ab ove  ( i.e ., research issu es , the  
p iece-m ea l nature o f  courses and the com m u n ication  gap b etw een  sc h o o ls  and  
training institu tions, the d ich o to m y  betw een  training and educating , the relative  
m erits o f  the d ifferent patterns o f  course p rov ision , the p la ce  o f  the ‘m ain  
su b ject’, and the theory/practice  debate) as w e ll as a range o f  issu es  to do  w ith  
th ose  m ore sp ec if ic  asp ects o f  co u rses such  as ‘education  stu d ies ,’ ‘curricu lum  

stu d ies ,’ ‘m ethods c o u rses’ and ‘teach in g  practice.’ B ranches o f  literature have, 
over  the years, attem pted to exa m in e  problem atic practices a ssocia ted  w ith  th ese  

cou rse  com ponents; d isp utes about the conten t and p ed a g o g y  o f  each  h ave  been  
op en ed  up; the relationsh ip  betw een  the parts has been exam in ed ; and the thorny  
issu es o f  seq u en ce , progression , and continu ity  h ave been  ex ten siv e ly  exp lored  
in relation  to m aking ju d gm en ts about h o w  course ex p erien ces w ou ld  c o m e  
togeth er and the exten t to w h ich  they m ade sen se. M ore  sp ec ific a lly , the flavour  
o f  the debates has had to do  w ith the structure o f  ‘m a in ’ co u rses and the  
relation sh ip  b etw een  the ‘m a in s’ and the other course e lem en ts; the se lec tio n  o f  
con ten t in education  ‘th eory’ cou rses and its s ig n ifica n ce  for c la ssro o m  practice; 
the num ber o f  curriculum  and/or m ethod cou rses to be inclu ded  in program m es  
and w hether or not it is p o ssib le  to learn to teach so m eth in g  w h ile  a lso  learning  
about the ‘so m eth in g ’ at the sam e tim e; and the organization  and m anagem en t 
o f  teach in g  practice as w e ll as its su ccess  or o th erw ise  in perm itting the in form ed  
practice o f  the art o f  teach ing.

W here are these issu es n o w  rehearsed? H ave they been reso lv ed  and are they  
n ow  o b so le te?  C learly , o f  course, they are still very m uch a liv e  but scant 
attention is n ow  paid to them . Indeed, it m ay w e ll be true to say that the advent 
o f  C A T E  w as the first real signal that the face  o f  teacher preparation w as  
ch an g in g  and that an anti-in tellectu al, an ti-academ ic, sk ills-b a sed  approach w as  

on the w ay. C lothed  in a rather o b v io u s  politica l id e o lo g y  and w ith  an intention  
to control the teacher preparation sector, C A T E  w as the precursor o f  a national 
curriculum . T he new  curriculum  w as sed u ctiv e ly  set in front o f  a public  w h ich  

k n ew  about recessio n  and un em p loym en t, and its concern s w ere dressed  in a 
rhetoric about r igh ting the w ron gs o f  the sch o o lin g  sy stem , g iv in g  equal 
educational rights and opportunities to all, and gettin g  B ritain securely  back into  
the w orld  education  leagu e tables. T he package b ecam e a lm ost irresistib le in the  
pu blic  dom ain . W h o cou ld  argue against the raising o f  education  standards, a
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w ell-ed u ca ted  w ork force , and a k n ock -on  e ffe c t w h ich  w ou ld  bring e co n o m ic  
prosperity, the end o f  recessio n , and a drastic reduction in un em p loym ent?

T he C A T E  criteria are literally  w hat they say they are - criteria to be applied  
in an effort to  m ake d ec is io n s  about the su itab ility  o f  a course to prepare teachers. 
W ith all the authority o f  a govern m en t bod y , C A T E  m ade (and still m akes)  
dem ands o f  cou rses, w ithout educational exp lanation , that required sw eep in g  

structural chan ges. In four-year courses, there w ill be 100 days (2 0  w eek s) spent 
in sc h o o ls  and, so  that students can teach and a ssess  the core su bjects o f  the  
national curricu lum , ‘in every  prim ary course at least 100 hours sh ou ld  be  
devoted  to the teach in g  o f  m athem atics, 100 hours o f  E n g lish  and 100 hours o f  
sc ien ce  and d esig n  and tech n o lo g y  taken together. W ork in each  o f  th ese  three  
subject areas sh ou ld  in c lu d e  a m in im um  o f  6 0  hours contact tim e, su pp lem en ted  
by w ork in sch o o l and directed  private study (G reat Britain: D epartm ent o f  
E ducation and S c ien ce , 1989). W here do  th ese  figures c o m e  from ? W h o  thought 
them  up and w h y?  Is there a research basis for them  or ev en  an articulated  

