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Introduction
This paper summarises the key policy developments in teacher education that have taken place in England since the election of the coalition government in May 2010, and analyses the relationship between the rhetoric of the early announcements and subsequent specific proposals. Parallels are drawn between developments in England and those in other parts of the United Kingdom and in Latin America and the United States of America.  It concludes by recommending that: beginning teachers should receive an entitlement to structured early professional development that complements their initial teacher education; and that all teachers should, over time, achieve relevant master’s level qualifications.  

The current teacher education landscape in England

There are four main, overlapping, routes to becoming a qualified school-teacher in England:

· One year PGCE, run in partnerships between schools and universities, with universities taking the lead role. This is the qualification route for the vast majority of secondary school teachers and the largest proportion for primary

· Three or four year undergraduate programmes, supplying about 40% of primary school teachers and a very small proportion of secondary (priority –subject) teachers

· School-centred (SCITT) training programmes run by consortia of schools- one year, often including a university validated PGCE – for both primary and secondary schools teachers

· Employment-based (‘on-the-job’) routes, including the graduate training programme and Teach First
. 

This description is however something of an over-simplification. It implies that there is a sharp distinction between university-led and school-based programmes when, in fact, schools are involved significantly in university led teacher education, while universities are involved (often as the lead bodies and organisers) in both school and employment based routes. Rather than competing against one another, many routes into teaching overlap and complement one another. 
Effectiveness of the current system
Critics of teacher education have sometimes labelled teacher education as being out of touch, unreformed and ineffective. Such attacks are most frequently made from a right-wing populist agenda. For example, Minette Marrin described teacher training as being full of ‘toxic left-wing dogma’
.  No evidence was provided to support this claim and it was challenged by UCET in the subsequent week’s edition
.  
All teacher training programmes are inspected by the Office for Standards in Education (OFSTED), the same statutory agency that inspects schools and is led by Her Majesty’s Chief Inspector of Schools (HMCI). The 2009/2010 HMCI annual report
 found that:

· 94% of HEI led ITE programmes are good or better;

· 47% are outstanding, compared to just 26% of school-based routes;

· partnerships that exist between universities and schools are strong; and

· employment based routes that have links with universities provide better training than those which do not
Further evidence is taken from the annual survey of newly qualified teachers (NQTs) undertaken by the government body the Training and Development Agency for Schools (TDA). This survey regularly achieves a response rate of 14,000, or about 50% of newly qualified teachers working in school. It is completed after NQTs have been teaching in school for more than a term, by when they will have formed a realistic judgement about the effectiveness and relevance of their teacher education programmes. The results of the survey show that some 85% of NQTs consistently report that their training was either ‘good’ or ‘very good’
. 
Evidence from OFSTED and the NQT survey does suggest that the overall quality of initial teacher education (ITE) in England is high. We are not aware of any research data that suggests the contrary. 

Partnerships
A key feature of initial teacher education in England is the partnerships that exist between universities and schools. These partnerships exist in both mainstream programmes and in the employment and school based GTP, SCITT and Teach First routes. 

The potential benefits to schools of being engaged in teacher education partnerships are significant. For example, partnership:

· Helps schools to recruit new staff, and achieve a steady supply of new teachers and being able to vet those staff in advance

· Gives schools access to new and innovative ideas students bring with them from the university and elsewhere
· Helps schools secure access, via students, to university expertise and support for the professional development of serving staff
· Developing links, through the university, to other schools and potential partners in the delivery of education

A report by Steve Hurd
 in 2007 found that schools in England that were active in teacher education were found to have higher key-stage 2/3 results than others, although we must of course take care not to ascribe any direct causal influence, as the culture that makes a school want to participate in teacher education might also be one that leads to improved test results. The report also found that: 

‘There are many intermediate benefits from school participation in ITE. These include opportunities for host teachers to reflect on practice, a platform for professional learning specifically through links with higher education, and benefits in terms of teacher retention and recruitment’ 
A serving teacher quoted in another 2008 report reported that:

‘If we didn’t have students a lot of people wouldn’t be changing their teaching methods…having trainees is having a massive impact’

The benefits to schools of participating in teacher education can extend beyond initial teacher education to CPD were schools are increasingly participating directly in the delivery of master’s level programmes for serving teachers.  

