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ABSTRACT

A longitudinal study followed a cohort of students through the Bachelor of Education

(Honours) degree course, the main route to primary teaching at the University of
Strathclyde. The main purpose was to determine the extent to which the school
experience element met the expressed aims of the course, in particular, the aim of
developing reflective practitioners, which is the model of the teacher that underpins
the four-year course. In the first year of the study, baseline data was gathered from

students 1n all four years of the course, their faculty tutors, supervising teachers and
those members of staff in school holding the remit for students. First year students

formed the basis of the longitudinal study, with data gathered through questionnaires
and interviews over the subsequent three years. This data was supplemented by an

analysis of students’ self-evaluation reports and ‘good practice’ interviews with a

sub-sample of supervising teachers.

The findings indicate that the majority of students experienced a primarily
apprenticeship form of preparation for the teaching profession, rather than a
reflective practitioner model. While considerable opportunities were provided within
the structure of the course for the acquisition and exercise of skills of reflection and
critical analysis, other factors influenced the extent to which these were realised.
These included resources, and the ways in which teachers and tutors interpreted their
roles and responsibilities as supervisors. Consideration is given as to how these

might be addressed in order to provide a professional workforce of reflective

practitioners might be realised within the current framework of pre-service primary

education.

More fundamentally, issues of professionalism, govefnment policy changes and the
changing context of professional education generally, support the argument that the

Scottish BEd, in its present form, is unlikely to support the development of the

reflective primary teacher, despite the professed aims of its designers.
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CHAPTER 1 PRIMARY INITIAL TEACHER EDUCATION

The preservice training of teachers has been subject to considerable policy reform by the
government of the United Kingdom over the last decade. In particular, there has been an

increased emphasis on the role of the school in ensuring that beginning teachers enter the

profession with what the policy-makers identify as the requisite skills and knowledge,
defined as ‘competences’.

In England and Wales, this emphasis on the school was reflected most clearly in the moves
towards ‘school-based’ training, exemplified by the Licensed Teacher Scheme (DES,
1988) and the Articled Teacher Scheme (DES, 1989). While primarily for postgraduate
training, these schemes were designed such that trainees spent the greater proportion of the
training period in schools, with little or no input from teacher education institutions. In the
case of the Articled Teacher Scheme (ATS) the supervising teachers in the schools were

referred to as ‘mentors’ and were responsible for specific aspects of the training of
students.

Although the ATS was subsequently scaled down and restricted to primary initial training
and local authorities were encouraged to enlist higher education institutions into the
Licensed Teacher Scheme (L'TS), a number of alternative routes to qualified teacher status
have been established, all of which are competency-driven and school-based (Maguire,
1995). Students on the more traditional programmes have also been required to spend

more time in school and less in the teacher education institution (TEI) and schools receive
payment for their involvement in the training process (Wilkin, 1992).

The general picture is one where political changes have forced a reduction in training and
encouraged an intensively school-based apprenticeship model of learning to teach. While
still working 1n partnership with the TEIs, supervising teachers have taken on the role of

school-based mentors, with responsibility for supporting the student’s learning in a more

direct and systematic way (following a curriculum) and for the assessment of the student’s
classroom competence.

In Scotland, initial teacher education did not experience the same radical shift from the TEI

to the school, although the desire to see that schools played a more significant and explicit
part in initial teacher education was reflected in government policy statements. In 1993, the



Scottish Office Education Department' (SOED) published a revised set of guidelines for
teacher training which, amongst other requirements, set out the proportions of time to be
spent in school and in the TEI (SOED, 1993a). ~ Only in the one year Postgraduate
Certificate of Education course (PGCE) for teaching in secondary schools did this mean a
significant departure from existing practice. For this course it was proposed that the period
in school be increased from 18 to 22 weeks of the 36 week course and a form of mentoring
introduced, not unlike that developed in England and Wales.

Before implementing the guidelines however, the SOED commissioned a number of
studies designed to evaluate aspects of the proposed changes. The most significant of
these was a pilot study of mentoring on the PGCE (Secondary) course at the Moray House
Institute of Education in Edinburgh (Cameron-Jones and O’Hara, 1993; Powney, Edward,
Holroyd and Martin, 1993). While the students, TEI tutors and supervising teachers
involved in the study reported a number of positive outcomes, only one of these reached
statistical significance. In addition, the researchers expressed concern over whether the

changes in student performance and attitudes adequately reflected the high resource
investment involved (SOED, 1993b).

Subsequently, in 1993-94, the SOED introduced an extended period of time 1n schools for

PGCE(Secondary) courses. Schools and professional bodies expressed considerable
concern over the issues of teacher workload, funding and timing which this involved. As a

result of the united opposition to both the extended placement period and the concept of
teachers as mentors, the change to school experience patterns was abandoned after one year

and the established partnerships between TEIs and local authorities reinstated (McCall,
1995).

Thus in Scotland initial teacher education did not go down the school-based route, but
instead retained the principle of developing (non-contractual) partnership arrangements
between schools and TEIs. In such partnerships, schools are not paid for their
participation in teacher training and supervising teachers tend to perceive their contribution

to the process as a gift from one generation to the next. In addition, the locus of power in
the partnership has remained quite explicitly with the TEI (Brown, 1996).

' Subsequently the Scottish Office Education and Industry Department (SOEID) and now the Scottish
Executive Education Department (SEED)



1.1  Training Primary Teachers in Scotland

The Scottish Guidelines for Inittal Teacher Training (SOED, 1993a) set out the generic
requirements and mandatory conditions for all primary teacher training courses, as well as
those for teachers 1n the secondary and further education sectors. For example, all courses
should contain an element of ‘professional studies’. This included what might be loosely
termed the ‘theory’ of teacher education which ‘should be closely and continuously related
to the other components of the course and to school experience’ (p.2). In addition, the

guidelines identified the specific requirements which differentiate one form of teacher
training course from the others within and across the sectors.

All-graduate entry to primary teaching in Scotland was established in 1984, with two
principal routes to qualification. These are the four year Bachelor of Education (Primary)
degree and the one year Postgraduate Certificate of Education (Primary), both of which are

designed to prepare students to teach in all areas of the primary curriculum across the age
range 2'/, to 12 years.

The Bachelor of Education (BEd) degree, which leads to a primary teaching qualification, is
a full-time four year course which can be offered by TEIs at Ordinary and Honours levels.
School experience 1s an essential component of each year of study, with a minimum of 30

weeks 1n school across the four years, of which more than half should be in the second half
of the course, including a substantial block of time in school in the final year. The

curriculum should include all primary school subjects, with an emphasis on the core areas
of mathematics and English, and a range of options, including modem languages.

The PGCE (Primary) is a one year, full-time course which lasts for 36 weeks, 50% of
which should be devoted to school experience with, again, a substantial block towards the
end of the course. The TEI curriculum is similar to that of the BEd degree although
somewhat condensed and compressed as a result of the shorter time scale.

A set of competences detail the government’s expectations of the knowledge and skills
which all beginning teachers should have acquired on completion of initial teacher training
(SOED, 1993a; SOEID, 1998). In order to meet these expectations, the Scottish Office
guidelines emphasise the need for partnership between the TEIs and schools, with a shared
responsibility for the development of students into competent beginning teachers. This



partnership should extend beyond the school experience component of the course into
course design and the assessment of students.

1.2  Partnership in Initial Teacher Education

A number of bodies are involved in the preservice education of teachers, including
sovernment departments, TEIs, local authorities and individual schools, and partnerships of
various forms have been established to facilitate the process. The notion of partnership

implies a relationship wherein one of the partners does not hold ultimate power in the
decision-making but rather that decisions are negotiated between the parties involved.

At national level, the partnership between the Scottish Office and the General Teaching

Council (GTC) is a highly significant one. The prime function of the GTC, established in
1965, is to maintain a register of those qualified to teach in Scottish primary and secondary

schools. It is financially independent of the government and is supported by subscription
from its members.

One argument given for such a partnership is that of preventing a concentration of power in
the hands of any one party but the notion of shared power (or equal partners) in teacher
education may well be an illusory one as the ultimate power over teacher education In
Scotland belongs to the Secretary of State. Kirk (1994) identifies four arenas in which the
GTC has a significant advisory role to play in policy formation. Firstly, it is involved in the
accreditation of courses for teacher education, influencing the content and delivery of the

training. Secondly, and following on from this, the GTC has a statutory entitlement to
scrutinise and report on initial training courses within the TEISs.

The GTC has also been concerned with the qualifications of those who deliver these
courses, setting in place in 1987 the requirement that all of those employed in the teaching
of preservice students should also be registered teachers; a response, in part, to a growing
concern over the relationship between theory and practice in teacher training (Kirk, 1994).
In this third area of influence, the GTC has had a particular concern that those responsible

for teacher training should have recent and relevant experience of the classroom, although
this has not been established as a formal requirement.

Fourthly, the GTC has been concerned with the development of beginning teachers during



their two year probationary period following qualification. It monitors probationers’

progress through reports from the schools in which they are employed and provides
materials to support their continuing professional development.

Yet another form of partnership exists at school level between the traditional triad of
supervising teacher, TEI tutor and student teacher. This partnership 1s much more
concerned with the day-to-day leaming activities which the student undertakes on school

experience placement and through which she or he will develop into the competent
beginning teacher.

1.3  School Experience in Initial Teacher Education

Schools are most directly involved in the school experience components of teacher training
courses. Students on placement are supervised by two persons - a tutor from the TEI and
the classroom teacher. They have a common goal in that they are both concerned to ensure
that the student gains the kinds of practical experiences that will support the development
of the requisite knowledge, skills and attitudes. In addition, a senior member of staff holds

the remit for overseeing students on placement within the school and managing the
school’s involvement with the TEL

In the view of the Scottish Office, the purpose of the school experience component of
teacher training is ‘fo provide the practical context to illustrate and develop the skills,
understanding and content being taught in the (teacher training) institution and the
particular skills in dealing with class management and curriculum which are best
developed in the partner schools’ (SOED, 1993a, p.2). However, the precise nature of the
skills and understanding, how their development can best be facilitated and the requisite

levels of competence are not made clear. The degree of responsibility which each partner
holds in the process 1s also somewhat sketchy. In that the arrangement is essentially one

of ‘gift-giving’ on the part of teachers and schools (Kleinberg & Stark, 1998), TEIs are
reluctant to make specific demands of teachers in terms of roles and responsibilities,

including that they be trained or provided with structured staff development activities
related to supporting students on placement.



14  The Competent Beginning Teacher

The 1993 Scottish guidelines list a total of forty competences, grouped into four domains:

competences relating to the subject and content of teaching; to the classroom; to the school;
and to professionalism (SOED, 1993a).

The model of the teacher which is promoted in the Scottish guidelines and which, 1t 1s
claimed, underpins the competences, is one which emphasises critical thinking and draws
on the concept of ‘professionalism’:
.. in addition, teachers must have a knowledge and understanding both of the
content of their teaching and of the relationship between their methods and
children’s learning, and must be able to evaluate and justify their procedures to

others. They must also display certain professional attitudes to their job, to pupils,
to the school, to parents, to school boards and to the community in general.

(SOED, 19932, p.1)

1.5  Guidelines for Initial Teacher Education (SOEID, 1998)

In October 1998, following consultation with the TEISs, teaching unions, local authorities
and various bodies involved in or with a concern for teacher education, the Scottish Office
issued revised guidelines (SOEID, 1998). While these guidelines are described as for
Initial Teacher Education rather than Training, as it was expressed in 1993, there is no
indication as to the reasoning behind this change or the messages to be drawn.

While the layout and sequencing of the document has been revised, the more significant
changes lie within the competences. There are more competence statements in 1998; 48 in
total as opposed to the earlier 40. In terms of substance there is an increased emphasis on
literacy and numeracy in the BEd (Primary) course, reflecting the government’s concern
with standards in schools. It is proposed that these students should study English and

mathematics to an advanced level, as opposed to English or mathematics in the 1993
guidelines.

There 1s a greater emphasis on information and communications technology (ICT) for the
student’s personal professional development, as a resource in facilitating pupil learning and
as an area of the curriculum which she or he should be competent in teaching. In addition,
there 1s more specific reference to ‘gender’ as an issue in education. A few of the



categories of competence have been re-organised and re-labelled, with some increased
specificity in the wording of the competence statements. In particular, the section on
'Competences related to professionalism’ in 1993 has been re-titled “The values, attributes

and abilities integral to the professional role of the teacher’ and slightly extended (SOEID,
1998, p.13).

The model of the beginning teacher is one of a ‘competent and thoughtful practitioner,
committed to high academic standards and with an ability to reflect upon her or his
practice. Initial teacher education is only the first step in professional education; further
development and refinement though ‘successive years of classroom experience’ will result

in ‘proficient and advanced levels of professionalism’ (SOEID, 1998, p.2).

1.6 Assessment

Scottish Office guidance (1993a) on the assessment of students during ITE is limited to
raising a number of questions which TEIs should consider in constructing their courses.
Implicit in these questions are the expectations that TEIs should

e use a variety of assessment procedures;

e consider the role of self assessment in the process of training;

e ensure a secure relationship between assessment and the competences;
o consider the weighting of assessments;

e ensure assessment procedures take account of the validating bodies;

o clarify the roles of the Board of Examiners, external examiners, lecturers and
teachers in the assessment process; and

e develop procedures which recognise instances of particular ment, allow for

compensation of poor performance in one area with good in another and for re-
sitting in the case of failure.

Teacher education institutions are therefore given broad guidelines within which to develop
assessment strategies particular to individual courses and 1nstitutions.

The 1998 Guidelines (SOEID, 1998) say only a little more about assessment. While the
scheme of assessment should be drawn up by the TEI, it must ensure a thorough

assessment of the competences while taking care that the burden on students is reasonable.
The specific details of the assessment procedures and criteria will be in the course



documents produced by individual TEls. The SOEID insists that all TEIs produce an
assessment profile which clearly identifies students’ strengths and weaknesses in relation
to the competences required of beginning teachers and presents them in a way which

permits potential employers to compare the achievements of individuals from different
training institutions.

1.7  Summary

Schools and the teacher education institutions are in partnership to ensure that student

teachers are equipped to enter the profession as competent beginning teachers. A cntical
element of this developmental process is the school experience placement, managed and

supervised by staff from both school and TEIL. This element of ITE forms the focus for the

research presented in this thesis. How those involved in the partnership perceive what the
student should be learning and how that learning can best be achieved will fundamentally
influence the ways in which partners define and undertake their roles and responsibilities.
This implies that there is a model of the beginning teacher, explicit or implicit, guiding the

actions of the supervising teacher, the TEI tutor and the student which influences the ways
in which they interact.

These two themes, the nature of the partnership between teacher, tutor and student and the
model of the beginning teacher (and student teacher) which each holds, form the two main
themes of this study. The review of the literature considers each of these themes in turn in
the following two chapters. The first, Chapter 2, focuses on the surface features of what
happens on school experience while the second, Chapter 3, attempts to explore the

alternative models of teaching, the teacher and learning to teach, and the attitudes, beliefs
and values that they embody.



CHAPTER 2 ScHOOL EXPERIENCE IN INITIAL TEACHER EDUCATION

The increasing emphasis by policy-makers on the role of the school and the importance of
school-based experience in the initial education of teachers reflects, implicitly and/or
explicitly, a particular perspective on a range of issues in ITE, most notably: the
relationship between theory and practice; the roles and responsibilities of the school and
supervising teacher as well as the faculty and TEI tutor; the nature of the knowledge bases
required; the ways in which these can be acquired and assessed; and, fundamentally, the

model of the beginning teacher which is the intended goal of the ITE process. This chapter
considers each of these issues in turn.

2.1  Theory and Practice

It has been argued that the stress put on the role of the school by government reflects a
concern over a possible lack of continuity between the different forms of knowledge which
the school and the TEI contribute to the training of students (Wilkin, 1992). These
contributions tend to be referred to as ‘practice’ and 'theory' respectively although
Mclntyre (1992) argues that any clear dividing line between the two is, in reality, difficult to
determine. Similarly, Eraut (1994) argues that while students should be introduced to the
idea that there are many theories in education and that they have various practical

applications, theories can also be derived from practice. Stones (1994) views the distinction

as evidence of an underestimation of the complexity of the teaching process and a
simplistic belief in a technicist model of being a teacher.

While it is accepted that direct classroom practice 1s essential in learning to teach, there are

those who argue that ‘theory’ is unnecessary and may indeed be undesirable (Whitty,
1993) and there appears to have been, most notably in political circles, a rejection of the

notion that theory has a role to play in the training: of teachers, and a growing belief in
practical, on-the-job training as more relevant and effective. In England and Wales, for

example, the government set out its expectation that the schools’ role would be to ensure
the development of an understanding of pedagogy as practice while universities would
provide the content knowledge (Circular 9:92: DFE, 1992). Guidance on the ITE

curriculum thus focused on the practical application of theory, while the theoretical bases of
pedagogical skills were marginalised if not discarded.



While some doubt any role for theory, others are more concerned as to the appropriateness
of particular kinds of theory which the teacher education institutions have included in the
ITE curriculum. Whitty’s analysis (1993) of the New Right’s attack in the late 1980s and
early 1990s on TEIs in general and ITE in particular, indicated that it had an ideological
basis and was concerned that there was too much emphasis on theory, much of which was
of the ‘wrong type’, coming as it did ‘from a liberal or left educational establishment” (p.
267). He regarded these views as underpinning the New Right’s advocacy of an
apprenticeship model of ITE along the lines of the LTS and, to a lesser extent, the ATS.
Stones (1994) also saw political intent behind the recent reforms, with government

preferring the learning of facts and practical skills to the development of critical thinking
and enquiry.

A separate funding council, the Teacher Training Agency (TTA), was established 1n
England and Wales specifically to encourage and support school involvement in teacher
education. Calderhead and Shorrock (1997) argue that this reflected ‘a determined attempt
of central government to wrest control of teacher education from higher education
institutions and introduce what is perceived to be a more practical and apprentice-like form
of training' (p.3-4). Subsequently, proposals for a national curriculum for initial teacher

education in England and Wales were made (DfEE, 1996,) with the first set of
requirements published in 1997 (DfEE, Circular 10/97).

In 1998, the Department for Education and Employment (DfEE) i1ssued a revised national
curriculum for initial teacher training (ITT) in England and Wales, setting out the criteria
for all courses to Qualified Teacher Status (QTS) and the standards (rather than the
‘competences’ of earlier circulars) which trainees are expected to have achieved on entering

the profession. These requirements apply to all courses, whether managed through
partnerships between higher education institutions and schools or by schools who are

members of school-centred initial teacher training schemes (SCITTS). A clear timetable

has been set out for compliance to the requirements by trainers and existing courses were
to have been modified by September 1999,

The national curriculum statements emphasise knowledge, understanding and skills in
relation to the subjects of the National Curriculum for pupils although the DfEE does
stress that ‘a curriculum is not a course model’ (Annex 3, p.3), and leaves individual
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institutions/training schemes to develop the means by which the requirements and the QTS
standards will be achieved. There is no specific mention of foundation disciplines such as
sociology or psychology for trainees, with only ‘subject pedagogy’ given a specific place
ie. an understanding of how best to teach particular subjects such that children’s
attainment will be enhanced. The government’s justification for an ITT national curriculum

focuses on the need to raise the standards of literacy and numeracy in schools and to meet
government targets for pupil and school attainment.