rationale? T h ey  lo o k  lik e a set o f  so m e b o d y ’s best g u esses . B ut w h o se  g u e sses?  
T he answ er, o f  course, is that they are notional and appear to be about right or 
adequate in the ju d gm en t o f  so m e  group or other.

S o  w ithout a rationale for the structures, content, and organization  o f  teacher  
preparation, in the absen ce  o f  a research base to g iv e  its d ictates cred ib ility , and 
w ithou t any ack n o w led g em en t o f  the sou rces or or ig ins o f  the best g u esses  
behind its pronou ncem ents, C A T E  took  charge o f  the w orld  o f  initial training  
and shortly afterw ards threw  up loca l w atchtow ers to guard over the national 
curriculum  w h ich  cam e in its w ake. N aturally  en ou gh , sc h o o ls  ex p ect new  
teachers to be trained in the delivery  o f  the national curriculum  and C A T E  w as  
there to ensure that teacher preparation institu tions did just that. In the sch o o ls , 
teachers had to de liver , profile , a ssess , and keep  records, to say noth ing o f  
k eep in g  th e m se lv es  in form ed o f  the d ifferen t su bject requirem ents w h ich  
seem ed  to c o m e  in never-end in g  w a v es. B etw een  tim es, h ow ever, so m eo n e  kept 
forgetting that children still needed  to be taught. E ach tim e the educational w orld  
appeared to settle , the rules changed . A  rev iew  o f  Standard A ttainm ent T asks or 
a reduction in attainm ent targets w ou ld  sh ift the go a l p osts to the chagrin o f  a 
w eary teach ing profession .

M ea n w h ile  in the teacher preparation institu tions, C A T E  1 w as rep laced  by  

C A T E  2 , w h ich  w as rep laced by C A T E  3 - and on it w ent - as the politica l w ind s  

attem pted to e x p o se  the last o f  the progressive  kn ights and d issip ate  the final 

v estig es  o f  their progressive  id eo lo g ie s . T he institu tions w ere tugged  and torn 
by the co m p etin g  dem ands o f  their various taskm asters. T he trainers th em se lv es  

required academ ic su bstance and rigour and ground ing in p ed a g o g y , validating
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b o d ie s  in s is te d  on r esea rch -b a sed  te a ch in g  and d em a n d ed  in te lle c tu a lly  
com parable  w ork across institu tions, the sc h o o ls  dem anded  re lev a n ce  and w ork  
w h ich  w as steep ed  in practice, the inspectorate in sisted  on w hat they thought the  
sc h o o ls  needed , and C A T E  w anted w hat the politica l m asters w anted . In this 
uncertain c lim ate, teacher education  w as being  bu ffeted  by co n flic tin g  dem ands.

B ut is there a ca lm  in sigh t in the w orld  o f  teacher preparation? Is the  
sh ake-out n ow  co m p lete  and w ill it all c o a le sc e  into a pattern and shape for  
teacher preparation in the 2 1 st century? T he sig n s are not g o o d . In itial read ings 
o f  the educational c lim ate  su g g est that it w ill be  p o litica l fo rces that w ill co n tin u e  
to shape the face  o f  teacher preparation for a lon g  tim e to co m e, and that the law  
o f  the m arket p lace and the con su m er so c iety  w ill dom in ate  the structure and  
d eliv ery  o f  courses. T h is is hardly too  surprising as a q u ick  g la n ce  at recent 
d ev e lo p m en ts in teacher preparation sh o w s. O n ce  upon a tim e there w as an 
u n -C A T E D  w orld  in w h ich  co u rses had real au ton om y and w ere validated  by  
the D epartm ent o f  E ducation  and S c ien ce  (as w as the ca se  in the days o f  the  
tw o -y ea r  course) and, m ore recen tly , by the un iversities s in ce  the advent o f  the  
B E d. T hen C A T E  started to m ake its dem ands w ithout any appeals to thoughtfu l 
jud gm en t. First o f  all, the P G C E  w as exten d ed  to 3 6  w eek s b eca u se  m ore sp ace  
w a s needed  to fit in all the required bits. T hen it needed  to b eco m e  m ore  
sch o o l-b a sed . L et there be 80%  o f  cou rse  tim e spent in sc h o o ls  the cry w en t up. 
L oud protests w ere heard, so  w ith the stroke o f  a pen, th is p ronou ncem ent w as  
q u ick ly  changed  to tw o-th irds o f  tim e in sch o o ls . L et there n o w  be a very c lo se  
relation sh ip  b etw een  sc h o o ls  and training institu tions, C A T E  con tin u ed , w ith  
teachers b eco m in g  equal partners in the training enterprise. B ut h o w  w ill su ch  a 
sch em e be funded, the institu tions responded , becau se  sc h o o ls  w ill require, pro 
rata, a substantial s l ic e  o f  our fun d ing?  Q uite rightly so , cam e the resp on se, start 
w ork ing  out the deta ils  and rem em ber that partnership m eans g iv in g  the sc h o o ls  
w hat the sc h o o ls  want.