In recent years, evaluations of Postgraduate Professional Development programmes have attested to the benefits that master’s programmes, delivered in partnership between universities and schools, can have on teachers’ professional confidence, knowledge, skills and understanding. The evidence also suggests that there is an impact on the performance of pupils themselves and, via a multiplier effect, on the colleagues of teachers undertaking master’s level study
. Unfortunately, the vast majority of public funding for master’s degrees for teachers in England is in the process of being phased out.  
It is unlikely that universities would be able to deliver high quality teacher education without the active contribution of schools. Student teachers benefit from having the opportunity to work with, and learn from, serving teachers and to see at first-hand how theories can be applied in practice and, equally importantly, modified or abandoned in the light of particular circumstances. 
However, the fact that schools benefit from involvement in teacher education does not, in itself, mean that the role of the university is essential. Might not schools benefit equally from involvement in solely school or employment-based routes with little or no university input?  

I would suggest that universities:
· Provide space for student teachers to share and critically reflect on their collective experiences, away from the classroom, and to gain experience of a broader range of educational settings, to develop networks of peers and communities of practice, and thus understand the ‘bigger picture’ 

· Give student teachers are given the opportunity to work in an environment of educational research

· Provide students with access to university library and ICT support

· Facilitate the development of a relationship between beginning teachers and universities that allows teachers to build on what they have learnt (for example, from the master’s components of their PGCE programmes) to progress their CPD through early professional development to master’s level and beyond. 
Although the quality of teacher education in England is, partly because of partnership working, strong aspects of teacher education might nonetheless benefit from reform. 
Firstly, what is in effect only a 9-month postgraduate qualification can only lay the foundations of a successful career. Although the programmes are good, only so much can be achieved in the time allowed. UCET has been calling
 for teachers to have an entitlement to fully funded and structured early professional development that allows them to build on their initial training (whether undertaken at undergraduate or postgraduate level) and to retain links with their ITE provider. Or, as an alternative, make the PGCE two years long, with the second year spent mainly in school, and QTS only awarded after that second year. 
Schools might also be encouraged to take increased ownership of teacher education. Publicising the benefits to schools referred to earlier might help achieve this, although it would also be reasonable for HMCI to have an expectation that the schools to which it awards outstanding grades demonstrate that they are committed to the education, training and development of the next generation of teachers.

For universities, their own education staff should (as many do) commit themselves to keeping in touch with what is happening in school and to refresh their teaching skills and knowledge base as part of their own ongoing professional development. In the US, some universities have moved away from rewarding their education staff for more traditional academically related indicators such as publications or the securing of grants, to recognising instead the contribution that university staff make to the success of schools. While not questioning the importance of the academic side of a teacher educator’s work, any recognition of the contribution that teacher educators make to the direct work of schools is to be welcomed. 
Policy developments
In the period leading up to last year’s general election, and in the immediate aftermath, the new administration in England made several apparently provocative statements about teacher education. Michael Gove, the new Secretary of State, referred to teaching as a ‘craft’, which is best learnt by watching experienced practioners in the classroom. To this end, he has called for a shift in teacher training away from universities into school. He also called for an increase in entry requirements for those entering teacher education programmes and a focus on ‘basics’ in terms of traditional approaches to the teaching of numeracy and literacy. 
‘…we will reform teacher training to shift trainee teachers out of college and into the classroom. We will end the arbitrary bureaucratic rule which limits how many teachers can be trained in schools, shift resources so that more heads can train teachers in their own schools… Teaching is a craft and it is best learnt as an apprentice observing a master craftsman or woman. Watching others, and being rigorously observed yourself as you develop, is the best route to acquiring mastery in the classroom’ 
.

The debate over whether teaching is only a craft, or is it also a profession is well established. Beatrice Avalos pointed to the different ways in which teachers in Latin America see themselves:
‘Teachers in Latin America maintain both the ‘vocational’ sense of their task as teachers…. And the notion of themselves as professionals…While they may seem antagonistic, both views are equally embraced by teachers and not seen as contradictory. 

The distinction between teaching being a craft as opposed to a profession in Latin America has, it is suggested, its routes in the history of teacher education in Latin America in, on the one hand, the Normal Schools and in the universities. The English Secretary of State, while describing teaching as a ‘craft’ and calling for teacher education to be predominately school-based, would seem to be reflecting the normal school tradition. 