The factors driving educational reforms tend to be economic, political and ideological, in
various combinations and, following Whitty (1993), Calderhead and Shorrock (1997)
identified two of the main lines of argument used to support the reforms of the last decade.
The first is the criticism of what is perceived to be an over-emphasis on theory (with left
wing origins) while the second views teaching as a practical activity to be learned through

doing. In similar vein, Hogbin, Cockett and Hustler (1996) highlight the tension between
the liberal intellectual approach of the university and the vocational or craft model of

learning for work which emphasises practical relevance rather than ‘woolly theorising'.

This polarisation of theory and practice is also reflected in the separation of the roles of the
TEI and the school. Taken to extremes, this can result in a caricature of professional
practice where ‘in school there is impeccable practice and in the TEI there is arid theory’
(Maclellan, 1994, p. 67). Some might add ‘and dangerous’ alongside ‘arid’. Stones
(1994) however considers that there is already an inadequate amount of theory taught in the
TEIs, and that many teacher educators themselves are lacking a sufficient grounding in the
principles of human learning to support the development of effective teachers who are

critical and enquiring. As a result, the gradual erosion of the role of theory in the TEI over

recent years has impoverished the knowledge bases of those who teach the student
teachers.

Some distancing of theory from practice in a different sense can also be observed in some
of the activities of the TEIs, the vast majority of whom have become integrated with the
universities, albeit in response, primarily, to pressure from economic sources. It has been
argued that recent Research Assessment Exercises in the United Kingdom, which
determine significant elements of university funding, have led university staff to focus on

the more theoretical aspects of their professional practice and less on the practical
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application (Edwards and Collison, 1995). While this might improve the knowledge bases

of those teacher educators criticised by Stones (1994), it is the role of theory in ITE and its
relationship to practice which is of crucial importance.

The role of theory and theorising

Bengtsson (1995) points to a distinction which, he argues, is often made by academics,
between academic knowledge and professional knowledge where the former is gained
through scientific research and the latter through proven experience. Here academic
knowledge is perceived to have greater status and validity than professional knowledge,

which is judged to be too subjective, personalised and lacking in distance from ‘self’ and
immediate experiences.

In initial teacher education, the kinds of theory (or academic knowledge) which have tended
to be included have been drawn from a range of disciplines, including psychology,
sociology and philosophy. The inclusion of classes in child development, learning and
motivational theories, social deprivation, discrimination and exclusion in ITE courses
indicate the range of theoretical concerns deemed appropriate by TEIs for the trainee
teacher. Stones (1994) argues for a body of theory which makes explicit the principles
which are believed to underlie good teaching. He focuses particularly on the psychology
of human learning and concepts such as the role of feedback, concept acquisition and
problem solving. While these are academic in nature, the fundamental aim is to help

student teachers in solving their pedagogical problems from a more generalised
understanding than a course in ‘subject pedagogy’ would seem to imply.

Maynard and Furlong (1993) argue for four dimensions (if not levels) of knowledge and
understanding which student teachers must acquire. The first two focus on the acquisition
of an understanding of classroom practice as an activity, directly within the school or
indirectly within the TEIs. The third dimension (practical principles) involves

understanding why things work, a knowledge of situations and the factors which might

hinder or facilitate pupil learning. Fourthly, students require a knowledge of disciplinary
theory, a foundation of knowledge which allows them to move beyond the immediate

situation and to subject both their own emerging theories of practice and those of others to
critical enquiry. These dimensions, Maynard and Furlong maintain, are not intended to
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represent a hierarchy of knowledge with abstract theory at the pinnacle but rather to reflect

the varying needs of students as they develop from novices to qualified beginning teachers.

However, students enter the teacher education institution with a considerable store of
theories about schools and the educational process acquired through their own experiences
as pupils (Eraut, 1994). They have read and heard media reports on educational issues and
they have shared experiences of schooling with friends and relatives. Although such
theories are likely to be partial, constrained by their own particular life experiences and, as a
result, idiosyncratic in parts, they are also likely to be fairly well embedded and resistant to
change (Calderhead, 1988). As they progress though the ITE programme, the students will
be exposed to a range of academic and professional theorising and their responses to these

experiences are likely to be shaped, at least in part, by their personal theories of education
and teaching.

In order to distinguish between the different kinds of theory which individuals possess,
Eraut (1994) argues for two senses of the concept of theory, one public and the other
private. The former category includes those theories available from books and academic
courses and which are up for public discussion and critique. In addition, however,
individual people interpret and explain their experiences through their personal and private

theories of the world and how it works. These may bear little or no resemblance to
publicly available theories.

In addition, Eraut’s definition of how theories are put into practice (theorising) holds that
they are never translated or operationalised unchanged but that individuals transform them,
re-interpret or reorganise them, in line with the particular situation encountered and various

personal variables. He argues that ‘theory’ is not to, be regarded as something apart from
practice and the term ‘theoretical’ should not be applied such that it indicates that an idea,
or system of thought, 1s not capable of being used.

In considering teachers in the classroom, Bengtsson (1995) similarly argues that their
professional practical knowledge is not atheoretical but rather is based on tacit theories
which are manifest in the experienced teacher’s routinised behaviours and practices. These
are likely to be blends of public and private theories, and individual in that each will have
had different personal and professional experiences contributing to their understanding,
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explicit or implicit, of what it is to be a teacher. Bengtsson’s professional practical
knowledge is akin to the ‘professional craft knowledge’ of Brown and MclIntyre (1988)
where ‘good practice’ is characterised by quick action, extrovert self confidence and the
automatic use of routine procedures. When such teachers are asked to explain or justify

their practice, few can provide explanations which match the sophistication of their
performance (Mclntyre, 1993).

Similarly Eraut (1994) refers to ‘action’ knowledge where the contents of various
knowledge bases, theoretical, practical and personal, are combined or inter-related such that
they are brought into use automatically in professional practice. This action knowledge, or
professional craft knowledge, is generally regarded as tacit and, in the main, inaccessible to
the practitioner. While Brown and McIntyre (1988) consider that it could (and should) be
brought to the surface and subjected to critical enquiry, Eraut (1994) is not convinced. His
argument is that much teaching is ‘hot’ action, reactive rather than planned and considered.
Decisions and actions tend to be largely intuitive, in contexts which demand immediate
responses to changing situations. In addition, they are likely to be idiosyncratic in that
individual teachers will respond in different ways to similar events and situations. Self

knowledge is difficult and much ‘reflection on action’ is after-the-event justification of
decisions made in the heat of the moment.

If understanding what happens in teaching is difficult for experienced practitioners, student
teachers must find it almost impossible without support and guidance. Making sense out
of what happens on placement and checking out individual realities with those of other
students can help to develop new understandings (theories) without losing sight of the

specific characteristics which made the particular events or situations memorable
(Maclellan, 1994).

Mclntyre (1993) offers a range of strategies aimed at allowing student teachers to access
the professional craft knowledge of the classroom teacher (mentor). Primarily, it is
necessary for the student and the mentor to enter into a dialogue that probes and makes

explicit the underlying reasoning for specific actions and decisions, both where teaching
events were successful and less than satisfactory. This however requires time for such

reflective conversations but also, and perhaps more fundamentally, that both are suitably
disposed to such interrogation of what the mentor might regard as routine or everyday
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practice. Exposing one’s theories or professional craft knowledge to such scrutiny also

exposes the fundamental values and beliefs on which they are based, often implicitly and
unconsciously.

Much of what students learn on school experience is 'situated’ knowledge (Edwards, 1997),
acquired and understood within the context of a particular situation. Such knowledge may
not be readily transferred by the student to other situations where the characteristics are not
easily identifiable as similar or related. Students must be encouraged and supported to
make generalisations from the immediate situation i.e. to develop theories of teaching that

are grounded in the evidence of their own experience. These should be used, in turn, to
interrogate publicly available theories.

Stones (1994) and Mclntyre (1993) argue for viewing the relationship as a dialectical

process, with theory informing and challenging practice, and vice versa, and for alerting
students to this early in their development. (Public) theory has a role in initial teacher

education but one where theory is used to interrogate practice and, in turn, where practice is
used to illuminate and evaluate theory. As a result, students will engage in theorising,
developing their own theories of leaming and teaching, theories which are constantly
reviewed and challenged. In order to do this, however, students need to acquire skills of

critical analysis and reflection and this requires that the TEIs ensure that they have suitable
opportunities for their acquisition.

It is not only the forms of theoretical input from the TEI that is to be considered but also
the timing (Stones, 1994; Maclellan, 1994). In order to make sense of a given situation,
students require a bank of theoretical explanations on which to draw and so some input is

required before exposure to the complexities of the typical classroom. On the other hand,
too much theory without sufficient experience of how it ‘looks’ in action can simply

confuse and overwhelm. If it is accepted that theory does have a place, then which theories,
when, where and how become important considerations for course development teams.

While doubts over the relevance of theory in the development of effective practitioners

appear to underpin the policy-makers’ concern to extend the periods spent in school, part
of the argument for an increased role for schools is that the profession has something more

than a class of pupils to offer in the training of its own recruits (DES, 1991). Such an
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argument underpins the move to greater school-based training and the introduction of
school-based mentors with increased responsibility for the students’ learning to teach.

Recent developments have attempted to specify the significant contribution of the school
supervisor or mentor and to define more clearly the articulation between the teacher’s role
and that of the TEI tutor. This has been done under the banner of ‘partnership’.

2.2 Roles and Responsibilities

The various lines of partnership between the Scottish Office, the GTC and the TEIs focus
on the structural elements of initial teacher education at a national level. At a local level, the
training institution, school and local authority are required to plan jointly for school
experience placements, the main aim of which is ‘to provide a practical context for the
acquisition and development of the competences’ (SOED, 1993a, p.2). This requires that
the roles of the various members of the partnership be defined and that ‘the school in
which the school experience is undertaken will have a clear role in the assessment of
students’ (p.2). While broadly in line with previous practice (McCall, 1988), the increased
emphasis on the role of the school is quite explicit :

They (the guidelines) lay particular stress on the role to be played in training

by the schools in which the students are placed to gain practical experience,

referred to as the ‘partner’ schools’ (SOED, 1993a, p.1).

Many of the partnerships which exist to support ITE are concerned with the ‘enabling’
structures where the focus tends to be on the management and organisation of the school
experience component of the programme and well-defined arrangements are required to
ensure that preservice teachers experience and develop their skills in relevant, practical

contexts (Alexander, 1990). The partnership which exists between the traditional triad of
student teacher, supervising teacher and HEI tutor is primarily concerned with issues at

Alexander's ‘action’ level - the day-to-day interactions, classroom relationships and activities
through which the student develops into a competent beginning teacher (Alexander, 1990).
The formal structures within which this triad operates influence and constrain the kinds of
‘action’ which are considered possible. Consequently, the degree of freedom which
individuals have in determining their own roles and responsibilities can be limited.
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The supervising teacher

Traditionally, the role of the teacher has been to support students directly in developing
their practical knowledge and skills in real contexts while the tutors from the TEL were
concerned to challenge their interpretations, to encourage them to make generalisations
from their observations and experiences and to critique their progress, performance and

understanding. The teacher’s priority remained with the children rather than the student
(Edwards, 1997; Collison and Edwards, 1994; Stark, 1993).

Mclntyre’s review of several studies into teachers as supervisors (1984) indicated that
when class teachers were evaluating or assessing students, they were reluctant to review the
work critically and tended to avoid making negative remarks. In general, interactions
between student teachers and their supervising class teachers indicated a deliberate

avoidance of conflict and, in consequence, often lacked substantive discussion of the 1ssues
involved (Mclntyre, 1984).

Similarly, Collison and Edwards (1994) found that the dominant role for the teacher was
the creation of a caring, supportive atmosphere with positive feedback. Supervising
teachers were concerned to be liked and trusted by the students and worked to protect the
students from failure, where it could be avoided. Beginning teachers sought certainty in a
complex environment and teachers and students colluded to reduce the risk involved,
setting closed tasks and avoiding ‘puzzlement’ in the practice situation. Their perceptions

of their roles and responsibilities had not altered with the move towards school-based
training.

However, research into the ‘craft of the teacher’ has demonstrated that teachers do have
specialist knowledge of classroom practice which they can, and should be encouraged to
contribute to the initial training process (Brown and Mclntyre, 1988). Much of this
knowledge will have been internalised and be difficult to access and explain to others; the

teacher’s repertoire of knowledge about teaching is not drawn upon consciously. If the

supervising teacher is going to access and use this knowledge, whether for improving her

or his own practice or for aiding students, they must learn to bring it to the surface.
Ut

Moving from ‘supervisor’ to ‘mentor’ involves a significant re-casting of the teacher’s
role. Maynard and Furlong (1993) identify three elements to the mentor role - model,
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instructor, and co-enquirer - where the last of these depends upon the teacher being

prepared and able to enquire into her or his own practice and learn alongside the student.
Essentially, mentoring implies a curriculum for school experience in which the classroom
teacher has an active part to play rather than a supervisory or watching brief.

Collison and Edwards (1994) found evidence that teachers were fulfilling, to a greater or
lesser degree, the first two roles in Maynard and Furlong’s model of the mentor. Where
the teacher acted as a model, they found considerable variations in the amount and nature of
teacher-student interaction, with limited direct involvement in specific learning activities in
many instances. Where teachers acted as instructors, the focus tended to be on the
procedural elements of the task, drawing on their own practical theories and preferences,

rather than encouraging students to make generalisations or challenging their
interpretations of events and situations.

One of the dominant themes which emerged in Edwards and Collison’s research into
learning on placement however was the belief by classroom teachers that the TEI was the
place where students should find the time to reflect on the experiences in school and to
develop their own theories and philosophies of teaching and being a teacher (Edwards and
Collison, 1995). School was the source of the experiences which formed the raw material
of such reflection. Thus perceptions of roles and responsibilities appeared to mirror the
traditional theory-practice distinction. A second TEI responsibility was the development of
appropriate frameworks for organising teaching events. There was little evidence of co-
enquiry into the teaching process or shared teaching which might encourage reflection.

The distinction made between theory and practice might be interpreted as distinguishing
between Maynard and Furlong’s ‘practical principles’ and ‘disciplinary theory’ (1993)
with teachers being prepared to discuss, within the context of the specific practical situation,
the reasons why things did or did not work. The teacher/school is therefore in position to

ensure that the student teacher develops an understanding of the principles underpinning
effective practice (in a procedural sense).

While success in student teaching experience appears to be highly dependent on the nature
of the relationship between the student and the class teacher (one of personal support and
role development rather than the acquisition and development of skills) this influence may
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be relatively short-lived and related to the specific demands of the placement (Mclntyre,
1984; Zerr, 1988).

Within this study, an important aim has been the need to identify what 'good practice’ in
school experience provision means to supervising teachers. The ways in which they define
their own role and responsibilities and the expectations which they hold of students will be
influenced by the values implicit in their interpretation of 'good practice’. Similarly there
has been a need to establish what a 'good' placement means to the student. Is current ‘good

practice' sufficiently good to allow student teachers to develop into competent beginning
teachers as set out in government guidelines?

While the primary school today is subject to significant external political, economic and
social forces, it is also an organisation in its own right, with a history and set of internal

relationships which can pose a potential micropolitical minefield for the unwary student.
How do students respond to the social and political forces at work in the school?

The tutor

The position of the TEI tutor in the supervisory process has received less attention from
researchers in the past and the strong role accorded to the class teacher has led some to the
view that the tutor role could be modified significantly if not eliminated. Indeed some
aspects of recent policy reforms in ITE reflect just such an stance.

In his 1984 review of research on supervision, McIntyre concluded that the university tutor
was a motivating presence for students. An important part of his or her role was to act as a

‘coach’ by providing, for example, ideas and suggestions regarding particular teaching
problems. In addition, TEI tutors conveyed the expectations and requirements of the
programme to both students and teachers and controlled the pacing to the student’s

workload, particularly early in the placement and as the student assumed greater
responsibility for classroom activities. An important element of the tutor’s role was the

evaluation of the student’s performance and the provision of constructive criticism
(Mclntyre, 1984).

Rex (1989) viewed the TEI tutor’s role as a highly political one in that a considerable

amount of time was spent in negotiating placements and manoeuvring through the other
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demands which are made of teachers in their day-to-day work in schools. Hayes and
Corden (1994) similarly viewed the tutor as a go-between, reconciling the expectations of
the TEI with the priorities of the school and the class teacher, negotiating the student’s
curriculum on placement and acting as a buffer between student and supervising teacher, as
necessary. The tutor’s prime responsibility is the student and she or he has a more
comprehensive view of the student’s achievements and needs, drawing on knowledge of
performance and progress from outwith the placement school. In such a model, the tutor

visits the school, usually in an assessor role, rather than the student bringing the school
experience into the TEL

Increased interest in the role of the TEI and the faculty tutor, perhaps defensive in part, has
been in evidence since the introduction of school-centred and school-based partnerships.
The move towards longer periods in school brings with it a change of role for the
supervising classroom teacher and his or her relationship with the student. One
consequence is likely to be an increase in the tension between the teacher’s prime
responsibility to the children and that of supporting the student’s development.

Hayes and Corden (1994) point out that, previously, the TEI tutor was more concerned
with the student than the pupils, redressing the imbalance in the teacher’s priorities. As the
tutor becomes less central to the process however this responsibility diminishes. As a
result, where there is a conflict between children and student in the teacher’s priorities, the

student is likely to lose out, with little or no input from the TEI tutor to compensate.
Eventually the role could become a somewhat distant one, literally and figuratively, and
increasingly perceived as of little direct relevance.

The tutor has a role beyond the school placement however, fundamentally in providing the
continuity between the school and TEI components of the course. Students need to be

helped to make these links and this would seem to be the tutor’s responsibility. There are
two opportunities for this to be built into the system. Firstly, when tutors visit schools to
observe and, usually to assess, the student and tutor (and possibly the teacher) meet
afterwards to provide feedback and share understandings of the effectiveness of the
session. This may be a tense time however, particularly for the student if s/he is being
assessed, and perspectives may be clouded. A second, less fraught opportunity occurs at
the end of placement, once the student has returned to the TEI. Debriefing tutorials where
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a group of students, each with her or his own particular experiences to recount, can provide

a forum for attempting to elicit principles from the subjective evidence brought to the
discussion.

If the post-placement debriefing in the TEI is intended to help students to make sense of
their teaching experience, then Eraut (1994) argues that it is often inadequate. TEISs
normally invest considerable time and effort in preparing students for placement but spend
relatively little time sorting out, making explicit and reflecting upon the experiences and
knowledge gained. The TEI support for learning on placement thus tends to be ‘front
loaded’ while, he argues, more could be gained from greater attention to the impact of time
spent in school. While the responsibility for preparation for teaching lies with the TEI

both school and institution would appear to have a role to play in supporting students to

unpack the action of the classroom and identify important principles of learning and
teaching.