B ut w hat o f  the four-year concurrent m odel, can it p o ssib ly  su rv ive?  T he  

ch a n ces are not g o o d  i f  w e  lo o k  c lo se ly  at the long-ran ge  forecast. L ik e  the  
PG C E , it has been affected  by C A T E , and in recent m onths has been instructed  

to  prepare for an ex ten sio n  o f  sch o o l ex p erien ce  eq u iva len t to  25%  o f  course  
tim e. It a lso  has been  told  to get its ‘partnership w ith  sc h o o ls  ac t’ together. S o  

w h ile  the P G C E  is m o v in g  rather qu ick ly  to restructure itse lf, the B E d m odel is 

ju st b eg in n in g  to se e  the storm  c lo u d s in the d istan ce.
W ith  all this activ ity  g o in g  on in the fie ld  o f  teacher preparation, attention  

seem s to have been diverted  aw ay from  the a r tic led /licen sed  teach ers’ sch em es  
w h ich  o n ce  attracted so  m uch notice. H ave they d ied  o f f  or are they (as so m e  
su sp ect) qu ietly  w earing aw ay at the so ft underbelly  o f  initial training w ith  their
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exem p lary  m od el o f  sch o o l-b a sed  teacher preparation w h ich  su bstantia lly  
in v o lv es  teachers in the content, d e livery , and a ssessm en t o f  students?  T he  
cy n ics , o f  w h ich  there are an increasing num ber in education  in general and in 
teacher education  in particular, w ou ld  c la im  that the artic led /licen sed  sch em es  
w ere a lw a y s a p ilo t for the future shape o f  teacher preparation. T he articled  

sch em e is e ssen tia lly  a tw o-year  P G C E  cou rse  in w h ich  students are trained in 
sc h o o ls , and sta ff from  the training institu tions and the sc h o o ls  co -op erate  in the  
su perv ision  o f  the process. The students are paid a bursary w h ich  increases in 
value in the seco n d  year o f  the training to reflect the increased  contribution w h ich  
the articled teacher w ill be m aking to the w ork o f  the sch o o l. L icen sed  teachers, 

on the other hand, m ust be 2 6  years o f  age, have the eq u iva len t o f  G C S E  
M athem atics and E n g lish  and h ave su ccessfu lly  co m p leted  tw o  years in h igher  
education . U nder the sch em e, L E A s w ou ld  a ssess  the training needs o f  trainees 
over a tw o-year  period and provide so m e  o f  the co u rses needed . T he rem ainder  
w ill be bought in from  the training institu tions. A t this m om en t the o n ly  problem  
w ith  th ese  sch em es to be heard in the corridors o f  pow er has to do w ith the 
a d d itio n a l e x p e n se  in v o lv e d , particu larly  w ith  the artic led  sc h e m e . T h e  
critic ism s in the education  w orld  are, as m ight be ex p ected , leg io n . T he sch em e  
d o es, h ow ever, have the potential to be m uch cheaper in the lon g  term. O f  greater 
im portance, the articled teacher form at p o litica lly  and id e o lo g ic a lly  ca tch es the  

educational c lim ate  and represents, to  a large exten t, control o f  the system , ea se  
o f  de livery , and u ltim ately  g o o d  husbandry.