In the United States, the debate surrounding teacher education parallels that taking place in England. A Fordham institute report ‘Cracks in the Ivory Tower’
 from 2010 criticised teacher educators for being ‘philosophers and agents of social change’ rather than ‘master craftsmen sharing tradecraft’, while there have been calls from some quarters for a shift, as in England, of teacher education into schools and funding from the Gates Foundation and other sources has encouraged this trend. 

Gordon Kirk has said:

‘So cardinal are these craft skills and techniques of teaching that anyone whose grasp of them was tenuous, no matter how intellectually distinguished or otherwise talented, would be a walking disaster in a classroom. Nor is it surprising that those who qualify as teachers should be required to demonstrate the capacity to deploy these skills with confidence in the classroom.’

And goes on to say that:

‘....the personal knowledge that is associated with the performance of a craft has to be complemented by the public knowledge that resides in the well-grounded evidence about the conduct of teaching. One of the claims of teaching to professional recognition is that it draws on just such a public knowledge base. It is presumptuous in the extreme to set to one side the extensive evidence base on teaching and learning and to proceed only on the basis of one’s personal experience.’

So, while Michael Gove might not have been wrong to describe teaching as a ‘craft’, the tone and the context of his statement implied that it was only a craft, with no need for the intellectual, academic or values-base that would make it also a profession. That is where he appeared to be wrong, or at least only half right.  
In Scotland, there is a different rhetoric from that in England. In his report from last year, which has been accepted in full by the Scottish Government
, Graham Donaldson was explicit about teaching having the status of a profession, and he identified a central role for universities in both the initial training and ongoing professional development of teachers. Indeed, he came to a similar conclusion as UCET, in that there needs to be greater synergy between initial teacher education and early professional development and that teachers should have more opportunity to study at master’s level. Statements have also been made by ministers in Wales about teachers having master’s degrees
.
The comments made by the new administration in England led to real and justifiable fears that universities would be at best marginalised, and at worst entirely removed from, higher education. However, the government’s formal proposals published in a White Paper on November 21 2010 entitled ‘The importance of teaching’ proposed:

· Raising entry requirements, and therefore the status of teaching as a profession. A minimum entry requirement of a 2:2 degree for postgraduate programmes (attracting the best qualified people into the profession appears to be a common theme in many parts of the world, and getting the best and the brightest into teaching is certainly one way to enhance the status of teaching. But denigrating teaching to the status of only a craft would appear to pull things in the opposite direction, as would any temptation to relax entry or training requirements in order to meet short term supply needs). 
· A further expansion of employment based routes such as Teach First. But, as mentioned earlier, these can involve, and even be led by, universities (alternative routes are also popular in some quarters in the United States, although the scope for university involvement in such cases is less clear). 
· Prescription over the content of ITE programmes, particularly in regards the teaching of early reading, maths, SEN and behaviour and a focus on traditional ‘basic’ approaches such as systematic synthetic phonics for the teaching of reading. 

· Pre-entry numeracy, literacy and ICT tests, prior to entry to teacher education programmes. 

On funding and accreditation, proposals announced in June 2011in ‘Training our Next Generation of Outstanding Teachers
 confirmed that universities would continue to have a key role in the delivery of teacher education, and proposed instead changes relating to the relationship between schools and teacher education providers, the mechanism for distributing funding and the payment of fees by prospective teachers.  Public funding in the form of bursaries for PGCE students would continue, existing providers of teacher education (including universities) would retain their accreditation and undergraduate programmes would continue on a fee-paying basis. The content of the paper appear to suggest that the government in England has moved away from some of the attitudes implied by its earlier rhetoric

Two of the potentially most significant aspects of the government’s reforms (although precedents for them do exist) are University Training Schools and Teaching Schools. 

University Training Schools are, although detailed proposals are still awaited, likely to involve universities opening their own schools with three core functions: teaching pupils; training & developing trainee and existing teachers; and pedagogical research. They are not an entirely new idea. They are akin in many ways to teaching hospitals that have existed in medicine for many years, and examples of teacher education being subject to a similar approach include the transformation in 1994 of Bolivia’s most prestigious normal school into what was called a ‘pedagogical university’
. 
The teaching school initiative, which is distinct from University Training Schools, has significant potential. Teaching schools will be high quality schools acting as regional, or in some cases national, hubs and will have a leading role in the delivery of initial teacher education and professional development. Some universities saw the development of teaching schools as a threat. And, depending on how funding and accreditation was organised, they could have been. But they might also represent an opportunity, and could in time help to resolve the university versus school, craft versus profession, divide over teacher education. 