Working together

Reforms in ITE have therefore led to a re-assessment of the roles and responsibilities of
the supervising teacher in school and the TEI tutor. Whereas there was a tendency to see
each as making a distinct contribution to the initial training process (Furlong, 1993), the

notion of partnership and the increased role of the school, particularly in school-based or

school-centred systems, are blurring the boundaries and leaving both partners a little
insecure (Collison and Edwards, 1994).

McCulloch (1993) exemplifies the ‘partnership’ approach by putting the emphasis on

integration, alliances, shared models of supervision and student learning and mutual
commitment to shared professional principles. This'takes time and is demanding on both
parties, she argues, but the potential is great. Kauffman (1992) identified three barriers to
establishing effective partnerships at teacher-tutor level. Firstly, problems arose where the

class teacher and TEI tutor held differing expectations of their own and each other’s roles.

In many instances this occurred because the roles had not been clearly defined at the outset
and, in consequence, each had construed their own notions of the roles in the partnership.

A second problem can be a lack of real, substantive communication between the two
supervisors. It takes time to establish a system of effective communication that can ensure
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shared understandings in the aims of placement and the theories and values that underpin
the particular approaches taken by the TEL. Time 1s always in scarce supply.

Thirdly, if the supervisory roles of tutor and teacher are to be complementary, as an
effective partnership would imply, the collaboration of teacher and tutor should reflect the
need to integrate theory and practice in the learning process. Kauffman found httle
evidence of genuine collaboration in student supervision, resulting in frequent
misunderstandings and a lack of unity in front of the student teacher.

In an earlier study of roles and responsibilities on the BEd course at Jordanhill (Stark,
1994), faculty tutors and supervising teachers viewed the development of classroom skills,
knowledge and understanding, and professional development as, in the main, a shared
responsibility. Where the burden of responsibility fell on one partner, the more theoretical
elements (e.g. child development, research methodology) were viewed as the province of
the faculty, while more practical aspects (e.g. primary-secondary liaison, skills of

discipline) were identified as more appropriately school-based. This is supported by
Edwards and Collison (1995) who found that while teachers valued theory, they did not

feel that it was part of their role. They were more concerned with the day-to-day activities
and tasks which the student undertook and her or his performance in the classroom.

In the Jordanhill study, the balance of responsibility for the counselling and guidance of
the students, the development of ‘reflective practitioners’ and the final grading of students
on placement lay with the faculty (Stark, 1994). Overall, tutors and teachers were working
from a common, albeit tacit, agenda although a lack of real open communication between
the partners frequently led to a mismatch in expectations and perceptions.

2.3  Learning to be a Teacher on Placement

Maynard and Furlong (1994) argue that learning to teach involves more than acquiring a
practical knowledge base; changes in cognition, the development of interpersonal skills and
an affective component also feature. Similarly, Calderhead and Elliot (1994) identify a
number of different forms of leaming, in a range of contexts, which are necessary for
professional growth, both cognitive and affective. In particular, learning to teach and

learning about teaching are two separate, although inter-related, strands in the student’s
development,
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Calderhead and Shorrock (1994) point out that, traditionally, attention has focused on the
technical aspects, learning to teach, to the neglect of those factors which influence personal

development (images of teaching, self as teacher) and the social-cultural (the school as a
social system, and the wider context).

For students, being on placement in school is being part of the ‘real world’ of teaching,
what it is all about (Maclellan, 1994; Stark, 1994). Lortie (1975) found that teachers rated
practice teaching in the school higher than they did the college-based elements of their
course. Students seemed to feel that the goal of teacher-training, to become a teacher
working in a school, seemed more attainable and closer during school placement which had

a ‘a texture of reality’. In addition, they viewed the college staff as holding a utopian view

of the classroom, setting unrealistic aims and remaining remote from the day-to-day
exigencies.

Learning to be a teacher is also a process of socialisation into the profession, of learning
the norms and cultural values involved. Lortie (1975) considers this process begins for
many while they are still pupils in school where experiences of the system and specific
teachers can shape decisions to enter teaching — or not. This ‘apprenticeship of
observation’ results in a partial learning or distorted view of what it is to be a teacher. The
formal socialisation processes are evident, he argues, in the specialised study in preservice

training and, more significantly, on placement when working alongside the experienced
teacher and learning through doing.

Learning over time

The focus of student learning and the concerns they have about their ability to teach change
over time (Fuller, 1970). Calderhead (1988) identified three phases of student learning

during a single term placement within a one year ITE course. Students learned a great deal
during the early part of the placement but quickly reached a plateau where the work had
become routinised and generally predictable. While demanding in terms of workload,
students were not challenged to develop their professional understanding. Teachers were

not concerned to drive the student’s learning and any further development was gradual, if it
took place at all.
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Maynard and Furlong (1993) hold that three of the most frequently advocated models of
mentoring, apprenticeship, competency and the reflective teacher, should be used to
respond to the students’ changing needs during the ITE course. Apprenticeship, where the
focus is on skill development, classroom strategies and subject knowledge, involves
learning by working alongside an experienced practitioner who acts as a model, or master
craftsman. But it is not enough to copy what appears effective, Maynard and Furlong
argue. The student has to ‘learn to see’ the significant features of the situation and

collaborative teaching, where the supervisor is concerned to help students make sense of
the complexity of the classroom, is advocated.

As students acquire the basic skills which allow them to stand back from the moment-to-
moment concerns of surviving in the classrooms, a programme of systematic training in an
agreed set of skills and strategies is deemed appropriate. This draws on a competency

model of teaching and in mentoring, and establishes that part of the school-based
‘curriculum’ for which the mentor is responsible. Tasks are structured to minimise failure

and to encourage incremental development of skills but in order to move the student off

Calderhead’s plateau (1988), any scaffolding should be dismantled judiciously as the
student progresses.

A third form of mentoring, the reflective model, 1s based on the view of the teacher as a
reflective practitioner. For the student teacher, reflective practice means acquiring a deeper
understanding of how children leam, an appreciation of the ways and means of achieving

effective learning, an understanding of how to put them into practice and the ability to
justify and defend decisions and actions from a principled stance.

The three models, aligned to phases of development, depict a shift in student concerns
from: How do experienced teachers do 1t? to How do I teach effectively? and, in turn, to
How do I teach so that children are learning effectively? If this is the aim of the ITE

course, it will take more than the school and mentor to achieve it and both institutions,

school and TEI should be working towards the same model of being a teacher if the
student is not going to experience dissonance.

At the end of the course, regardless of the models of training, the student teacher, or the
experienced practitioner held by the school and/or the TEI, the government has clear
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expectations as to the knowledge, skills and attitudes which beginning teachers should

have. In Scotland, these expectations are still expressed in competences (SOEID, 1998)
rather than the standards of the DfEE (1998).

2.4  Competences and Initial Teacher Education

In 1993 the Scottish Office issued Guidelines for Initial Teacher Training which contained
a list of forty competences, grouped into four categories (SOED, 1993a). Students were
expected to have satisfactorily demonstrated all of these by the end of their initial training
course. Draft guidelines were issued for consultation early in 1998 with the final version
published later that year. This document extended the number of competences to forty-

eight, modifying and amending many of the existing ones, ostensibly with the intention of
clarifying ambiguities (SOEID, 1998).

The use of sets of competences as a basis for determining whether an individual has met
the standards expected of a beginning teacher can be traced back to the competency based
training (CBT) movement which has its origins in North America in the period following
the Second World War. The notion that members of a profession should be ‘competent’
in some way goes back much further and was a significant factor in the introduction of

entry examinations for many professions. Entry qualifications served as a means of

protecting the status and livelihoods of their members as well as a form of assurance to the
public (Eraut, 1994).

Implicit in this assurance was the notion that professional qualifications conferred
competence, an assumption wherein the relationship between being qualified as a member

of a profession and being able to effectively carry out the various tasks which might be

expected of such a professional went unquestioned. The emphasis was on competence as
intellectual achievement rather than technical expertise (Eraut, 1994). In the competency

based training movement, the focus was firmly on technical expertise. Thus competences
have their origins in the craft or vocational traditions rather than the liberal intellectualism
of higher education and the universities (Hogbin, Cockett and Hustler, 1996).

The term ‘competent’ has multiple meanings and usage has been influenced by social,
political and historical contexts. Carr (1993) argues that there are two uses of competence
and many, including the Scottish Office, confuse the two. Competence is normative in that
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individuals can be judged as possessing it, or not, in relation to a specific activity, and
against agreed standards. It is also used to define specific attributes or abilities which are
expected of qualified individuals i.e. discrete skills. Competence, so defined, can also set

ceilings on expectations. In practice, while competent teachers demonstrate proficiency on
the routine elements of day-to-day practice, excellent teachers demonstrate their skills in

their handling of the non-routine. Their ability to deal with the unanticipated, the unique
event, sets them above competent (Eraut, 1994). With such an interpretation, while it may
be sufficient to exit as ‘competent’, it is unlikely that it will be adequate in the longer term.

It would seem important then that students acknowledge that they might have more to learn
once qualified.

Further ambiguity surrounds the term in that its interpretation may be influenced by the
particular frame of reference being used. In professions where individuals can specialise in

particular aspects, such as becoming a paediatrician in medicine or a commercial lawyer,

being generally competent as a doctor or a lawyer 1s unlikely to be regarded as adequate.
The public requires that specialists demonstrate advanced or special skills and knowledge
and therefore the competences which define the work must reflect the complexities and

specialisms of the professional role as well as the more mundane or typical activities. On
the other hand, a series of generic competences may be adequate where all in the profession

are likely to be fulfilling a similar role, as in the generalist primary teacher which ITE in
Scotland aims to develop. Whether it is reasonable and realistic to expect that all primary

teachers should be competent generalists across the 2'/, - 12 year age range and in all areas
of the curriculum, is another question.

The nature of competences

Eraut (1994) identifies three main approaches to defining occupational competences: the
behaviourist, the generic and the cognitive constructs approach. The first of these,
represented by the American CBT tradition, focuses on task analysis and the identification

of the component technical skills or observable behaviours required for successful
completion of the task. In teacher education in America, this took the form of an emphasis
on mastery leaming, individualised programmes and resource based leaming, designed
around behaviourist principles. Criticised as atomistic and simplistic, such approaches
produced long lists of specific behavioural objectives that paid little or no attention to
personal characteristics, values or beliefs (Apple, 1988). It was considered that the strong
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central control which the state held over the teacher education system was a significant
influence in the strong CBT line taken (Eraut, 1994).

t

In contrast, generic approaches focused less upon the behaviours required and more upon
knowledge and skills, as well as personal qualities, attitudes and values. In addition, while

CBT approaches drew a line between competent and non-competent individuals, generic
approaches could be used to differentiate between individuals along the continuum of

‘weak’ to ‘superior’. Such approaches have tended to be most frequently used within the
management structures of large organisations.

One criticism levelled at generic competency approaches 1s that they tend to be based on a
single model of the ‘good manager’ which is perpetuated throughout the organisation and
over time, bringing a degree of conservatism to the operation. In addition, given that the
criteria used tend to be generalised traits or abilities (e.g. initiative or creativity) which

require interpretation, they can be open to multiple interpretations, where ‘using the same
word does not mean making the same judgement’ (Eraut, 1994, p. 176).

The third approach attempts to differentiate between competence and performance.
Performance is limited by specific circumstances, physical, social and personal, and
competence may not be accurately reflected in a single performance, implying a potential
gap between the two. From this perspective, competence is viewed as drawing upon a
range of skill and knowledge bases not all of which may be required in a single
‘performance’. Such bases guide the integration and co-ordination of possible actions,
drawn from the individual’s repertoire in response to specific contexts and situations. In
teacher education, for example, the more competent students display deep level approaches

to learning, with more integrated conceptual frameworks. The less competent tend to adopt
surface-level learning strategies, leading to fragmented and less flexible frameworks for

interpreting and acting (Eraut, 1994). An apparently competent student may be basing her
or his performance on someone else’s knowledge and understanding, such as the
classroom teacher, mimicking rather than creating a performance. Competence therefore is
not to be equated with performance but rather to be inferred from it. Where an individual
does not have the opportunity to perform and thus demonstrate the range of skills etc.
which she or he possesses, any judgement of competence will be flawed.
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Whatever the final set of competences looks like, assessment of the student at the point of
qualification is against a set of expectations or a model of the beginning teacher. Mclntyre

et al (1994) argue that this emphasis on the end product shifts the debate away from the
real issue of what the trainee teacher needs during preservice education, the individual

student’s strengths and weaknesses on entry to the TEI and how she or he can best be
supported to develop further. They also argue that support should be directed at the

development of a personal theory of teaching, not the acquisition of a set of technical
competences.

In a different vein, a competence approach assumes that there is a consensus on what
‘esood teaching’ looks like (Stones, 1994). Alexander (1992) identified five factors which
shaped the individual’s understanding of ‘good practice’. They were: the political (the
practices others most/least approve of); the conceptual (what educational practice is, and 1ts
constituent parts); the pragmatic (that which works best for the individual); the empirical
(those practices which have been demonstrated to be effective); and the individual’s value
position (the practices which s/he most values and believes in). Given the personal nature

of some of these and the transient nature of others, definitions are unlikely to remain
constant across individuals or over time.

Written lists of what is to be expected of a beginning professional can do little on their
own; they must be interpreted and applied. The ease with which this 1s done depends on
the way in which they are presented. Without some thought to coherence, such statements
can present a fragmented view of what it is to work within a particular profession. This is
particularly so where they attempt to be highly specific and exhaustive, resulting in an
unwieldy and potentially unrealisable ‘wish-list’. Eraut warns that ‘Trying too hard to

produce a foolproof system will only make intelligent people feel that they are being
treated like fools’ (1994, p. 212).

On the other hand, generalised lists can result in a lack of clarity, with readers and users

construing their meanings variously. If they are too generalised, there is a loss of
understanding of what precisely the strengths and duties of the profession are. In addition,

lists of competences tend to be presented as if all were of equal importance and complexity
when this 1s unlikely to be the case in practice. Furthermore, the differing contexts and
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conditions under which individuals may carry out their professional duties are rarely
represented accurately in such lists.

The competences which are included in and excluded from any list reflect, implicitly or
explicitly, the model of the practitioner envisaged by its compilers. In initial teacher
education, the emphasis given to each of the three main components (knowledge and
understanding, skills and attitudes) allows some 1nsight into the underpinning philosophy
and model of the beginning teacher held by the policy-makers. Whatever that might be, all
would-be teachers must be assessed against the list of competences at various points

throughout their training and, most critically, to have been judged as satisfactory before
being admitted to the profession.

2.5 Assessing Competence

Pre-service students are typically assessed at the end of the course on two main
components: the curriculum of the TEI or ‘academic’ elements and, secondly, performance
on school experience practice. While assessment of the institution-based elements of the
course is typically made through examinations and assignments of various kinds, the
second, performance on placement, has traditionally been the responsibility of the TEI tutor
who visits the student and observes him or her in action. Depending on the nature of the
partnership between school and TEI, the supervising teacher may have a significant input to
the assessment process. Such tutor visits are fundamentally summative assessment events
which generally involve some form of grading, be it a simple pass/fail or some more
claborate system which contributes to, for example, honours classification. A formative
clement 1s also included in the sometimes lengthy discussion between tutor and student

(and occasionally teacher) following the student’s demonstration of her/his classroom
skills.

In any assessment procedure issues of reliability and validity are significant and they

assume particular significance in assessment on placement. Assessment  of

performance/competence is typically made against a checklist or profile which identifies the
skills, etc., which the student is expected to demonstrate. Depending on the timing of the

placement during the course, the age of the pupils and the content of the lesson(s), this is
likely to vary in terms of specificity and/or emphasis. The criteria are unlikely to be set out
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as specific behavioural objectives but rather as more generalised statements of expectation
(Stones, 1994).

While being a ‘competent’ professional carries connotations of being able to meet the
demands of the job, it can also be interpreted less generously as ‘adequate but not
excellent’. Thus competence is not a fixed entity which an individual does or does not
possess but rather a position on a continuum which ranges from novice to expert, along
two dimensions. The first of these refers to the ability to do something well (quality), while

the second refers to the ability to do something in a range of situations (scope) (Eraut,
1994).

In ITE the aim would be to ensure that students gain experience of a range of situations in
order that they have opportunities to develop the scope of their competence, while having
sufficient experience within situations to develop the quality of that competence. In
practice, there are likely to be resource and practical constraints on the amount of
workplace-based experience which can be afforded. However, where the professional role
is one that expects individuals to work with little or no supervision following qualification,
as in teaching, significant periods of practical experience would seem essential.

In assessing competence, the assessor is essentially making inferences from observations, a
process which involves a significant element of subjective judgement. In addition, what is
observed can only be a small sample of the universe of possible behaviours of the student
within the classroom context, introducing an additional potential element of unreliability.
Given the non-consensual nature of the components of ‘good teaching’, both the validity
and the reliability of the assessment process may well be compromised.

In assessing (professional) competence in initial teacher education, samples of performance
are frequently taken across a range of situations and activities. While ‘products’ (planning
documents, reflective logs) may form the evidential basis for some elements of competence,
direct observation is regarded as the most valid, particularly when accompanied by some
form of informal questioning. Establishing reliability and validity in assessment requires a

consensus in interpretation of both the criteria and their relationship to the various forms of
evidence amongst assessors.
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Direct observation has direct costs, primarily in terms of practicality, staff and travel
resources and time. Alternative strategies such as video recordings might be used as

supplementary evidence but cannot entirely replace direct observation (Eraut, 1994; Stones,

1994). Other forms of evidence include reports by other witnesses (such as members of
staff in placement schools) and reflective diaries and logs.

The purpose of assessment 1s only in part to measure competence at that point in time. It is
also intended to fulfil a predictive purpose in that it will suggest how an individual may
perform post-qualification and give some indication of her or his potential for further
development and achievement. Assessment must therefore address more than current
performance and so Eraut (1994) distinguishes between performance and capability. Thus

competence, 1.e. how well and individual measures up to the list of prescribed competences,
cannot be directly equated with either performance or capability.

2.6 Beyond Competence

While some evidence of capability can be inferred from performance, evidence gleaned
from other sources including assessments of knowledge, skills, attitudes and abilities such
as analytical and reasoning skills (higher order cognitive processes) can also contribute.
Evidence of capability, Eraut argues, can result in a fuller picture of an individual’s
competence than performance alone. In a similar vein, Maclntyre et al (1994) argue that

teaching is more than a series of technical skills and involves value and belief systems as
well as personal dispositions.

The specific purposes of capability assessment might therefore include: determining the
quality of cognitive processes; the extent of the knowledge bases on which the individual

can draw (propositional and procedural); understanding of the professional role and its
relationship to the wider society (legal, political, contractual and moral).

The last of these, the moral or ethical dimension, lends itself least well to codification and
assessment. Codes of conduct set out the parameters within which professionals will
operate throughout their career. Evidence of ethical behaviour during initial training can be
used to determine whether an individual gains the qualification or not but it will have
limited predictive validity for professional conduct beyond qualification. During training,
such evidence is usually gathered from events where the demands are limited and the
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setting 1s carefully controlled. As pre-service students are unlikely to be placed in complex
or demanding situations, evidence from such settings is unlikely to provide reliable

evidence of how they might respond in less restricted or managed contexts. Evidence of
commitment to the ethical dimensions of their role is a lifelong requirement of
professionals and cannot be assumed to be fixed at the end of initial training.