Is this scenario  p o ssib le  w ithou t a m ajor upheaval in the system ? In the first 
instance, the basic  d ifferen ce  betw een  the articled and licen sed  sch em es is bound  
up w ith the requirem ent o f  subject study - to  d egree lev e l in the ca se  o f  the 
articled sch em e and the equ iva len t o f  tw o  years in the ca se  o f  the licen sed  
sch em e. T his should  not be a m ajor issu e. B oth  sch em es are essen tia lly  exten ded  
P G C E s, are lod ged  in the sc h o o ls , and are contro lled  by a training institution , 
L E A  and sch o o l partnership. T hey  both represent form s o f  training w h ich , in 
m any w ays, em brace recent govern m en t th inking about the d ev e lo p m en t o f  
teacher preparation. G iven  that the lo g istic  and financial issu es associa ted  w ith  
the sch em es are reso lvab le  (and there is no real reason to su p p ose  that they are 
not), the current P G C E  m odel o f  teacher training cou ld  be seen  to be structurally  
p oised  to fo llo w  suit. T he ability  o f  the P G C E  to exten d  itse lf  over a longer period  
has been  sh o w n  again  and again . Further the m o st recent in sisten ce  that 
tw o-th irds o f  course tim e should  be spent in sch o o ls , the d ev e lo p m en t o f  an equal 
partnership w ith sc h o o ls  in the delivery  and a ssessm en t o f  cou rses, and the  
transfer o f  a pro rata s lic e  o f  funding from  the teacher preparation institu tions  
to the sc h o o ls , all seem  to point tow ards a co lla p sin g  and rationalization , in the
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not too  d istant future, o f  licen sed , articled, and P G C E  m o d els  into a form  o f  
articled training sch em e.

B ut w ou ld  the four-year concurrent B E d m odel not create a m ajor problem  
in th is sp ecu la tiv e  thesis and resist in v o lv em en t in any such  rationalization  w ith  
an argum ent about structural incom p atib ility , and therefore even tual educational 
tissu e  rejection? On the contrary, it is qu ite  p o ss ib le  that the B E d m odel w ou ld  
h ave rela tive ly  little  d ifficu lty  in ch an g in g  to fit a new  teacher preparation m odel 
o f  the type  described . A t the m om ent, C A T E  requires tw o  years o f  subject study  
and the d ev e lo p m en t o f  the training partnership advocated  for P G C E -type  
m o d els. A s  already ind icated , the B E d has a lso  been required to lo o k  tow ards 
the equ iva len t o f  o n e  year being  spent in sch o o ls . It is not too  d ifficu lt to im ag in e  
the subject stu d ies in the B E d b ein g  separated out from  the other co u rse  e lem en ts  

to  avo id  problem s in the d e liv ery  o f  c o lle g e -  and sch o o l-b a sed  w ork. A n d i f  
su bject stu d ies are concentrated  into the first tw o  years o f  co u rses, the w ay is 
then o p en  to d e v e lo p  a tw o -y ea r  train ing program m e w h ich  w o u ld  be a 
concurrent b lend o f  sch o o l and c o lle g e-b a sed  w ork and w ou ld  be structured  
a lo n g  the lin es dem anded  by the other m od els. H ave w e  n o w  g o n e  forw ard to 
reach the past? T he p o ssib le  rationalization  o f  teacher preparation g u essed  at 
n o w  lo o k s lik e  the Jam es m odel (G reat Britain: D epartm ent o f  E du cation  and 

S c ien ce , 19 7 2 ) w ith its a d vocacy  o f  a basic  2  +  2 pattern o f  subject studies  
fo llo w e d  by education  stu d ies, but w ith  s ligh t m o d ifica tion s . It lo o k s as though  
w e h ave had to g o  to the past to get to the future, and the cost, in term s o f  quality  
o f  the curriculum  o f  teacher preparation courses, is lik e ly  to be very h igh.