Far from undermining the role of universities, teaching schools will be required to work in partnership with universities and other accredited teacher education providers. They will have to have an active, rather than as sometimes happens now a passive, role in the design and delivery of teacher education programmes and in the recruitment and assessment of student teachers. They will have to demonstrate a commitment to giving serving teachers the opportunity to undertake award bearing (e.g. master’s level) continuing professional development.  It is arguably the content of teacher education and the values that underpin it that matter, not the location of the training. Teaching schools will prove extremely valuable if they facilitate the delivery of robust and relevant initial teacher education, and increase the opportunities for qualified teachers to undertake school-focussed, award bearing, CPD. 

Many teacher education providers in England have experience of struggling to find placements for teacher education students
, and schools (often for good reason) have sometimes found it difficult to accept student teachers. Placements made on the basis of begging or cajoling cannot ever give student teachers the best experience.  Teaching schools encouraging schools throughout their clusters to have an active engagement in teacher education could help to address some of these problems. 

But to have any real meaning, teaching schools will have to do more than provide placement opportunities. They will instead have to be actively engaged in the management and delivery of both initial teacher education and award-bearing CPD. This is what often happens in the best partnerships already, and using teaching school clusters to extend that best practice could be to the good. 

Teaching schools will provide the university sector with challenges as well as opportunities. New models of partnership will require new ways of working for schools themselves and any universities that they work with. There may have to be some blurring of the lines between what universities do and what schools do in teacher education. That might be no bad thing. Genuine and equitable partnerships, with no one party in ultimate control, might be a positive development. 

There are echoes of this in some developments in the United States. The National Council for the Accreditation of Teacher Education – NCATE – has said that teacher education should become a shared responsibility between schools and higher education. Although some of the NCATE rhetoric might - with references to ‘turning teacher preparation upside down
’, be unhelpful, the development of a clinical model akin to medicine, that synergises the complementary roles of schools and universities, might represent a step forward. 
Universities, and schools, have to rise to the challenge. But the principle of schools and universities working in equal partnership to prepare the next generation of teachers, and develop serving teachers, should be embraced.   
Applications for teaching school status had to be backed with references from at least one university, and supported by hard evidence of previous active involvement in both ITE and award bearing professional development for qualified staff. Many teaching schools will also welcome, in fact rely on, the administrative support, pedagogic expertise and subject knowledge that university partners will be able to provide. 

There have been statements in the press that teaching schools are a threat to university teacher education
. But, as it has stated on many occasions
, UCET sees them as an opportunity.

Teacher education is often, mostly unfairly, blamed for any poor practice in schools, and reforms of education across the world are often focussed on how new teachers are trained.  And yet much of the initial training student teachers receive takes place in school and is affected by the culture, ethos and educational approach of schools themselves. Beatrice Avalos has said that:

‘As long as teacher educators continue to follow the requirements of inadequate school structures and curriculum, teachers will simply not be able to respond to what it takes to prepare students for success...’ 

While it seems clear that schools must play a key role in the education of teachers, an entirely school-led system could prevent innovation and could perpetuate poor and regressive practices and be resistant to change. But an entirely university led system might fail to be relevant to the needs of schools. The new teaching school model might lead to more equal partnerships that maximise the contribution each side has to make, while keeping the impact of any potential shortcomings and institutional conservatism in check.  Will this help to resolve the school versus university based teacher education debate that so many of us have been wrestling with for so many years? Might it help resolve the craft versus profession debate by recognising through equitable school-university partnerships the craft/technical related and professional/academic components of both initial teacher education and ongoing professional development? 
Regulation
I would now like to move onto another aspect of teacher education that also relates to the extent to which teachers and teacher educators are professionals. 
The education policies of the new government in England are torn in two directions. Ministers have talked a great deal about giving more autonomy to schools and the decentralisation of control. They have said they want to give schools more control over what is taught and how it is taught. They have said that they want to rationalise and simplifying the teaching standards.  The extent to which this kind of thing represents either empowerment or an abdication of responsibility is a separate debate. But does the government’s rhetoric match the reality? 
While saying they want to free-up the school and teacher education curriculums, ministers also say they want particular things taught in particular ways. The clearest example of this is in relation to the teaching of early reading using systematic synthetic phonics. The purpose of this paper is not to discuss the merits of phonics, suffice to say that it clearly does have a key role. But in insisting that schools use it to teach early reading, and that teacher educators train teachers how to use it, the government do appear to be saying, ‘have your freedom, now use it as we tell you’. 