2.7 The Scottish Competences

Competences frame the initial training experiences of Scottish students and underpin the
criteria by which they are assessed. It is therefore necessary to consider their nature in
more detail. Following the usual pattern of policy making in Scottish education, draft
training guidelines, with competences, were issued for consultation in 1992 with a final
version 1ssued 1in 1993 (SOEID, 1993a). As the 1993 Guidelines were those which
influenced the shape of the BEd course and the procedures for student learning and
assessment over the period of this study, they form the basis for much of the discussion.

The debate which was 1nstigated by the 1nitial draft, and further fuelled by the final version
of 1993, was highly polarised with, on one hand, calls for increased specification and
rigour in the expression of the statements and, on the other, concern over the ways in which
they (the competences) appeared to threaten the autonomy of the teaching profession,
bringing de-skilling and proletarianisation (Stronach, Cope, Inglis and McNally, 1994).

Stronach et al (1994) in their analysis of the Guidelines for Initial Teacher Education
(SOEID, 1993a) argued that the document had a somewhat schizophrenic character in that

it was possible to justify both stances, technicist and reflective, by reference to particular

statements or terms. While it implicitly and occasionally explicitly seemed to hold to the
model of the reflective practitioner, the emphasis was on technical performance, with a
marginalised role for theory. The use of ‘critical thinking’, professionalism’ and
references to values and commitments support the former interpretation, while the technical

nature of other categories, disembodied from the social or cultural context of the
community, school or pupil, support the latter.

In order to understand this polarisation, it is necessary to consider both the nature of the
document, both as a whole and in terms of its constituent parts, as well as social and

political forces at play in the policy making process. Eraut points out that ‘Questions
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about the competence profiles of professions and their members are political as well as
technical. (1994, p. 166). Carr (1993) certainly viewed the document as politically
motivated and a thinly disguised attempt to manage and reduce the threat which a critical

and professional teaching force might pose to government intentions. His is a conceptual
analysis of the document which resonates with the views of Stones (1994), Eraut (1994)

and others who maintain that competency based systems of training and assessment are at
odds with the notion of an autonomous profession of educators.

In addition, the document is, Carr argues, internally inconsistent. It begins by focusing on
‘craft skills' but the competence statements which are intended to identify what these might
be do not refer to observable classroom skills which might be considered to be free of
subjective interpretation. He gives as an example, one statement from the list of
Competences relating to the Classroom: ‘create contexts in which children can learn’ (p.4)

but other statements could serve equally well to show that they often do not refer to discrete

technical skills but draw on a range of knowledge bases as well as personal dispositions
and attitudes.

His main argument however is with the separation of classroom skills and strategies from
the values and beliefs (the 'commitments’), which are placed at the end of the list, and the
implication that they have little to do with each other in the day to day practice of the
classroom. On the contrary, he argues that they both contribute in complex ways to the
responses that teachers make to children, their selection of resources and activities and the

monitoring processes they apply to their own performances as well as those of the
children.

Maynard and Furlong (1994) identified three models of mentoring: apprenticeship,
competency and reflective teaching. The different kinds of learning listed in the SOEID

document do not belong to one of these but rather include some which might readily be
fostered through each of the models. There are examples of statements from each of
Eraut’s categories of competences: behaviourist, generic and cognitive constructs (Eraut,
1994). The document seems to lack a clear philosophy of learning to teach and attempts to
be all things to all people. Regardless of this lack of clarity, the TEIs are required to

develop courses which will ensure the development of the competences and to compile an
assessment profile based on them against which students will be measured.
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It should be noted that there are a number of significant differences in the guidelines when
compared with their counterpart in England and Wales. Hogbin, Cockett and Hustler
(1996) consider that the competences (England and Wales) omit a number of significant
elements of learning to be a teacher including the ability to reflect critically upon one’s
practice. In addition, the separation of theory and practice, the neglect of initial training as
the first stage in professional development and the failure to recognise the importance of

context are cited as deficits in the document. The Scottish guidelines are less deficient in
this regard, albeit a little confused.

Specified professional competences and codes of conduct can serve a number of functions
in addition to public assurance. They can also provide frameworks for curriculum
development in higher education and in the design of initial training courses and set out the
profession’s expectations of new entrants. One benefit of the competence framework,

Hogbin et al (1996) argue, is the way it has provided a focus for discussion amongst

teacher educators and forced them to argue for their view of what a beginning teacher
should know and be able to do.

2.8 Summary

The partnership between TEI and schools in Scotland 1s non-contractual and there is, as a
result, some difficulty in determining clear lines of responsibility or in making specific
demands of teachers and schools in the roles they take on with students on school
experience. The expectations which each of the two supervisors has of the other are
generally unspoken and this can mean that the student’s experience on placement is not as

effective as it might be in developing the necessary skills and, more particularly,
understanding. One consequence of this is an uneasy 1if not negative relationship between
‘theory’ seen as the province of the TEI and the ‘practice’ of the school and classroom.

Historically, professional as well as craft knowledge and skills, have been acquired through
an ‘apprenticeship’ approach to learning to teach, based on the novice modelling the
behaviour and actions of the expert or master. The end of the apprenticeship was
characterised by growing autonomy and self-determination on the part of the novice, albeit
within trade traditions (Collison and Edwards, 1994). Such a model is generally regarded
as outdated and inappropriate for the development of professional teachers, as much as any
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other profession (Maclellan, 1994; Collison and Edwards, 1994; Stones, 1994). And while
Mclntyre, Hagger and Wilkin (1994) argue for an interpretation of learning to teach which
includes qualities and attributes such as patience, integrity, enjoyment of people and a love

of the subject(s), there is evidence that it 1s fundamentally an apprenticeship model of
supervision (or even mentoring) that students experience.

The question 1s whether an apprenticeship model could, or indeed should, be used to
develop the qualities, attributes, knowledge and competences required of professional
teachers. The arguments on the role of theory and theorising in teacher education indicate
that learning to teach is a complex and intellectually demanding endeavour. Such

perceptions of what it is to learn to be a teacher lead to a rejection of the traditional
apprenticeship model of the learner.

The advent of ITE competences, albeit including concepts of professionalism and critical
reflection, has been interpreted as a return to a technicist view of learning to teach (and
teaching), with an apprentice model of the student teacher. The emphasis given to
assessing performance in determining competence to teach neglects the lack of
correspondence between ‘competence’, ‘performance’ and ‘capability’, and takes a narrow
view of what it means to be able to teach. In addition, the inclusion of competences related
to professionalism, with attendant value and belief systems, and the acknowledgement of a

role for theory (although marginal), go beyond a strictly competency-based model of
learning to teach. The model which underpins much of the recent literature on initial
teacher education and which is used to counter technicist arguments is that of Schon's

retlective practitioner (Schon, 1984) and this is where the discussion moves next.
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CHAPTER 3 MODELS OF THE TEACHER AND THE STUDENT TEACHER
The dominant model of the competent beginning teacher portrayed in the Scottish
Office guidelines (SOED, 1983a; SOEID, 1998) appears to be that of the reflective

practitioner, incorporating the concepts of professionalism, critical thinking and
reflectivity.

The emergence of the notion of the reflective practitioner in teaching, where the
emphasis is on critical reflection and enquiry, is a particular feature of recent
educational writing. The ‘reflective practitioner’ movement extends well beyond the
teaching profession and has been fuelled by an increasing dissatisfaction with
traditional technical-rationalist approaches to professional practice and related research
(Schon, 1983 & 1987). However, the concept of reflection, like many educational
concepts, has multiple meanings although most share in valuing conscious, deliberative

and wise thought about professional practices and the willingness to engage in such
thought (Grimmett, MacKinnon, Erikson and Riecken, 1990).

This chapter includes a consideration of teaching from the technical-rationalist
perspective, the concept of the reflective practitioner and how it might apply to teaching,
and several related concepts, including critical reflection and action research. It
concludes by discussing the relevance of the reflective practitioner as a model in the
development of beginning teachers. Richardson (1990) has suggested that the
prevailing stance of teacher educators may be linked to the dominant research
perspective of the time and, one might add, to the socio-political climate facing
professionals at a given time. Therefore an attempt is made to set the discussion within

the current educational context and to link the debate to the prevailing stance of the
policy-makers. |

3.1 A Technical-rational Philosophy of Teaching
The success of science and the scientific method 1n establishing universal laws and

principles in the natural world led to its adoption by industry, business and, in turn,

education (Schon, 1983). As a result, approaches to educational research have been
traditionally characterised by quantitative strategies which aim to determine

generalisable findings, emphasising and focusing on the similarities within and across
systems and situations rather than the differences.

Parker (1997) argues that this emphasis on a technical-rationalist approach to problem-
solving, with its underlying philosophy of positivism, continues to dominate much of
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educational research. From this perspective, the vocabulary of education is
management-oriented, with senior staff in schools and other educational establishments
under pressure to obtain additional qualifications in resource- and personnel-
management in order that they become more efficient and effective in their roles.

The 1ntroduction of government policies on the curriculum, with their expectations of
achievement for pupils at key stages in their development and with inspectors to
monitor compliance, have been cited as indicative of central control, a desire for
uniformity, evidence of a belief in a ‘right’ answer, and a certainty of purpose in what
education is trying to achieve, at government level. One example from the Scottish
national guidelines for the primary school curriculum will suffice to show the
continuance of this philosophy. In 1989, the Scottish Office Education Department
stated that one of the central tasks of the curriculum review groups was to: ‘identify best

practice and make sure it is applied everywhere’ (SOED, undated, p.2). This criticism
of the concept of a single model of 'best practice’ has also been made against the

Scottish Guidelines for Initial Teacher Education (Carr, 1993; Stronach, Cope, Inglis &
McNally, 1994).

Within this political context, many teachers feel they have been de-skilled, reduced to

operating as technicians within the classroom, performing tasks in ways pre-determined
by others which are designed to meet targets which they have had no part in

determining. This has been referred to as a proletarianisation of teachers’ work or de-
skilling of a profession (Lawn and Ozga, 1988).

From a technical-rationalist perspective, critical thinking is demonstrated through a

proficiency in finding efficient ways of realising pre-determined goals e.g. meeting the
demands of national policy statements. In this, however, there is the implication that

such goals will be clearly specified, unambiguous, comprehensive and consensual.
Schon (1987) has argued that this is not the case in education where the goals are
imprecise, ambiguous and subject to alteration over time as governments change and
dominant value systems shift; there is no consensus amongst members of the
educational system as to what, precisely, education is trying to achieve (Hartley, 1993;
Stones, 1994). In particular, confusion and perplexity exists in the area of teacher

education, Hartley (1993) argues, where there is no clear theoretical basis from which to
defend, justify or challenge individual models of learning to teach.

Theories of teaching have been embraced and then rejected with alarmin g regularity and
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a technicist model of the teacher would put the practitioner in a position where he or she
1s at the mercy of the theory of the day. The leading alternative model 1s that of the

reflective practitioner.

3.2  The Reflective Practitioner

Schon’s exploration of the reflective practitioner (1983) was one of the most significant
responses to technical rationalism, a philosophy which was, and continues to be, the
dominant model of professional knowledge and practice. Schon’s arguments retlected
and drew upon a wide-spread dissatisfaction with the inadequacies of technical-
rationalist approaches to educating professionals, both in inttial training and 1n
continuing professional development following qualification. It drew support widely
(Eraut, 1994) and offered an alternative perspective on the concept ot protessionalism,
dismissing the positivistic, scientific method approach which emphasised the

establishment of generalisable principles, approaches and theories.

Carr’s support for the model of the reflective practitioner, rather than the
competency/skills based model, rests on his argument that the work of the teacher 1s
fundamentally value-laden and that the moral and ethical dimension of teaching should
be regarded as of primary importance (Carr, 1993). In arguing for such a model, he
distinguishes between ‘training in repertoires of uncontroversial skills and
dispositions’ and the ‘education of professional capacities to address rationally issues
which, on any correct view of the logic of educational discourse are deeply
controversial and problematic’ (p.24). He sees the former as resulting in a ‘restricted
professional’ who follows, unquestioningly, the policies and instructions of others,
while the latter results in an ‘extended professional’ who ‘reserves the basic right to be

critical of current political and social policies and initiatives’ (p.25).

Parker (1997) compares these models of the teacher in his recounting of two stories of
teaching, teacher education and educational research. The first 1s set within the
philosophy of technical-rationalism while the second charts the development of the
‘reflective teacher’ movement. In the first, the technical rationalist approach depicts
educational research as concerned with the establishment of universal principles of
‘good practice’, and teaching as primarily concerned with the application of the most
efficient means (as determined by the researchers) to achieve given ends. The policy-
makers determine these ‘ends’ and the whole 1s embedded within a bureaucratic system
of administration and management. This results in a hierarchical organisational

structure wherein the individual teacher is at, or towards, the bottom of a uni-directional
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chain of command.

The second, more recent tale describes the teacher as a member of a reflexive

community where the guiding principles are autonomy, emancipation, uniqueness and
democracy. There is concern within the community for the ends of education as well as

the means by which these might be achieved. The reflective teacher is characterised by
a commitment to critical enquiry into her or his own practice and, more systematically, a
willingness to engage in an action research approach to continuing professional
development. While these may be regarded as 'ideal type' descriptions of the model of
the teacher, within each perspective, and neither is likely to been realised in full, they
have proven to be potent images in the debate on initial teacher education.

While Parker argues that neither of these positions can withstand the scrutiny of the
post-modern philosopher in that both are underpinned by the philosophy of realism i.e.
that there is an objective ‘truth’ which is being sought, independent of social and
cultural practices. This is the foundation of technical rationalism and its faith in, for
example, science and the scientific method to discover the ‘truth’ about the world.
Parker rejects technical rationalism, as does Carr, because it neglects to take account of
the social or cultural influence on practice but he also rejects the reflective practitioner
model as embodying an ‘ethical realism’, with principles such as justice, equality and

respect for others, which are regarded, again, as existing independently of specific
social or cultural contexts.

Parker offers the alternative of a postmodemn approach to teacher education but it is not
the aim of this discussion to evaluate his thesis. The concept of the reflective teacher is

a sufficiently powerful one in a society of national, outcome-driven curricula and
achievement-driven policy-making, through the concept of school effectiveness and
measurement (via ‘performance indicators’), to warrant further examination.

3.3 The Reflective Teacher

If national policy guidelines promote the model of the reflective practitioner ITE
courses should reflect this by ensuring that the experiences of students will support

them in acquiring and developing the ability to reflect as they develop the other requisite
knowledge, skills and attitudes, but first it is necessary to determine what is involved in
reflection and how it relates to teaching and, in turn, learning to teach.

Calderhead (1989) explored some of the ways in which the term reflection has been
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used in descriptions and analyses of professional practice. The first of these draws on
the work of Dewey where the emphasis is on resolving problematic situations through
the conscious application of rational thought. The original impetus for reflection is a

puzzling or problematic situation and the reflective process is guided by the
practitioner's notion of the desired outcome or end-point. This may be regarded as a

relatively weak form of reflection within the context of professional practice.

Secondly, Calderhead discussed Schon's view (1983; 1987) of reflection as the on-
going interrogation of a situation and its features by the practitioner where subsequent
questions are developed from the responses to earlier ones. As a result, new
understandings of practice are developed. Components of reflection therefore include

critical thinking and theorising, at the level of practice at least, and their inclusion
strengthens the concept of the reflective teacher.

The third stance identified sees reflection as self-determination, where the practitioner
becomes aware of the wider influences which impinge upon practice, including political
and societal values and beliefs. In becoming aware of and addressing these, the
practitioner gains control over the ways in which practice may be constrained and
directed by these factors. Concepts such as autonomy and emancipation are evoked
and this form of reflective practice is advocated by proponents of action research and

teacher-as-researcher approaches to teacher development (Kemmis and Carr, 1986).
This 1s a strong form of reflective practice.

Action research, 1t has been argued, is the means by which reflective teaching can

become properly critical. The imperative is to change and improve, to transform
education, rather than to explain and understand as in more traditional, academic
research from a positivist perspective (Parker, 1997). Where traditional approaches
were concerned with developing generalisable theories, action research is concerned

with the uniqueness of the individual situation or case i.e. context dependent rather than
context-independent and particular rather than universal. The kind of data.or evidence
which the action researcher is concerned with has generally been regarded as too
subjective, individualistic and ‘soft’ from traditional research perspectives (Goodson,
1993). Reflective diaries and logs are generally regarded as evidence and Parker

(1997) also cites narrative writing and autobiographies. These contribute what
Goodson (1993) refers to as ‘the teacher’s voice’.

Through action research, a systemised critique of practice, the practitioner will develop
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new theories of teaching and learning. The process involves a cycle of activity where

the systematic monitoring of and critical reflection on practice leads to further planning
and acting:

onitor

Figure 3.1 : An action research cycle (adapted from Edwards & Talbot, 1994)

Goodson (1993), in referring to the policies of the New Right, advocates action
research as a means by which ‘the teacher as researcher of practice ... will seek to
critique and transcend such externally imposed definitions’ (of teaching). He looks
for a broader focus than practice, arguing that the teacher’s life and work influence
practice to such an extent that to ignore them would be to deny the value bases of much
of what happens in practice. In addition, he argues for a collaborative partnership with
academic researchers in such endeavours. Goodson identifies several foci for research

including ‘critical incidents’ which may crucially affect their perceptions and practice
(p. 227). Such incidents provide a valuable stimulus for reflection.

As the concept of reflection varies, so too do views on what is meant by ‘the process of

reflection ... the content of reflection ... the preconditions of reflections ... and the
product of reflection’' (Calderhead, 1989, p.44). As aresult, he argues, there 1s no clear
concept of what reflection is or how it might contribute to teachers' development

although there does seem to be some agreement that reflective teaching tends to have

'(a) general emphasis on the cognitive, and to some extent, moral or affective, aspects
of learning to teach' (p.45).

Thus there are competing concepts which range from the Deweyian emphasis on the
quality of thought and serious attitude, on to the positivist stance in which the teacher

consciously works to apply public knowledge/theory to their practice. This latter
interpretation gives reflection a technical focus and tends to limit thought and

subsequent action to ‘what works' for the individual teacher, A broader focus would

encompass concepts which emphasise personal understanding and/or moral
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considerations although, again, these may be individualistic or limited to the immediate
context. A more radical stance can be seen in conceptualisations which seek to
integrate individual reflection and a critique of the wider societal context and its

structures, with the intentions of transforming understandings of practice and of
changing the nature of the system, its practices and value bases.

Differences in the conceptualisation of reflection seem strongly tied to conceptions of
the nature of education, the purpose of schooling and the role of the individual
professional. They draw on the implicit and/or explicit values and beliefs of these
aspects of education, and the structures and processes which have been established
around them. It would seem logical to suppose that these too should feature in a strong
form of reflection by practitioners and that what forms the basis for such reflection

should be influenced by the prevailing agenda for teaching and teacher education, at
both individual and societal levels.