CONCLUSION

Perry (1 9 6 9 )  has cautioned  that sc h o o ls  ‘retrain’ n ew ly  qu alified  teachers and 
put them  under soc ia l pressure to a ccept the b e lie fs  and attitudes that are co m m o n  
to the staff. In support o f  this v iew , W hite  (1 9 7 5 )  c la im ed  that the a im s o f  courses  
m u st be to  eq u ip  stu d en ts ‘to  su rv iv e  and teach  e f fe c t iv e ly  under th ese  

co n d itio n s , bu ild ing in an understanding o f  the w ea k n esse s in so m e  current 
practices and a k n o w led g e  o f  so m e  o f  the ava ilab le  a lternatives.’ W here in the  

a va ilab le  literature on the proposed  structural ch a n ges for teacher preparation, 
w ith its h eavy  reliance on sch o o l-b a sed  w ork, is this pertinent and very thorny  

issu e  rehearsed? G orbutt (1 9 7 5 )  caught the m ood  o f  m any teacher educators  
nearly tw enty  years ago , w hen  he ca lled  for the rejection o f  the teacher as an 
educated  am ateur or a craftsm an or a com p eten t practitioner o f  educational 
sc ien ce  (b ecau se  there is no agreed corpus o f  k n o w led g e), and lo o k ed  tow ards  
the m odel o f  a teacher as a se lf-cr itica l p ro b lem -so lver  w h o  can an a lyse  an
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educational situation, d e v ise  a program m e o f  action , operation a lize  it and then  

m onitor and evalu ate  it. T he ‘app renticesh ip ’ , ‘craft’ and ‘sitting w ith  N e l lie ’ 
tone o f  the current v iew  o f  the future o f  teacher preparation sh o w s scant respect 
for, let a lon e  an aw aren ess o f, this m o st fundam ental underpinning o f  a course  
for in tending teachers. I f  th is is the case , then M ardle and W alk er’s (1 9 8 0 )  v iew  
o f  ‘researcher’ as an im portant stage in the education  o f  the teacher is lik e ly  to  
jo in  a ll th o se  o th er  red u n d an t a c a d e m ic , in te lle c tu a l, p e d a g o g ic a l, and  
c h ild -c e n te r e d  tea ch er-p rep a ra tio n  issu e s . A n d , s in c e  c o n tin u in g  IN S E T  
prov ision  has not yet been c o n c e iv ed  w ith in  a fram ew ork o f  sta ff  d ev e lo p m en t  
for teachers, it lo o k s as though the gap betw een  researchers and teachers w ill 
b eco m e in creasingly  w ide . T he tw o  groups indeed  m ay rarely m eet and teachers  
w ill v iew  educational research w ith  an ev en  greater deal o f  su sp ic ion  and worry  
about its re levan ce  to the w orld  o f  the c lassroom .

G reen (1 9 7 7 )  has reported on an id eo lo g y  in our general soc ia l order that 
‘d epend s upon a m y stifica tion  w h ich  e ffe c tiv e ly  ob scu res a lien a tio n .’ T eacher  
educators, he c la im s, m ust w ork for a m ore ‘authentic sp eak in g  to com bat  
m y stif ica tio n .’ E ducators o f  teachers, continued  G reen , should  be con cerned  
w ith the creation  o f  the kinds o f  co n d itio n s that m ight m ake p o ss ib le  ‘a critique  
o f  w hat is taken to be “ natural” , o f  the “ form s o f  i llu s io n ”  in w h ich  persons  
fee l so  c o m p lete ly  at hom e, no m atter h o w  alienated they are, h o w  rep ressed .’ 
In a p o litica lly  contro lled  and led  educational w orld , such a v iew  n ow adays  
w ou ld  iron ica lly  be seen  as a p o litic iz in g  o f  the curriculum . T he issu e, h ow ever, 
w ill probably not arise anyw ay. P rov ision  for teacher preparation unfortunately  

appears to have le ss  and less  com m itm en t to preparing teachers w h o  are truly 
reflec tiv e , w h o  h ave  a fee lin g  for the co m p lex itie s  o f  the ‘b lack b o x ’ o f  the  
classroom , and w h o  h ave the kind o f  sk ills  in d ev e lo p in g  learning and teach in g  
encounters w h ich  h ave been shaped in a sound theoretical fram e.

S ad ly , it lo o k s as though the fie ld  o f  teacher education  is b eco m in g  san itized , 
stream lined, and program m ed to prepare teachers to d e liv er  a core  curriculum  
in the m o st c o s t-e ffe c t iv e , sp eed y , and sk ills -b a sed  w ay practicab le. T he  
academ ic and p ed agog ica l issu es in teacher education  m ay w ell be buried beyon d  
recovery  by p olitica l steam rolling.
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