Self-regulation is one of the hallmarks of a profession. And yet the elected professional and regulatory body for teachers in England – the General Teaching Council – was abolished soon after the general election and it will be the government, rather than the profession, that in future regulates the teaching force (the teaching councils in Scotland, Wales and Northern Ireland have survived). 
Teacher education in England is tightly regulated. All teacher education programmes must ensure that newly qualified teachers reach set government standards. All programmes must meet certain requirements relating to the amount of time students spend in school, the qualifications they need to join programmes and to an extent, what the content of programmes should be. The number of student teachers recruited each year by each teacher education provider is controlled by government. And the programmes are subject to regular inspection. The results of these inspections determine how much funding each training provider receives, and poor inspection results can lead to de-accreditation. 
It can be argued that the state, or a professional association given delegated authority by the state, should have some role in regulating teacher education. Much of teacher education is funded by the taxpayer, to who government are ultimately accountable. The teachers produced will, for the most part, work in publicly funded schools attended by the children of taxpayers. The state therefore has both a right and a responsibility to ensure that certain standards are maintained and to hold teacher education to account. But the balance must be appropriate. Too much regulation stifles decision taking, restricts innovation and creativity, and can lead to ‘raising the floor but lowering the ceiling’, or to put it another way making sure that all training reaches a minimum standard while preventing any from becoming truly excellent.

As Beatrice Avalos puts it:

‘To what extent should teacher education be regulated? From the standpoint of the role and responsibility of the state in relation to the education of its citizens it would seem that the state should be concerned with the quality of teacher preparation and performance. This means funding teacher education, ensuring an adequate number of teachers in all the specializations needed and monitoring the quality of teacher education provided’

In Latin America the trend has been towards transferring control from the national government to the provinces. An extreme example of decentralization is Chile, were the neo-liberal policies of the 1980s combined with the existence of a strong private teacher education sector has lead to minimalist state control.  In the United States, the trend, continued by President Obama’s ‘Race to the top’ agenda has been towards more rigorous accountability, alongside some apparently crude value-added measures of the effectiveness of teacher preparation programmes, which in turn has led to parts of the teacher education sector developing its own protocols and measures in what appears to be a welcome attempt to re-gain the initiative and secure a degree of professional autonomy. The appropriate degree of accountability and compliance will, of course, depend on the circumstances each country finds itself in, and there is no right or wrong model that can be applied in any circumstance. But I would suggest that an optimum balance, all else being equal, might be somewhat less laissez-fair than Chile, but a bit less strict than what seems to be happening in parts of the United States and was the until recently the case in England.   
The balance is all important. Weak regulatory systems lead to lack of focus and unacceptable variations in quality. Overly strong, interventionist and draconian systems stifle innovation, breed resentment and impose political solutions to educational issues.  

A way forward
Although evidence shows initial teacher education to be of good quality, some issues do need to be addressed. As mentioned above, postgraduate teacher education programmes only last, in most cases, for 9-months. The early professional development that new teachers receive depends on the policies and practices of the schools and local authorities they work in. There is no entitlement to structured, and funded, early professional development that builds on and complements a teacher’s initial training. This should be addressed. Such training should be provided through master’s level programmes designed and delivered in partnership between schools and universities, and built around the needs of the schools and teachers concerned. Evidence demonstrates that such programmes have a demonstrable impact on a teacher’s classroom performance and aids retention
. The programmes can also build on the 60 master’s level credits that most teachers qualifying through the postgraduate route receive as part of their qualifications. The achievement of a relevant master’s degree might lead to the award of ‘Chartered Teacher’ status. To subsequently maintain that status a teacher might be expected to demonstrate an ongoing commitment, consistent with their professional identity, to both their own continuing professional development and to that of their colleagues. 
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