Gilroy (1993) holds that what Schon means by reflection is unambiguous and
consistent but that it 1s the operationalisation of the concept that has caused problems.
This has frequently resulted 1n its adoption as a slogan, as Calderhead (1989) reports,

rather than a set of principles to guide both experienced teachers as well as those
involved in pre-service education of student teachers.

While Gilroy supports Schon's rejection of positivism to account for professional
practice knowledge, he challenges the claim that in his analysis of professional

behaviours Schon has established an ‘alternative epistemology of practice’ (Schon,
1987, p.35). Gilroy argues that descriptivism can readily accommodate Schon's
analysis and observations and draws parallels between language learning and language
‘games’ with learning to teach. In descriptivism, the rules which govern language
acquisition and refinement tend to be given by the social context, to be acquired in
social situations, tacitly through practice and through the responses which
experimentation produces. As a result, the learner develops an understanding of the
criteria which govern the ways in which language is used. While it may be possible to
make some of this understanding explicit, and to learn some the rules through explicit
training, much of is likely remain tacit albeit shared and subject to the influence of
context. Itis the social context which determines the appropriateness of specific usage
and this argues for learning (in substantial part, at least) to take place within the context
in which the learner will eventually practice, i.e. situated learning, While the role of the
classroom and school is uncontested in initial teacher education as a place to learn, the
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issue lies more with what it is that the student leamns there, the formal as well as the
hidden curriculum.

Similarly Eraut (1994), while also supportive of much that Schon argues, considers his
view of reflection to be more akin to recognition of situations and the identification of
appropriate action, than a new theory of ‘reflection’. The argument for a view of
professional craft knowledge to incorporate an element of situated understanding
(Edwards, 1997) and practical principles (Maynard & Furlong, 1993) has already been
made. The issue is: how far beyond this it is necessary to go in establishing teaching
as a profession and the teacher as a professional practitioner? A significant part of the
debate on teaching and the model of the teacher draws on the notion of professionalism
and the extent to which teaching can be regarded as a professton.

3.4 Professionalism and Reflective Teaching

A basic, functional definition of professionalism would include the attributes of a body
of systematic knowledge, a high degree of commitment to the community and society in
general, a code of practice by which behaviour is regulated and a system of monetary
and honorary awards which mark progress through the particular career structure
(Bergen, 1988). These attributes constitute the ‘ideal type' of profession and are based
on an analysis of the more traditional professions of law and medicine. "The ‘'health’' of
the profession is monitored by a committee, usually composed of members of the
occupational group who are elected by their peers. Professionalism is generally

considered to include a measure of autonomy in the day-to-day work and some

influence in the policy-making process, including consultation by the government when
changes are proposed (LLawn and Ozga, 1988).

Teachers' claims for professionalism go some way to meeting the ‘'ideal type’
requirements. In the first instance, there appears to be a body of knowledge, both

technical and indeterminate (Apple, 1988), assessed through a system of formal
examinations to ensure the required level of achievement. In addition, some measure of

increased professional competence is required through the prescribed probationary

period after initial training. The governing bodies of law and medicine have similar
requirements.

Secondly, the majority of teachers see a moral, personal dimension to the job which
relates to wider community - they see themselves as involved in instilling values and
encouraging the development of moral citizens (Shipman, 1988). Lortie (1975) found
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that issues of 'service' and working with people/children were more frequently given as
influencing decisions to become teachers than were monetary rewards or status.

The further requirement of a professional body, elected by the members, which
monitors the training and behaviour of teachers and controls entry to the workforce,

does exist in Scotland in the form of the General Teaching Council (GTC). Thus

teaching in Scotland, if not (yet) in the rest of the United Kingdom, appears to meet
another of the criteria for professionalism.

There is some debate however as to the nature of the relationship between the GTC and
the SOEID and doubts over the degree of autonomy and the level of self-determination
afforded to the former by the latter. While Kirk (1994) saw the relationship between
the GTC and the government as non-confrontational, Humes (1994) argued that he was
unduly complacent in doing so and that the partnership was not an equal one, with the
Secretary of State holding the whip hand in any disagreement. In consequence, he
maintained, the GTC has little real autonomy. Humes regards the GTC as an
essentially bureaucratic organisation which acts as the gatekeeper to the teaching
profession in Scotland and serves as an instrument of legitimation for the actions of the

government in the area of teacher education; it 1s the Scottish Office which is ultimately
responsible for the regulations on initial teacher training and disciplinary procedures.

In considering the degree to which occupations such as teaching and nursing are likely
to achieve professional status, Dreeben (1988) notes that it 1s pertinent that they lie
within the public sector and are subject to far greater bureaucratic control than are the

more independent occupations of law and medicine. The relationship between teachers

and the state appears to lie at the heart of the debate on teacher professionalism. Bone
(1993), in charting what he perceived to be a decline in the autonomy of teachers since

the early 1980s, noted that while autonomy was under attack in many 'professional and

privileged groups', the situation was more acute for those professions working for the
state.

Professionalisation, as a process, refers to the events, strategies and actions by which an
occupation moves towards achieving public recognition as a profession. Success is
determined in considerable part by the responses of the political, societal and economic
forces at work 1n society and whether they constrain, frustrate or support this process.
In essence the state’s behaviour has been directed by the economic (and political)

climate. When the economic sector is strong and demand for the educational 'product
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is high, teachers have more scope for influencing policy and achieving concessions and
improved conditions.

Grace (1987) identified four main phases in the relationship between teachers and the
state since the beginning of the century. Each phase has been characterised by a swing

in the balance of power from one group to the other, with the concept of
‘professionalism’ used by each to gain advantage, whether this was to achieve an
increased, more educated cadre of teachers (the state), or gains in conditions such as
superannuation schemes and national salary scales (the teachers). The belief remained
however that, at classroom level at least, teachers still possessed a degree of autonomy

and that they were regarded as 'professionals’ with expertise and integrity in pedagogy
and curriculum matters (Bergen, 1988).

In the 1980s and 90s, the relationship between the state and the teaching workforce

appears to have entered a fifth phase. Recent developments in accountability, appraisal
and the introduction of performance indicators reflect a growing public concern that

‘education is too important to be left to teachers' (Bone, 1993) While teachers have
their jobs to do, they have to be more accountable to the public and to their elected

representatives i.e. the government. This 1s not confined to the United Kingdom -

teachers in the USA, 1n Australia and in Europe have been subject to similar shifts in
government policy.

At the 1993 conference, Teaching: Changing Relations and Teacher Autonomy
(SCRE Forum, Edinburgh, 1993) practitioners debated the contention that the

autonomy of the teacher was being eroded by government policy decisions and that this
was a real threat to the professionalism of the teacher, in all sectors of education.
However, both perspectives outlined above appeared in various guises: some saw the

proposals as an opportunity for ‘enhancement’ of professionalism while the concepts of
de-skilling and 'teachers as technicians' were also debated.

In Spring 1999, the newsletter of the General Teaching Council in Scotland carried an
article by the then Education Minister at the Scottish Office, Helen Liddell, with the title
Professionalism is the key to Raising Standards (GTC, 1999). The article set out the
government’s intention to introduce a framework for continuing professional
development, beginning with qualifications for aspiring headteachers. These initiatives
are intended to support teachers in meeting the government’s goal of raising standards
1.e. increasing the expectations and achievements of every Scottish pupil, all under the
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guise of professionalism. While this might be regarded by some as a form of “up-
skilling’ and that is certainly the tenor of the writing, others would question the degree
of control over the framework and the accreditation process by government and
governmental bodies which this national framework imples.

For some time, the attack on teacher autonomy has been essentially on two fronts.
Firstly, direct pressure has been exerted by the centre on several aspects of the
education process - detailed specification of the curriculum, educational developments
steered by government, tighter requirements for the pre-service training and the
probationary experiences of new teachers and quality control mechanisms for all
educational institutions. The introduction of a national framework for continuing
teacher education beyond pre-service provision is one further example.

A second, less direct but nonetheless significant, pressure comes from the government's
emphasis on 'market forces'. The education process is being opened up to the

consumers (parents, students and pupils) through the provision of greater parental
choice, the establishment of school boards, and the delegation of financial control.

These two movements, the first for increased centralised control and the second for

control by market forces appear somewhat contradictory. In discussing the effects of
these two movements on initial teacher education, i1dentified as neo-conservatism and

neo-liberalism respectively, Whitty (1993) interprets this as an ‘enemies within’
approach by government. Essentially, the government wishes to open up a wider range

of social activity, including education, to market forces but as it 1s unhappy with what it

perceives to be an ideological bias in ITE courses, it establishes greater control over the

curriculum and procedures of TEIs while attempting to set in place ways of, eventually,
doing without them.

One interpretation of this fifth phase draws heavily on the concept of proletarianisation
1.e. the removal of the “skill’ element from the work; the separation of conceptualisation
from the execution of the task and intensification of the labour process (Apple 1988).
Pre-packaged curriculum materials, central control of the curriculum and pedagogy and
increases in routine administrative tasks (paperwork) are all cited as evidence of such
de-skilling in teaching. Additional duties and tasks are required of teachers within the
same basic framework, based on the Taylor approach to time management and
efficiency in industry. More recently, researchers in the tradition of industrial
soctology and, in particular, industrial relations, have turned their attention to teaching,
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viewing their work as an employer-employee relationship and analysed the structures
and procedures accordingly (Tipton, 1988).

It could be argued that some of the duties which teachers have been asked to take on
could be seen as ‘up-skilling’ (rather than de-skilling) and hence contributing to the
professionalisation process through increasing the technical knowledge base required
of teachers (Shipman, 1988). The introduction of computers to the classroom and the
acquisition of additional skills and knowledge, for example, in assessment techniques,

accountability procedures and appraisal can be interpreted as setting higher, ostensibly
more objective standards of professionalisation.

Bergen (1988) argues that teaching, along with nursing and social work, are
occupations which are viewed as pursuing the 'ideal type' characteristics but are only
some way along the road to professionalisation. The lack of a consensus on the aims
of education poses a particular hurdle for teaching and is one of the reasons why Schon
argues that teaching should be regarded as a ‘proto’ or ‘candidate’ profession, n

contrast with ‘true’ professions of law and medicine where there are clearly defined
ends and techniques for their realisation (Schon, 1987).

Murray (1999) notes that while teaching has several of the characteristics of a
profession it is perhaps somewhat premature to regard it as such. New entrants to
teaching have been required to undergo significant periods of study and to demonstrate
a range of skills and competences before being licensed or certificated. However, in

times of shortage, the state appears unconcerned about allowing unlicensed or
minimally trained adults to work with children in schools.

Parker (1997) points out that the technical-rationalist focus on technique is also
underpinned by claims to ‘professionalism’ which, from a positivist perspective,
depends in part upon a foundation of knowledge and techniques in the application of
that knowledge, such that professionals can apply specific problem-solving techniques
to situations i.e. are instrumental in achieving pre-determined ends. Thus induction into
the teaching profession can be viewed as ‘training’ rather than education in that the
emphasis is on the acquisition of techniques and strategies. This emphasis on
objectivity, with a focus on skills and observable, measurable behaviours rather than on

knowledge and understanding, values and beliefs, lies at the heart of much of the
competency movement in training.
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Essentially, professionalism, in the absence of a clear consensus ‘checklist’ definition,
is whatever a particular group construes it to be and over time, this will be modified and
re-worked according to the particular economic, political and social context. The social
construction of professionalism gives rise to conflict between groups and allows
professionalism to be used as both a carrot and a stick as conditions change. Eraut
(1994) argues that, for teaching, the debate should be concerned with investigating the

ideology of teaching as a professton i.e. the professionalisation of practice, rather than
attempting to make it fit a list of 1deal characteristics.

Professionalism has rights and obligations; autonomy likewise. The debate continues
as to where the boundaries lie and how 1t should be controlled and by whom.
Autonomy ‘unbridled, (it) becomes licence; excessively controlled it becomes

standardised; and somewhere in between, it provides the freedom needed by teachers
to function professionally and effectively.” (Anderson, 1987)

3.5 Reflection and Learning to Teach

While the common aim may be to encourage pre-service students to develop into
reflective practitioners, operationalising the different interpretations of ‘reflection'
identified by Calderhead (1989), with their attendant attributes and characteristics, is

likely to result in a range of potentially widely different approaches to initial teacher
education.  Lucas (1992), for example, found that TEI staff tended to interpret
retlection’ in one of four ways: to be almost destructively self-critical; as a process of

critical self-evaluation; as a means to develop a set of guiding principles for teaching;
and as a 'tough mode of action learning'.

Calderhead (1989) cites research which indicates that many students try to avoid
analysis and evaluation of their own practice and, where it cannot be avoided, any
reflection tends to be superficial and to neglect the wider contextual features. He offers
several possible explanations for this. One explanation is that all their energy is
focused on ‘doing’ and ‘surviving’ the placement, that there is little time for thinking
about the impact they are having. In addition, students may be reluctant to be self
critical at a time when they are already feeling insecure and lacking in confidence.

More basically, in order to talk about one's practice with a tutor, for example, it is also
necessary to have a shared language and the necessary technical vocabulary; many

students appear to lack such a language (Tann, 1993). In order to compare what was
done with what might have been done, or may be done differently in future, it is
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necessary to have knowledge of alternative strategies with which to compare present
practice. It is unlikely that students have such a knowledge base upon which to draw 1n
the early stages of their ITE course. Attitudinal variables, such as individuals’

approaches to learning e.g. finding out for oneself or modelling others, also appeared to
influence the reflective capacity of some students.

In addition, the content of reflection may be influenced by students’ beliefs, values and
images of the profession of teaching, teachers and the teaching act (Calderhead, 1989;

Tann, 1993). The model of the teacher they want to be can become the standard by
which they measure themselves and others.

Evidence of students’ reflective capacities and development may be found in the
records of their experiences of learning to teach:on placement in schools. Tann’s
(1993) analysis of the lesson plans and evaluations in the school experience files of

first year BEd students gave evidence of changes in the perspective and focus of their

reflections over a four week period of school placement which fell into two main
categories of change.

The first of these, a shift in the ‘reflective perspective’, occurred where students

typically moved through three stages of development, moving from description to
explanation and on to exploration, where cause and effect relationships were postulated
and hypotheses developed. The focus of the students’ writings also moved from self-
as-person, where their feeling and responses were of prime concern, to self-as-teacher

(‘peer-oriented’) where the comments were concerned with the day-to-day management
of the children. Some students moved on to a third stage, where public texts and

theories were used to support their ideas, viewpoints and emerging personal theories of
teaching (‘public-oriented’).

Tann also discerned a second category of change which she referred to as “shifts in the
reasoning processes’ (p.61) and which was characterised by an increase in both the
quantity and quality of reflective statements. An increase in the number of reflective
comments was accompanied by a growing open-mindedness and a willingness to
contemplate sources of information other than personal experience. Tann noted that
students concerns shifted from survival in the classroom to the development of
procedural strategies and, for some, a move to a more critical stance with regard to
approaches and situations. Early evaluations tended to focus on when things went

wrong and to put the blame with the pupils (child-oriented), but this moved to blaming
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themselves (a teacher orientation) and developed into a concern with concepts such as
differentiation, motivation and individual needs (a leamer orientation). Successful
teaching events were more frequently cited with students indicating that they were

learning from both good and bad experiences. Not all students made the move from
egocentric analysis of the classroom situation to a critical appraisal of their professional

practice and nor was it a linear and secure progression through the stages.

The study focused on a four week period at the beginning of an ITE course. It seems
remarkable that the students demonstrated such progress in such a short period and at a
point in their course where they are unlikely to have accumulated a store of (public)
theory on which the stronger forms of reflection draw. It is unclear whether specific
training (or education) in reflection was undertaken although students were encouraged
to use and question the concepts of being reflective and personal theories of teaching.

Nor were the long term consequences of such early exposure to these demanding
notions reported.

As the analysis of their reflective capacities was on the basis of samples of lesson plans
and evaluations, there is also the question of whether, knowing that they were expected
to be ‘reflective’, they made particular efforts to be so. The ecological validity of the
analysis i.e. whether they demonstrated such skills in other contexts such as in
discussion with teachers or tutors, is not established. In addition, the relationship
between reflection-before-action (planning), in-action and after action (evaluations) is
not established. Where the pressure is on performing and surviving, reflection-in-action
would seem to be unlikely, fleeting or passes unrecognised as such.

Both Calderhead (1989) and Tann (1993) point out that reflection-on-action, in the
form of post-action analysis and evaluation may be impoverished through the lack of a
language to express it, to share their experiences with others and subject them to critical
review. In addition, a lack of alternatives against which to compare experiences and a
reluctance to expose oneself to critical review for fear of being found wanting were also
seen as hindering the development of critical reflection on practice.

What does seem important however is that students develop metacognitive processes

which allow them to compare and evaluate practices, identifying those which are more
or less successful in their own (personal) professional context.
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3.6 Reflection and the Scottish Guidelines for ITE
Differences in the conceptualisation of reflection seem importantly tied to conceptions

of the nature of education, the purpose of schooling and the role of the individual
professional. Differenct conceptual frameworks tend to be underpinned by different
values and beliefs, implicitly or explicitly and these are reflected in the structures and

processes they generate. The foci for reflection before, during and after action, reflect
the agenda for teacher education.

What then is the reflection agenda contained in the Scottish national competences? The
model 1s one which emphasises critical thinking:

In order to teach satisfactorily, certain craft skills have undoubtedly to be
mastered. But in addition teachers must have a knowledge and understanding
both of the content of their teaching and of the relationship between their
methods and children’s learning, and must be able to evaluate and justify their
procedures to others. They must also display certain professional attitudes to

their job, to pupils, to the school, to parents, to school boards and to the
community in general.

(SOED, 1993a, p.1)
However, it is clearly stated that such critical thinking,

Should be seen in the context of the beginning teacher responsible for a class ...
such a teacher will go through a great deal of development ... over several
years to proficient and expert levels of professionalism. (p.1)

Furthermore it seems that the Scottish model seeks to avoid the worst elements of
competency based teacher education for the guidelines state that:

... professionalism implies more that a mere series of competences. It also

implies a set of attitudes, which have particular power in that they are
communicated to those being taught. (p.6)

The inclusion of 1dentified professional attitudes, expressed as commitments such as

views of fairness and equality of opportunity, self-monitoring and continuing
professional development, does take into consideration the moral approaches outlined
by Valli (1990) and the possibility of radical critiques Involving issues of social justice

as advocated by Carr and Kemmis (1983). Whether these relate to the work site or
faculty-based studies is not made clear.

Three points can be made about the Scottish national competences. Firstly, it is clearly
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implied that the beginning teacher is not to be seen as proficient or expert on
completion of the course. However, despite echoing the Dreyfus terminology (1981), it
is not clear if students are to be seen as an advanced beginner or as competent on
completion of their pre-service course. Having a view on what can be achieved in initial
training is important as it will inform the contents and expectations of a course.

The distinction between the advanced beginner and the competent teacher is described
by Elliot (1993) in terms of being able to recognise attributes which are salient to the
choice of a course of action. The advanced beginner is able to recognise situation-
dependent and non-situation dependent attributes of a particular learning context an
example of the former being ‘laziness’ and the latter, ‘unable to read’. However, an

advanced beginner is less able to recognise attributes which are salient to the choice of a
course of action.

This situational understanding of the competent phase, is, in Elliot’s view, dependent
on having a repertoire of analysed experiences which enable the learner to choose ‘a
course of action (a goal) and discriminate all those aspects of a situation which have
to be taken into account in reaching a decision about how to implement that course of
action’. The distinction between the competent and the proficient is largely defined by
the shift from rational to intuitive recognition of situations. The distinction between the

proficient and the expert rests on the substitution of intuitive decisions for conscious
deliberation.

Secondly, what 1s the object of reflection, or critical inquiry, 1n the guidelines? Louden
(1992) suggest that reflection has four interests or goals. The technical interest focuses
on specific techniques or strategies needed to reach stated objectives, asking the
question, ‘What works?’ This i1s a search for rule-like regularities in teaching and
learning situations/events and can be applied both to publicly available knowledge about
teaching, in the form of empirical studies and conceptual knowledge, and thinking about
one’s own practice which might be termed knowledge of teaching.

Louden’s second interest is the personal, which involves the search for meaning in
situations and their links to understanding the self. This interest is probably

inescapable at the level of emotional reaction to the placement experience and its

tensions, but the term is more usually reserved for the practitioner’s reflection, analysis
and 1nterpretation of their relationships, achievements and values in the light of their
biography, images of teaching, personal theories and experience.
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The third interest is that of the problematic — the surprising. This is reflection on an

event or interpretation which is contrary to previous expectations. Reflection in this
sense requires experience of ‘what is usually the case’ and whilst such expectations

may be part of images of teaching, the tendency is to reserve the problematic for some
point during the training course.

The fourth interest is that of the critical, in which the focus is on considering how
professional actions might be enhanced by the rearrangement of the socio-political-
economic-value conditions within which they occur. As implied previously, different
contexts can be the setting: the school, the region, the nation. There is some evidence to
suggest that such reflection on teaching is unlikely to occur during placement given the
low status and power position of the student, and given the concerns of many teachers.

However, such a critical, emancipatory concept is usually accepted as part of in-faculty
studies via issues of, for example, social justice, educability and policy studies.

How then are these interests expressed in the Guidelines, if at all? The technical 1s
certainly present and evidenced in the first quotation from the document. The same can
be inferred for the problematic with the outcome ‘range’ of the advanced beginner to
the competent. The critical and the personal are less clear. As suggested earlier, the
critical may well be implied by the inclusion of the attitudes and commitments implied
in the statements about professionalism, but the extent to which the concept of

professionalism goes beyond the consensus view of ‘how to behave’ or ‘views to
have’ is not clear.

Thirdly, there is a debate about whether reflection in any other form than a concern for
technical competence is attainable on pre-service courses. MclIntyre’s (1993) view of

reflection as a goal of pre-service education, albeit made for shorter post-graduate

courses, might mirror both the Scottish perspective and be better aligned to what is
feasible and genuinely realisable. As he indicates, in the early stages of professional

development the level of routinisation of skills and strategies needed for identification
of the problematic has rarely been achieved. The extent of a student’s experience on
placement, the duration of those placements, the size of the system and associated
problems may well influence the extent to which genuine reflection is achievable.

In essence the national guidelines on competences and reflection leave many decisions
to course designers. They are wider in the sense of the contexts covered in that they do
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make reference to ‘beyond the classroom’. By the inclusion of the professional, they
required the student to know more than the technical. Indeed they fit well with four of
Calderhead’s (1993) five broad agendas for reflection and with the model of the
practitioner as a reflective professional which, as Kirk and Glaister (1990) suggest, is
the dominant model in Scottish documentation regarding the aims of teacher education.
However, albeit the dominant model, it is probably a relatively unarticulated one, as
indeed Houston and Clift (1990) suggest is the case in the North American context.

3.8 Summary

The model of the reflective practitioner is one which dominates much of current
thinking about initial teacher education and, despite some ambiguity, is the one which
underpins recent policy statements from the Scottish Office. What precisely 1s
involved in reflection and how it is demonstrated are less clear. For the purpose of this
study, it is postulated that there are forms of reflection which range along a continuum
from weak to strong, where the weak version is characterised by a relatively
unquestioning acceptance or rejection of practices which either ‘work’ or ‘don’t work’,
respectively and the stronger forms characterised by a commitment to the development
of a personal theory of teaching (and learning) which draws on public knowledge bases
and is formed through the critical scrutiny of practice, possibly systematically through

an action research or teacher-as-researcher approach In addition, there 1s a need for an
ethical and moral awareness to guide this development.

This is a sophisticated model of the reflective teacher which is highly unlikely to be
realised in full in the course of a one or even four year initial teaching course. If this is
the model the course pursues however, it must make efforts to provide the student

teacher with the knowledge bases, skills and strategies which form the foundation of
such a commitment and the opportunities to practise them in simulated and, more

crucially, real contexts. This takes the discussion back to the role of the school and the
place of the classroom supervisor in the initial education of teachers.

The question then becomes: if, initial teacher education holds the model of the reflective
practitioner as its touchstone, to what extent do the structures and components of ITE

support the development of reflective practice and, in particular, what role does the
school experience element play in this?
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CHAPTER 4 ScHoOL EXPERIENCE IN THE BED (HONS) COURSE
In 1991, the SOED reported on a survey carried out by Her Majesty's Inspectors of
Schools (HMI) into a number of aspects of the School Experience component of the BEd

degree programmes in Scotland (SOED, 1991). A series of inspections of teacher training
establishments by HMI had indicated a number of issues related to school experience

which were common to some or all of them. ' At that time there were five Colleges of
Education providing BEd preservice primary training, all of which have since merged or are
in the process of merging with the university sector. The survey looked at aspects of
school experience in all five and involved staff in both schools and colleges as well as
students. Overall, HMI commended the organisation of school experience and the amount
of effort which went into preparing schools, students and university tutors, but they also
highlighted a number of concerns and made several recommendations.

4.1  HMI Concerns and Issues

One concern related to ways in which placement schools were selected by the TEIs, noting
that the colleges were not always aware of what was available within each school and what
students would, as a result, experience. Within schools, headteachers tended to use one of
three approaches for identifying teachers to supervise students: as examples of good
practice; on a systematic rota system; or, where teachers were weak, to provide their classes

with the benefits of a student. As a result, students’ experience of teacher support on
placement was very varied.

TEIs were advised to address both their strategies used in selecting schools and the advice
they gave headteachers regarding the selection of supervising teachers. However, HMI

acknowledged that the sheer size of the exercise meant that these problems were likely to

persist. (In 1988-89, 4700 placements were required for 2400 students from a national
total of approximately 2500 primary schools.)

Variations across college tutors with regard to the level and kind of support offered and
their expectations of student performance were also identified, in spite of the efforts that

institutions made to standardise tutor input by providing tutor handbooks and specific

criteria for assessment as well as organising staff development activities related to
placement support.
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Other significant issues included the variation in the contributions of class teachers who
were unclear as to the extent of the assistance they should/could provide and worried about
their role in the assessment of students. They were unsure of the standards expected and

were reluctant to express criticisms of students' performance, either to the tutors or the
students themselves. Some teachers were also operating with a model of the student

teacher which was at odds with that of the college and, as a result, some students
experienced a degree of conflict and inconsistency in the expectations of tutor and

supervising teacher. (The report did not indicate what these different models were,
however.)

While students received copies of the teachers' evaluations of their performance and the
tutors' assessment schedules, it was considered that they were still excluded from much of
the discussion and decision-making surrounding assessment and the allocation of grades.
It was recommended that teachers be advised on how to manage discussions with students

on aspects of their performance and encouraged them to meet with students and tutors for
tripartite evaluations of progress.

The issues raised here echo many of those raised in the literature and it is against this

background that the version of the BEd degree course which formed the focus of this study
was developed.

4.2 The BEd (Hons) Course at the University of Strathclyde
Teacher training at the University of Strathclyde is based in the Faculty of Education which
1s situated on the Jordanhill Campus in the west of the city of Glasgow. Previously

Jordanhill College of Education, the Faculty of Education came into existence as a result of
a merger with the University in 1993, forming the University’s fifth faculty.

As Jordanhill College, the institution had a considerable history of pre-service primary
teacher training in Scotland. In the years immediately prior to the merger, the BEd course
had been validated and the degree awarded by the University of Glasgow. Following the

merger, the course was transferred to the University of Strathclyde and the first cohort of
Strathclyde graduates received their degrees in 1996.

56



Undergraduate courses at Strathclyde are re-validated on a five yearly cycle, with the
current version of the BEd degree course approved in 1995. The re-validation document
for the period indicates that, as there had been a major review in 1990 with significant
changes to the structure and curriculum, the 1995 review was relatively minor, with some
modifications, primarily to take account of the SOED (1993a) guidelines, and a re-
focusing of certain elements (BEd Course Team, 1995).

As a result the course has remained fairly stable since 1990, albeit with some modifications
in response to internal evaluations and external changes and pressures. Designed, since
1995, to be broadly congruent with aspects of the national guidelines, including the
specified competences (SOED, 1993), it is a four year concurrent degree, with a minimum
of thirty weeks of school experience, arranged in blocks of increasing duration with a final
ten week placement in Year 4. (A further major review took place in 1998-99 as part of
major faculty-wide developments in response to changes in education policy and

resourcing nationally.) The description of the course presented here draws heavily on the
contents of the Course Revision document of 1995 (BEd Course Team, 1995).

4.3 Rationale

In the rationale of the 1995 BEd review document, the Course Team set out three core

concepts which, they considered, had informed the development of the course. These
included the reflective practitioner, the competent professional and the independent learner.
In addition, the concepts of ‘reflection’ and ‘deep learning’ were identified as ‘significant

ideas which are very influential in higher education’ (p.18). These concepts, it was

argued, ‘emphasised the development of a personal theory of teaching and the ability to
realise that theory in a variety of contexts’ (p.19).

f

The document sets out how it interprets these two concepts of reflection and deep learning,
and the section Principles for Implementation indicates how they have influenced the

learning opportunities provided for students. In defining the main purposes of the course,
the Course Team recognised a need to encourage doubt, inquiry and reflection as well as
establishing a number of knowledge bases, including addressing the practice-theory
dimension. In particular, knowledge of theory and knowledge of practice were to be

accompanied by a growing ability in students to theorise for themselves and to reflect and
act upon their own theories.
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There was also a clear recognition by the Course Team however that, as a result of a
number of constraints including time and the limited number of opportunities for
experience in schools, not all students may have had the opportunity to experience fully the
aims of the course. The TEI expected that, by the end of the course, the students would be
able to demonstrate more than a minimal level of competence across the statements in the
national guidelines while acknowledging the likelihood of some variation in the types of
schools and stages of pupils which students would encounter over the four years of the
course. It was anticipated that all students would have sufficient opportunities however to
achieve a level of knowledge, competence and awareness of the wider aspects of the

educational system which would meet the demands placed upon the beginning teacher.

44  The BEd Curriculum
The curriculum for the course at the time of the study was as in Table 4.1.

Table 4.1 : The BEd course curriculum

School Experience/Preparation ForTeaching._____ | ¥ | ¥ [ ¥ | v
Professional Studies | N | N | N | v
* m-_—-
*ExpressiveArts | ~N | N | N |
*language 1 NP NIV
* _---
* | ReligiousandMoralEducation | N | ~ [ |
 Audio-Visval 1~ 4 1 i
MajorProject 1 [ ] | N

In addition to the main curricular areas (*), which reflect the national guidelines for
learning and teaching in the primary school, students undertake a programme of
Professional Studies and, in fourth year, complete a major project (8000 words) on a topic
of their own choosing which has relevance to themselves as beginning teachers and to the
wider profession. The Professional Studies programme forms a significant component of
the course throughout and provides much of the ‘theory’ of education such as child
development, historical and comparative contexts for education and fairness and equality.
The development of skills in the preparation of audio-visual materials and the use of

equipment are provided for in Year 1, with classes on information communication and
technology (Educational Computing) throughout the course.
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Placements for School Experience (SE) are arranged in blocks of increasing duration with
a final ten week placement in Year 4 with the specific length of the placement varying
slightly from year to year depending on statutory holiday dates and other time-tabling
considerations. During the study, the total time spent on school experience exceeded the
national minimum of thirty weeks. The Preparation for Teaching component (PFT) is a
campus based element which runs alongside SE and which is designed to provide ‘an
opportunity to use the skills and knowledge you have learned in all programmes when
planning for specific placements’ (BEd Course Handbook, 1995). PFT takes the form of
small group sessions, typically 10 - 12 students, and work focuses on the skills and

strategies of the classroom. In addition, issues of personal and professional values and co-
operative working are addressed.

The tutor who delivers PFT to a group of students also supervises these students on school
experience. This is in line with the HMI recommendation that a degree of continuity in
tutor support should be maintained as far as possible within each year of the course if not

throughout. The distribution of placement periods across the four years is shown in Table
4.2,

Table 4.2 : Features of the Four Years of Placement (1996)

34 35 36 37 38 39 40 41
Plt. 1 School 1 Plt. 2 School 1 School 2
P6/7 Plt. 4 X X P1-3 Pit §

School 3 School 3

EEEE
= W kv b

Nurse School 4
School §

Key : PIt. - Placement; x - day visit to school

Note : There are seven stages in the Scottish primary school, Primary 1 - Primary 7(P1 - P7). These

correspond to ages thus : P1 - 5/6 years; P1 - 6/7 years; P3 - 7/8 years; P4 - 8/9 years; PS - 9/10 years;
P6 - 10/11 years; P7 - 11/12 years.
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The principles involved are that students build up knowledge of cases i.e. the ways In

which schools are similar and yet vary (e.g. catchment area, size and ethos) and of the
different stages. Therefore:

« students have an opportunity to revisit stages first met at an earlier point,

providing an opportunity to consider the variation across schools (increasing
scope);

o there is a progression in the requirements, in terms of the time spent teaching, the

students’ responsibility for planning, implementing and evaluating aspects of the
curriculum and for taking responsibility for their own learning (increasing
depth/quality of experience); and

» placements are in a range of schools and across the school year.

This is further developed in each placement by the inclusion of preliminary visits and an
orientation week in the programme. There are three cycles in the placement design, each of
which includes classes from the main stages of the primary school. In the first cycle,
placement 1, the student visits pre-five, infant, and upper stages. In the second cycle,
placements 2 through 6, the student revisits these stages at greater length. In the third

cycle, the student chooses two of the three stages for further and extended school
experience (placements 7 and 8 respectively).

The model of the reflective practitioner which underpins the BEd course at the University
of Strathclyde is one which, while including the development of skills, knowledge and

attitudes, emphasises deliberate, systematic enquiry into one’s own practice. One of the

aims of school experience is to provide a source of immediate practical experience on
which to reflect but it 1s acknowledged that the nature and quality of that experience will
vary for individual students as the schools involved change both in kind and quantity from

year to year. Within such a context it 1s not possible to provide a uniform experience for
students, even it were considered desirable.

4.5 Assessment

For Years 2 to 4, assessment for the core programmes is on a 10-point scale (0 to 9) and all
assignments are criterion-referenced. Students are provided with details of the criteria and

how these convert to grades prior to submission of the assignment. In Year 1 performance
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is not ascribed a numerical grade and does not contribute to the final classification of the
degree.

School experience is similarly graded with students receiving satisfactory/weak grades for
Placements 1 - 6 in Years 1 to 3, and numerical grades in the final two placements,

Placement 7 (Year 3) and Placement 8 (Year 4). Detailed rules for aggregation and
weighting across programmes determine students’ honours classification. A profile
schedule, which reflects the national competences, is compiled for each assessment visit

and a final profile of attainment on exit from the course is produced for students to present
to potential employers.

The procedure for assessment is based on visits from faculty tutors where tutors observe
the student teaching a lesson or series of lessons (‘crits’) and assesses her or his

performance against a set of criteria. The requirements for each ‘crit’ lesson are set out in
advance and made known to the school as well as the student. On each visit the tutor talks

with the supervising teacher, gathering additional evidence of the student’s performance

and progress. The two final placements (7 and 8) include a ‘cross visit' from a tutor other
than the PFT tutor and these also contribute to the overall grading.

On completion of the placement, the school produces a report on the student which is
drawn up by the headteacher, in conjunction with the supervising teacher. The final grade
for a placement draws on the judgements of both supervisors, with the faculty tutor
retaining the nght to make the final decision. All of the tutors involved in visiting students

within a cohort meet and discuss the grades awarded in a process designed to maximise

consistency across tutor gradings. The final grade for each student is decided at this
meeting and conveyed to the student thereafter.

4.6 Summary and Research Questions

The historical context in which this research was undertaken was one of significant change
both within the institution as well as externally. Institutionally, Jordanhill College of
Education was merged with the University of Strathclyde and became the Faculty of
Education of the University of Strathclyde. During the study, initial teacher education was
also affected by external factors, including changes in government policy for initial teacher
education and reduced employment opportunities for graduates. The impact of these
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changes and the implications for the future of preservice teacher training were important
considerations 1n the conduct of the research.

The main aim of the study was to gain an insight into the role of the school experience
component in the BEd course at Jordanhill and to determine the ways in which it

contributed to the development of emergent primary school teachers. In particular, it
focused on the kinds of learning which occurred and how this element of the course

facilitated or constrained the extent to which the underpinning model of the reflective
practitioner was realised.

The main aim of the study therefore was:

To determine how the school experience component of the BEd degree course
at Jordanhill contributes to the development of reflective practitioners.

This led to a number of sub-questions:

What are the views of the traditional triad of teacher, tutor and student on the role of
school experience and the respective responsibilities of faculty and school in the
process?

Who supports the student in learning to become a teacher on school experience and
how?

What 1s the model of the teacher and the student teacher which pertains?
What kinds of learning occur on school experience and how?
What is ‘good practice’ on school experience according to students and teachers?

To what extent does school experience contribute to the development of reflective
practitioners?

What internal and/or external factors constrain or facilitate the development of
reflective practitioners?
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CHAPTER S METHODOLOGY

The focus of this thesis is on the student’s experience of being on placement in school

as part of the Bachelor of Education (Honours) degree at the Faculty of Education,
University of Strathclyde, and the kinds of learning which might and do occur in
school. The study followed a single cohort of students through the four years of the

BEd course, seeking information on a range of issues relating to the school experience
component of the degree and was essentially a longitudinal case study within a single
institution. In addition to the students, information was sought from a number of other
stakeholders in preservice primary teacher education - the faculty tutors, the supervising
teachers and senior management in the placement schools. This chapter discusses the

research strategy and tactics adopted, piloting procedures and the approaches to data
analysis used in the various phases of the study.

5.1 Research Strategy

The research strategy should be determined by the purpose of the study. Constraints

in terms of time and resources may result in some modification of the ideal but should
not compromise the original aims.

i The Purpose

Robson (1993) identifies three main purposes for undertaking research: exploratory,

descriptive and explanatory. Exploratory studies set out to ask questions of and shed
light on events, phenomena or situations: they tend to be qualitative. Descriptive
studies usually combine quantitative with qualitative data gathering and aim to ‘portray

an accurate profile of persons, events or situations’ (Robson, 1993, p.42). In general,

the researcher needs a secure grasp of the subject of the study such that effort is
concentrated on the most salient features.

Explanatory studies go beyond description in that they attempt to establish causal
relationships and provide explanations of the events studied. The research strategy in
such instances may be quantitative or qualitative, or employ some combination of these.

In discussing qualitative approaches, Miles and Huberman (1994) distinguish between
exploratory and confirmatory studies. The former refers to occasions where the social

setting being investigated is not clearly defined, either in terms of boundaries or inter-
personal dynamics. Where the research questions are more firmly focused, the aim is

to gather evidence which will confirm (or disconfirm) existing or proposed
explanations or theories.
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The purpose of the study described here was originally exploratory in both Robson’s
(1993) and Miles and Huberman’s (1994) terms in that 1t set out to uncover aspects of
the student’s experience about which little was known, other than from informal
feedback and the ubiquitous evaluation forms, although much was speculated. In the

first phase, a broad sweep of potential areas of concern was undertaken and specific
issues identified.

Subsequently, the research focused on specific issues concerned with student learning
and became more descriptive in an attempt to depict what it was like to be a student on
school experience, learning to become a teacher. The main purpose then became one of
illuminating some of these issues, including the micropolitics of the student-teacher-
tutor relationship during placement, and developing an insight into those issues that
students perceived to be important. It was not originally designed to be explanatory (or
confirmatory) although some tentative conclusions are drawn which have, in tum,
generated further research questions and projects. In addition, some of the findings

have already been fed back into course design and development processes within the
faculty.

ii  The strategy

Robson (1993) identifies three main traditions of research in the social sciences : case
studies, surveys and experiments. Typically, case studies have been used in
exploratory research, with surveys more frequently used in descriptive studies and

experimental approaches employed in determining cause and effect explanations of
phenomena.

Just as a particular piece of research may have more than one purpose, so research
strategies should not be viewed as mutually exclusive. Case studies can incorporate

elements of survey and experimental strategies and Robson (1993) takes this further in

arguing that virtually every research project can be considered a case study in that it
focuses on a particular phenomenon within a specific time and place.

Other authors use different category labels. Cresswell (1998), for example, uses the
term ‘intrinsic case study’ to describe instances where, because the event or situation is
unique, it warrants particular attention. While this 1s similar in many respects to the
exploratory study, Robson (1993) does not cite ‘uniqueness’ as the defining feature of
a particular category of case study research, but rather argues that every case is unique
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in some respect. Stake (1995) uses ‘instrumental case study’ to refer to research in

which a particular event or situation is used to illustrate a specific issue (or issues),
closer to Robson’s definition of a descriptive case study.

The research strategy selected was that of a case study with two phases. The ‘case’
studied was one course (the BEd degree) within a single institution (the Faculty of
Education) at a specific period of time (1993 - 1997). It was therefore bounded in
space and time. It might be argued that, as the students were on placement in a number
of different schools in the west of Scotland, this would bring a multi-site element into
the study. In response, it is argued that school experience is an integral part of the
course structure and that those schools in which students are placed are all bound by

the same partnership agreements and subject to the same course regulations and

requirements. Therefore they can be considered as an integral part of the case, the unit
of analysis, as defined here.

For the first phase, the initial sweep, a survey of the views of the traditional triad of
student, tutor and supervising teacher, was undertaken and extended to encompass
representatives of the school management team. While this survey was designed to
generate considerable quantitative data on the supervision process itself, it was an
interest in the micro-politics of being on placement and the nature of the inter-personal
relationships in supporting student learning in school which lay at the heart of the
impetus for the research. A number of additional, mainly qualitative, data gathering
strategies were therefore built into the design, forming the second phase.

While case studies have considerable advantages in that they allow the extensive
exploration of a particular instance in considerable depth, enabling understanding and
insight of complex situations, they can be weak on generalisability (Cresswell, 1998).

Consequently, care must be taken in drawing parallels with what appear to be similar
courses in other institutions.

In any research, there is also a danger of disturbing the situation by the very act of
attempting to study it. This can reduce the validity of the data gathered (Edwards and

Talbot, 1994). Issues of validity and generalisability are addressed in Sections 5.5 and
5.0 respectively.
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1ii A longitudinal case study

A longitudinal case study design was selected in order to investigate change across the
years of the course as well as to gain a picture of school experience within any year.
The study might have been designed using a cross sectional approach where a group of
students within each of the year of the course was identified, within a single academic
session. In such a design, the evidence gathered from the four groups of students
would have formed the basis of comparisons across year groups. While this would
have reduced significantly the data gathering period, cross-sectional studies have

disadvantages in that the subjects are different in each sample and therefore not directly
comparable (Robson, 1993).

Longitudinal studies overcome this by ensuring that the subjects are matched at
different points in time (i.e. the same people), although the disadvantage of an increased
time scale can be considerable. A further disadvantage of longitudinal studies is the
likelihood of attrition over time. In this case, this would mean students exiting from the
course before the end of fourth year, for any one of a number of reasons. However, it

was judged that the need to ensure continuous ‘stories’ of the experience of being on
placement outweighed these disadvantages.

A sub-sample of students was identified to participate in a series of interviews, one at
the end of each academic session. As a result, the ‘case’ has a number of sub-cases
embedded within it each reflecting the individual experiences of the student. This is a

strategy which, if successful, can provide ‘very vivid and illuminating data’ (Miles and
Huberman, 1994, p. 26).

5.2 Research Tactics
There were essentially two phases to the study. The first comprised a survey of those
directly involved in school experience within the academic year 1993-94. Using a

series of questionnaires, this phase produced broad descriptive data from which semi-
structured interviews were developed for use in this and subsequent academic sessions.

Table 5.1 sets out the details of the strategy adopted with the BEd students.
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Table 5.1 : Data collection from students 1993-97.

Year of course 1993 94 1994.95 1995-96 1996-97

huewwwq

Questionnaires

E] target group of students

Qucsannalres
Inten 16 WS

Seli eva]uauons?"

In Phase 1, data was also gathered from the other stakeholders in the school experience

component of the course: faculty tutors, supervising teachers and senior management in
schools who held the responsibility for students on placement within their remit. In

addition, a small qualitative study, using interviews, was undertaken into the concepts of
‘good practice’ in student supervision with experienced teachers. At the end of the
course, an additional questionnatre that focused solely on the SOEID competences was
administered to students. These elements of the study are summarised in Table 5.2

Table 5.2 : Other sources of evidence investigated directly

1993-94 1994-95 m 1996.97

Additional Questionnaires to:
studies o faculty tutors
1 as intrinsic part | ¢ supervising
of the research teachers
e senior school

management

s ‘good’ practice
it directly related studv (teachers

target group of students

Competenccs*
 suryey, (studems)ﬁ#z;;

During this period of time, other members of staff at Jordanhill were involved in
research involving the same cohorts of students. While the evidence and findings from

these are not an integral part of this study, they have been included in the discussion to

provide additional perspectives on some of the issues raised. These are shown in Table
5.3.
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Table 5.3 : Additional sources of evidence from other studies within the Faculty

1993-94 1994-95 1995-96 1996-97_

‘Concems on:
Placement‘ Smdy
R Mackay/] Auan*fﬁ_.:

Research by
other

members of
staff

PCP %tudy
D Chrlstle

| target group of students

In Phase 1, therefore, four separate groups of students (Years 1 - 4), four groups of
supervising teachers (one group for each year group of students), school management
staff in placement schools and faculty tutors provided evidence through questionnaires.
A sub-sample of Year 1 students was also interviewed. In each of the three years of
Phase 2, questionnaires were issued to the whole target cohort. In addition, the sub-

sample of students interviewed in Phase 1 was re-interviewed where possible and, 1n

Years 3 and 4, self-evaluation material sought from students. (Not all students were
willing or able to provide such material.)

In addition to sampling of people, it is also necessary to sample from the universe of
potential behaviours, events and processes 1n which they engage (Miles and Huberman,

1994). A summary table, using Miles and Huberman’s categories of settings, actors,
events and processes, is presented at the end of sub-sections 1, iv and v.

i The Students (Phases 1 and 2)

Questionnaires were issued to all students within the cohort in each year of the survey

(comprehensive sampling). Table 5.4 shows the number of students to whom

questionnaires were 1ssued, the number of returns and the percentage of each cohort
that this represents.

Table 5.4 : The BEd student sample 1993 - 1997
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The percentages of questionnaires returned by students in Year 4 (in both phases) were

lower than those for other year groups. The placement in Year 4 falls between January
and Easter and therefore there should be sufficient time to complete a questionnaire.

However, they do not tend to be on campus other than intermittently as they are writing
up final assignments, most particularly their Major Project (a research enquiry). It was
difficult to track them down and to organise the distribution and collection of forms.
The particularly low figure for 1996-97 1s disappointing and while this explanation

may go some of the way to accounting for the missing respondents, it is also possible
that ‘questionnaire fatigue’ had set in by that time.

A breakdown by gender for each entire cohort, including non-respondents, in 1993-94
1s shown 1n Table 5.5. The figure nationally for males in employment as primary
classroom teachers in Scotland in 1994 was 8% (Scottish Office, 1996). In the
academic year 1993-94, just under 10% of entrants to primary teacher training courses

were male. Proportionally more were registered for PGCE(P) than- BEd qualifications
however, with males forming 7.9% of those entering first year BEd courses in Scottish
TEIs (Scottish Office, 1995). Table 5.5 indicates that the proportion entering the BEd
course at Jordanhill in that year was slightly above the national figure at 10.3%.

Table 5.5 : Numbers of female and male students in each year group (1993-94)

A sub-sample of students (n = 17) was identified for in-depth interviewing which took
place at the end of each (academic) year of the course. This sub-sample was based on

a sampling fraction of one-tenth and selected from a single alphabetical list of all
students (male and female) by identifying those students at positions 5, 15, 25 ... and
so on. Three reserves were identified in a similar manner. Two of the original sample

declined to participate and were replaced by reserves. The final sample was checked to

ensure that the balance of male and female students reflected the proportion of males
within the cohort, rounded up to the nearest whole figure i.e. 2 out of 17.

Those interviewed were therefore a random sample of students within the year group.
Miles and Huberman (1994) identify a number of sampling strategies where specific
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individuals are selected as sources of information. They give examples of such

purposive sampling including quota, comprehensive and reputational selection. These
strategies depend on being able to identify those:individuals who are most likely to

contribute to the research, as key players or examples of similar and contrasting
subcases.

In the BEd study, it was impossible to determine at the outset the students who might
generate the most interesting and useful evidence over the four years so a random

sample was selected. There was, in this decision, the hope that over the years of the
study, sufficient similarities and differences in individual cases would emerge to ensure
rich and productive evidence.

Miles and Huberman (1994) also advise that, where the situation is complex (and this

one appeared fairly complex) ‘more than 15 cases or so can become unwieldy’ (p. 30).
The final figure of 17 that was fixed upon was judged as sufficiently close to this

advice, while still allowing for some attrition. Table 5.6 shows the numbers interviewed
in each year of the study.

Table 5.6 : Interview samples 1993 - 1997

BEd cohort 1993.94 (Y1
15

1994.95 (Y2
14

1995-96 (Y3
12

1996-97 (Y4

17 13

There was a small decline in numbers of female students over the period of the research
that in all but one instance was due to the student leaving course as a result of failing
elements of the course, including school experience. Attempts were made to interview
these students shortly after their official withdrawal and this was possible in two

instances. Furthermore, one female student declined to be interviewed at the end of
fourth year. (She had failed the extended placement in Year 4 and it can only be

surmised that this may have influenced her decision.) No males withdrew from the
interview sample in the course of the study.

The themes pursued in the questionnaires and the interviews are shown in Figures 3.1

and 5.2. A number of the themes were common across year groups while others were
specific to one year group.
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Figure 5.1 : Content of questionnaires to students 1993 - 1997

1993.94 1994-95 1995-96
Years 41’ 2, 3, Year 2 Year 3
Themes Information SE Y1 | Information SE Y2 | Information SE Y3
Preparation Preparation Preparation
Gathering plt. info. | Gathering plt. info. | Gathering plt. info.
Support on plt.: Support on plt.: Support on pit.:
e tutors e tutors ¢ tutors
e school staff e school staff ¢ school staff
e teachers e teachers e teachers
Learning to teach Learning to teach Learning to teach
Attitude to plt. Attitude to plt. Attitude to plt.
School’s role School’s role School’s role
Assessment Assessment Assessment
Specific questions

on Plt. 4 and §
Key: plt./Plt. = placement

1996-97
Year 4

Information SE Y4
Preparation
Gathering plt. info.
Support on plit.:

e tutors

e school staff

e teachers
Learning to teach
Attitude to plit.

School’s role
Assessment
Triadic meetings

The interviews attempted to elicit in-depth information from specific themes raised in

the questionnaires.

Figure 5.2 : Themes pursued in interviews with students 1993 - 97

M 1993-94 1994-935
Year 1 Year 2
Themes Attitude to plt. Attitude to plt.

(Y1) (Y2)
Partnership: Concerns about pit.

1995-96

Year 3
Attitude to plt.

(Y3)

Concerns about plt.

* ‘good’ Comparison with The ‘good’
supervisors Y1 supporting teacher

* a successful Learning on PIt. Tutor support
placement Support: Learning : Y2 v Y3

Learning on plt.
The school’s role
Contribution of
school and TEI
Assessment
Advice to others

¢ ‘good’ teacher
e ‘good’ tutor

e ‘good’ school
Assessment

Being a teacher

Successful &
unsuccessful events
Making progress
Self- evaluation
Assessment

1i  The Faculty Tutors (Phase 1)

1996-97

Year 4

Attitude to plt.
(Y4)
Concerns about pilt.
Attitude to plt.
Tutor support
Learning : Y4 v
rest

Learning to teach
Being a teacher
Reflective
practitioner
Assessment

Questionnaires were issued to all faculty staff responsible for the supervision of
students on school experience in 1993-94 (a comprehensive sample). A total of 26

tutors were originally approached with 24 responding (92%).
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iii The Supervising Teachers (Phase 1)

Questionnaires were issued to 100 of the teachers involved in the supervision of each
year group of students within the classroom in the first year of the study. A total of

314 teachers returned completed questionnaires. Table 5.7 shows how they were
distributed across the four year groups of students.

Table 5.7 : Number of supervising teachers for each of the cohorts of students

1993-94

Youngman (1987) questions the validity of response rates less than 50%, although he
does add that each study should be considered on its merits. As all of these figures

exceed 50%, the responses have been taken to be accurate reflections of teachers’
VIEWS.

iv  The School Management (Phase 1)

For this group, schools were identified from a master list used for school experience
during 1993-94 using a system of selecting every second school, which generated 126,
and a random sampling of the remainder to give an additional 24, bringing the total to
150. These formed the basis of the Phase 1 survey. Questionnaires were distributed to
those senior members of staff in schools who held the remit for students on school

experience. In primary schools, a member of senior staff (headteacher, depute or
assistant headteacher or senior teacher) has the responsibility for matters relating to

students on placement within the school. A total of 123 schools returned completed
questionnaires (82%).

The themes pursued in the questionnaires distributed to teachers, school management
and faculty tutors are shown in Figure 5.3.
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Figure 5.3: Areas explored in the questionnaires to supervisors and supervising

schools

School management | Supervising teachers Supervising tutors
Themes Background information: | Background information: | Background information:

e position e school e school

e school e local authority e local authority

e local authonty e past S.E. e past S.E.

e past S.E. experience experience

experience Learning to teach Y1-Y4 | Support by teachers

TEI involvement : Partnership issues Support by tutors

e pre-placement Assessment Partnership issues
¢ during placement Attitude to taking Role for school
e towardsend of students Assessment

placement
Learning to teach Y1-Y4
Partnership issues
Assessment

Supporting students

v The 'Good Practice' Study (Phase 1)

In 1994, ten schools were identified by the BEd Programme Co-ordinator for School
Expenience as representing 'good practice’ in supervising students on school
experience. The definition of 'good practice' was a very broad one that essentially

meant that good faculty - school relationships had been established and sustained over
a number of years and feedback from students had been positive.

Each school was asked to identify two experienced, supervising teachers who would be
willing to participate in interviews on the supervision process. A total of 19 teachers
were interviewed; in one school only one teacher was prepared to contribute.

This was regarded as a supplementary study designed to elicit views on specific aspects
of the school experience process from experienced practitioners (a reputational sample;

Miles and Huberman, 1994). While it helped illuminate aspects of the main study, the

findings cannot be regarded as representative of supervising teachers per se, but rather
as coming from a selected sample for a particular purpose.
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Figure 5.4 : Themes pursued through the interviews

1993-94
‘Good practice’ interviews

Themes

Reasons for taking students
Differences across years
Handling/working with the student
A ‘good’ relationship

A ‘good’ student

The teaching competences

Improvement to provision

5.3 The Techniques

The kinds of techniques used and the degree of structure which each should possess
should be determined by the purpose(s) of the research. Too much structure can
prevent the researcher from gaining a clear view of what is being studied while too little
can lead to a lack of direction and the gathering of extraneous data (Miles and
Huberman, 1994). Generally, exploratory studies require open-ended approaches so
that the area of study is not closed down prematurely; confirmatory studies, where the
parameters are more clearly defined, are best tackled with fairly structured instruments

developed prior to the field work. This study contained elements of both structured
and relatively unstructured instruments.

Three main data gathering techniques were used in the study - questionnaires, semi-
structured interviews and documentary analysis. The last of these drew on the self-

evaluations which students had undertaken of their teaching on placement in Years 3

and 4, one of the course requirements for placements in these years. Each technique is
considered 1n turn.

Questionnaires : Phase 1

In 1992-93, a preliminary study was undertaken of the school experience
component of the BEd course for evaluation purposes (Stark, 1993 ). The focus

was on the final year placement (BEd 4, Placement 8) which had just been
extended from eight to ten weeks. The questionnaire addressed issues such as

learning on placement, supervision and the roles and responsibilities of school
and TEI as well as background information on the schools involved.

Four questionnaires for students, one for each cohort, were modified versions of
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those used in the 1992-93 study. Each had a common core of questions
supplemented with additional sections designed to reflect the course aims for

each student year group (Appendix 1). Similar questionnaires were compiled for
teachers, tutors and school management (Appendices 2, 3 and 4 respectively).

Questionnaires are traditionally associated with survey methods and can provide
a reliable picture of the surface elements of the event or situation being
investigated if well designed (Edwards and Talbot, 1994). In addition, they can
be administered to a large number of individuals in a standardised format. On
the negative side, the data gathered tend to be mainly descriptive and can appear
somewhat superficial. As a result, while statistical analysis can generate
correlations between elements of the study, it cannot normally establish cause
and effect relationships. In addition, potential respondents often do not like them

and may need to be prompted to complete and return them (Edwards and Talbot,
1094).

The overall design of the questionnaire is as important as the kinds of questions
asked and the formats used to ask them (Youngman, 1987). Care was taken to
ensure that the presentation was of high quality, with clear instructions and sub-

headings to guide respondents. Each questionnaire began with an explanatory
statement, encouraging them to respond and assuring them that their comments
would be invaluable in the study. It concluded by thanking them for participating
and asking them to return the forms directly to Jordanhill. Schools were

supplied with reply-paid labels to encourage returns. As students were on-
campus at the time, they were asked to return them directly.

Content

The 1ssues addressed in each of the questionnaires are listed in Figures 5.1 - 54.
The initial questionnaire was lengthy in that it attempted to cover a range of
aspects of supervision, including views on the roles and responsibilities of tutors

and teachers in the process. The types of questions used included:
e yes/no boxes to be ticked for basic information;

e rating scales to indicate frequencies of particular events on placement;
e ranking of elements of the programme; and
e open-ended responses.

The intention was to maintain a degree of commonality in response formats so
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that some familiarity with the procedure could be' established while including
enough difference to discourage the establishment of response patterns across
items. Only a few open-ended questions were included, in part due to a concemn
for the practicalities of analysing the data and using computer-based packages, as

well as an attempt to reduce the time required to complete the questionnaire and
hence increase the likelihood of a high response.

Students were asked to provide matriculation numbers although they could omit
them if they so wished. A substantial proportion omitted them, some deliberately
while others did not remember them. Had sufficient numbers provided this data,
it might have been possible to match responses to different elements of the study
at the analysis stage. Any insistence on matriculation numbers would have
alienated a substantial proportion of students and it was decided that a higher
response rate without numbers was preferable to a lower one with them.

Piloting

Constructing reliable questionnaires is demanding and piloting 1s an important
process in establishing reliability. As the questionnaires drew heavily upon the
experiences of the 1992-93 study, several lessons had already been learned. The

use of open-ended questions tended to produce large numbers of responses
which were difficult to code as did inviting ‘additional comments’ following

longer sections of tick lists, etc.. Much of this was unrelated to the topic/issue

and appeared more as if, having been given the opportunity, they felt they had to
say something, or they used it to get other, unrelated grievances off their chests.

The numbers of these (and the spaces to write in) were reduced in the 1993-94
versions. Secondly, the questionnaires were somewhat long in terms of time to
complete and attempts were made to reduce this. For example, numbering or
labelling alphabetically lists of statements and asking respondents to use these as

codes in subsequent questions was a more efficient use of their time than re-
writing longer words or phrases.

Administration

Questionnaires were issued to students during Preparation For Teaching tutorials
by their tutors towards the end of the academic session. This tended to be in late
May/early June, depending on the timing of placements. They were asked to take
them away, complete them and return them to the office in the Educational
Studies Department by a specific date, two weeks later. Tutors encouraged them
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to respond, impressing upon them the opportunity to record their views on this

important element of the course. Copies were mailed to those students who were
absent on the day of distribution.

Students were assured that their responses would remain confidential and be
analysed by a member of staff outwith the Department of Primary Education. (A
substantial number of students were not convinced by this assurance and
returned questionnaires without matriculation numbers; some specifically
commented that they had deliberately withheld this information.)

As the purpose of the questionnaires used in Phase 2 was primarily to compare

the target group against the Phase 1 data for each year of the course, the content
and the procedures were kept essentially the same.

The questionnaires for tutors, supervising teachers and senior management in
schools were similar in content and format to those issued to students. The main

difference was in the background information requested at the beginning of the
form. Tutors were not asked to supply names, nor were school staff who were

asked to indicate the school only. Senior management staff indicated the school
and the post held.

The Interviews: Students

The interviews were semi-structured and designed to last between 30 minutes and
one hour. In the first year of the study, the interview schedule focused on
specific aspects of school experience while attempting to gain a fuller
understanding of broad i1ssues such as support on placement and the assessment
of performance and progress. In subsequent years, interview schedules were
based on the one used in Year 1, with modifications to take account of the

specific features of the target placement and the analysis of interviews from the
previous year (Appendix J).

Over the four years, the interviews focussed progressively upon issues relating to
support, reflection and critical thinking. Aspects that might have been perceived
as interfering with the development of critical reflective practice were explored.

This tactic produced cross-sectional interview data for each year of the course as
well as individual students’ ‘stories’ across the four years.
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1ii

Procedure
Each interview was conducted in private on a one-to-one basis and typically took

approximately 40 minutes. The dialogue was taped, where students were In
agreement, and later transcribed for analysis.

Interviews : 'Good Practice’ teachers

The interview schedule drew upon issues raised in the 1993-94 questionnaire
data that required further exploration (Appendix 6). These were: the 'good
student; supporting students on placement; and, expectations of the students’
learning on placement. In addition, questions relating to the 1993 government
guidelines for initial teacher training were included.

The interview schedule was piloted with two members of staff in schools who
were not included in the final sample. Minor modifications were made to the

questions to reduce ambiguity and improve comprehensibility. In addition,
questions were slightly re-focused to improve the elicitation of views on the
issues concerned. The teachers used in the pilot were unaware of the SOEID

guidelines and the procedure had to be altered to allow them to look at a copy
before responding to the relevant questions.

Procedure

Headteachers were contacted by letter and invited to participate in the study by
nominating two members of staff with experience of supervising students on
placement. When agreement was received, the teachers were then contacted

directly and a visit to the school arranged to conduct the interviews. All schools
who were approached agreed to participate.

Where teachers were willing, interviews were taped and transcribed. Teachers
were offered the opportunity to read the transcripts and comment. Only two

teachers subsequently requested copies and neither asked that any change be
made.

All interviews were conducted on a one-to-one basis except for one school where
the two teachers insisted on being interviewed together. Despite reservations, this

turned out to be a very productive approach as they tended to prompt and
question each other's contributions, reducing the involvement of the interviewer.
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iii

1V

5.4

Questionnaires: Phase 2
The questionnaires administered at the end of Years 2, 3 and 4 of the study

(Appendix 7) were essentially those issued in 1993-94, matched for the year of
the course. There was an opportunity to make them slightly more focused so
some excision of content was undertaken but as they were also used to provide

evaluation data to the School Experience Co-ordinator, opportunities for pruning
were limited.

Students' Self-evaluations at ends of years 3 and 4.
As part of the requirements for Years 3 and 4, students are required to complete
evaluations of their own performance and learning on a regular basis. These

form part of the assessment procedure. While compiled for another audience,
these evaluations contain evidence of students’ attempts to analyse and reflect

upon their experiences of learning to teach. Each evaluation was analysed within
the context set by the Course Director for completion of the task.

Questionnaire: Students' views on competences at the end of Y4

A one-page questionnaire was administered to all students at the end of the final
year of the course (Appendix 8). Students were asked to indicate how competent
they felt themselves to be on each of the Scottish Office competences for

teaching, using a rating scale of 1 to 5, where 1 indicated that they were very
confident, while 5 meant little or no competence on that aspect.

Analysis

Edwards and Talbot (1994) identify two different perspectives on (or purposes for)
doing research. The first is concerned with testing out an idea which is rooted in
existing theory (i.e. theory-driven) while the second is more interested in trying to
make sense of apparent patterns and themes within a situation such that it has
implications for existing explanations (data-driven).

This study has elements of both. The original survey was driven by theories of what

should have been happening in the supervision process and the types of learning
occurring. Subsequent data gathering was intended to illuminate and begin to explain
the ways in which the development of reflective practitioners might be encouraged i.e. a
grounded theory approach (Miles and Huberman, 1994).

As the data gathered falls 1nto both quantitative and qualitative categories, a number of
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forms of analysis were employed.

i Statistical analysis : Questionnaires
For each batch of questionnaires, the responses were entered onto computer
files (SPSS-X) by technical staff in the Department of Business and Computer
Education, Faculty of Education, University of Strathclyde and frequency
counts produced. Extended responses to open-ended questions were collated
and subjected to content analysis by the researcher. Very few respondents

provided additional information of this type and it was summarised for each
batch of questionnaires.

As the majority of the questionnaire data was intended to be used as contextual
information, most of it was used to produce descriptive statistics, presented in
tables and charts in the following chapters. Where specific clusters of data

were related to a more substantive issue, these were subjected to statistical tests
of significance, principally the chi-square test.

il Content analysis : Interviews and Documents

Content analysis is performed on text, in this case this includes interview
transcripts and the self-evaluation reports. Wragg (1987) identifies three

phases of analysis : preliminary reading, followed by major analysis and then a
final re-reading to ensure nothing has been missed. Robson (1993)

emphasises the need to construct categories for analysis, working from major
categories to sub-themes, in an iterative fashion.

Interviews : Students

Interviews with students were analysed in two ways. Firstly, the responses
from all students within a year group were combined to provide a picture of
aspects of the school experience within each year of the course. This provided
four 'pictures’, one for each year of the study. Secondly, each student's set of
four interviews were combined to ‘tell the story' of their individual experience
on school placement across the four years. Thus cross-sectional data for each
year was gathered as well as 'narratives' from each of the students in the sample.

Only a few questions 1n the interview schedules were amenable to any form of
quantitative reporting. As these tended to describe background features, stage
of primary school involved, and grade achieved, they have been used
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descriptively rather than subjected to tests of statistical significance. The
transcripts of the interviews were analysed using a form of content analysis

within broad themes or areas of concern reflecting the themes set out in Figure
5.2

Documents: from Students
Students in the interview sample provided copies of the evaluations of their own
teaching that they had completed as a requirement of the third and fourth years

of the course. These were analysed, principally for evidence of reflection, using
a form of content analysis.

5.5 Reliability and Validity

Issues of reliability and validity must be addressed at each stage of the research design
and, in deciding on a case study approach, a number of factors were considered.
Reliability is primarily concerned with the ways in which the procedures are carried out

i.e. quality control issues (Robson, 1993). Such a complex study demanded good
record keeping, organisation and attention to detail. The timing of the data gathering

periods, once a year in summer term, allowed adequate preparation and logging of
procedures between rounds.

Validity is more complex. In any study, there 1s a danger that the picture may be
distorted by the act of investigating it. In order to reflect the scene studied more
accurately, it is recommended that data gathering should be as unobtrusive as possible

and where this cannot be unobtrusive it should disturb potential respondents as little as
possible, both emotionally and physically (Open University, 1994).

In practitioner research, which this essentially is, validity may be compromised through
an inability to establish an analytical distance between the practitioner and the event
being studied. In the extreme, the researcher can develop such an empathy for the

subjects that it distorts both the kinds of evidence sought and the ways in which this is
tackled.

This has been addressed in two ways. Firstly, school experience preparation and
visiting are not amongst my professional duties and I am some distance removed from
those aspects of the course. Secondly, I used a ‘critical friend’ who is a member of the

school experience team as a means of ensuring that I was not accepting the views
presented by the students uncritically,
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Another method of checking validity is ‘respondent validation’ where those who
provided the information are presented with the final version and asked to comment on
the interpretations made. This could have been used with the interview data. It was
impractical within the time scale however to analyse the data and prepare such a
summary account. Students could become quite emotional during the interview,
particularly where things had gone badly and there was concermn that some of the more
revealing and occasionally infelicitous comments might have been deleted had they

been given time to consider their words more coolly. Therefore, respondent validation
as described here was not used.

The most common way in which validity is provided for in the planning phase 1s
through triangulation of one form or another. Edwards and Talbot (1994) list three
forms of triangulation - methodological, participant and researcher triangulation. In
addition, it is possible to mix these approaches. The point of triangulation is to come at
the same issue from a number of perspectives, where the data generated can be

analysed to show supporting or contradictory views. This study used two forms of
triangulation: participant and methodological.

Figure 5.5 : Participant triangulation in Phase 1

School staff Process : Supervising BEd students
- students on school
(teachers & experience - roles and (4 year groups)
management)

responsibilities

Faculty tutors

All three groups received questionnaires that contained a number of identical questions
that sought views on the roles and responsibilities of each member of the triad. An
additional set of interviews with students was then undertaken to probe the issues
raised and to indicate which might most usefully be pursued in Phase 2.
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Figure 5.6 : Methodological triangulation in Phase 2

Questionnaires Subjects : BEd students Interviews

Process : Learning on
school experience

Evaluation forms

(Years 3 and 4)

In the two final years of the study, three forms of evidence were gathered from the

target group of BEd students. Additional strategies were undertaken to identify the
typicality of the target group.

Figure 5.7 : Checking strategy through questionnaire data

1996-97
Phase 2 | 1995-96
1994-95

Phase 1 | 199394  bascline | BEd1

questionnaires

A number of the same questions were asked in each set of questionnaires, allowing

some comparison of the target group with students who were at the same stage of the
course in 1993-94.

Threats to validity in qualitative research come from the influence of the researcher on

the events and the nature of the reporting process. The interviews were held after the
event, sometimes several weeks afterwards and so responses may have been subject to

memory failure or distortion in some aspects. However, this delay was deliberate in
order that the critical incidents, the dominant feelings and perceptions about the whole
experience would be drawn upon rather than the incidental detail of day-to-day activity.

(The detail produced by many of the students in talking about some of the highs and
lows of placement indicates that much of it was deeply etched.)

While the students may have considered that they were giving a fair account of the
experience, it is possible that some were unconsciously distorting aspects of the
placement. In particular, where students had received particularly high or low grades,
this may have coloured their perceptions. This is borne in mind in the analysis and the
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interpretations made thereof.

5.6 Generalisability

As both qualitative and quantitative data was gathered, these are considered separately
in discussing generalisability, or external validity as Robson (1993) prefers.

] Quantitative data

Where data has been collected from a sub-sample of cases, designed to be
representative of the population as a whole, generalisability can be established in
quantitative data through statistical inference. Through empirical generalisation the
findings from specific cases can be regarded as pertaining universally, where statistics
justify this. There can be a danger in according too much importance to statistical
significance in that what is statistically significant 1s not always educationally or
theoretically significant. For example, some factors that prove statistically to have a

significant effect on pupil performance, such as parental education or income, while
important, are not amenable to intervention, certainly in the short term. Such findings

are therefore of less direct relevance to those wishing to address issues of raising
standards 1n schools.

i Qualitative data

Qualitative data cannot normally be tested through statistical inference although
attempts can be made to establish generalisability through theoretical inference i.e.
inductive reasoning from the data (Robson, 1993). Moving from the specific cases
studied to a larger, finite number or the universe of cases, cannot be conclusive

although 1t should be possible to distinguish between those theories which have greater
or lesser claims.

Miles and Huberman (1994) argue that, in qualitative studies, analytic generalisations
are the most useful in that they ‘put the flesh on the bones of general constructs and
their relationships’ (p. 27). With qualitative data it is necessary to ‘make a case’, to
persuade the reader of the validity and legitimacy of the argument by demonstrating the

essential characteristics which the cases studied share with others (Robson, 1993).
This is the strategy used with the interview and self-evaluation data.

5.7 Ethics

Attempts were made in all elements of the study to ensure that participants were
informed of the purposes of the study and the extent of their involvement. Letters

84



explaining the nature of the study accompanied the questionnaires to schools and to

tutors within the faculty. Tutors issued questionnaires to students during PFT tutorials
in the final weeks of the summer term each year.

The students selected for interview were initially contacted by letter with a request to
make contact and arrange a time for the interview session, if willing to become involved.
Any questions which they had were answered when they made contact and the extent of
the commitment (one interview each year for the four years) was made clear. All who
made contact agreed to this commitment. Where students did not make contact, a
second letter was issued, this time by hand. Where the student still failed to arrange an

appointment after two weeks, a reserve was sought. Students had the freedom not to
participate if they so chose.

The names of the students selected for interview were not communicated to other
members of staff and they were assured that this would be so throughout. In addition,
it was promised that any information provided would remain confidential and that their
anonymity would be protected in any publications. In addition they were offered the
opportunity to read the transcripts of interviews (where the sessions were taped) if they
so wished. In the event, no student did ask to see transcripts and all seemed relatively

unperturbed by the process. A similar procedure was adopted with the ‘good practice’
case study where 2 teachers read the transcripts but asked for no changes, (One

teacher commented on to her tendency to leave sentences uncompleted, which she had
been aware of but not to the extent demonstrated in the transcript.)

The questionnaires to tutors were returned anonymously. Those from schools required
a number of background details such as the school name, post held by the respondent,
stage responsibility and previous experience with students, but did not request

teachers’ names. Therefore a degree of anonymity was maintained. Confidentiality of
data was assured to all participants.

[ was not a member of the Department of Primary Education and therefore not a tutor

on the Preparation for Teaching/School Experience components of the course althou gh
I did teach on the Professional Studies component. As a result, it was anticipated that
students would not perceive my involvement as prejudicial to their progress or
achievement on the course. Ibelieve that this was the case and that many of them were
remarkably free in their comments although a few remained a little tense and tight-

lipped throughout. In general, a relationship of trust developed over the four years with
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students becoming more vocal and open.

There was a degree of role conflict in that students occasionally made complaints
against colleagues (their supervising tutors within the faculty) although they were
discouraged from identifying them by name. Due to the nature of some of the
information from students, reporting of the findings has had to be handled with some
sensitivity. There is an ethical dilemma here in that, while sensitivities may be aroused

in some staff, there do seem to be some issues which ought to be out in the open and
discussed.

5.8 Reflection on the Methodology

This study was a large and, initially, relatively unfocused attempt to explore the
student’s experience of learning to be a teacher on school placement within the four
years of the BEd degree at the University of Strathclyde. While the study was
permitted by the Course Team and access to the students granted, I had little real
control over where and when the questionnaires were 1ssued and, as a result, some
difficulty in obtaining sufficient returns. All requests for information had to be
channelled through the School Experience Co-ordinator and confidentiality issues
meant that obtaining details of students’ names and addresses was problematic if not
impossible. I had more control over the interview and evaluation elements of the study
as, having established a rapport with the sub-sample of students, I communicated

directly with them. This was certainly the most interesting and rewarding element of
the whole research endeavour.

On reflection, the initial questionnaires were perhaps too unfocused. In undertaking a

longitudinal study, there was the fear that some important piece of evidence should have
been gathered at the start in order to make sense of later data. As a result, there was a

concern to gather all that might possibly be relevant (within certain limits of time and

resources) during Phase 1. In addition, the questionnaires were used to provide
evaluation data for the Course Team and as a result the instruments asked for more

information than was needed for the study alone, resulting in fairly lengthy forms.

This may have reduced the response rates. Generally, the questionnaires could have
been leaner and tighter in their focus.

The interviews were placed at the end of each year of the course. However, placements
were not spaced regularly throughout each year and in Years 1-3, there was some
difficulty in fitting in all of the interviews before the summer break. As a result, each
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year a small number were picked up at the beginning of the next session. Some
interviews went very smoothly but all had some difficulty in expressing their thoughts
and views on teaching; partly because of what seemed like a lack of experience In
discussing their own learning and partly because they were reluctant initially to speak
on a one-to-one basis with a member of staff on such a personal topic. My own skills
of interviewing improved significantly over the study although I found that, on
occasion, I became really interested in the student’s views to the point that it became
more a discussion than an interview. Ido not believe that this influenced the validity of

the data, and it certainly helped to establish genuine interaction, but probably breached
traditional expectations of interview procedures.

If it had been possible to return to the teachers and schools in the final year of the
study, the data would have provided a comparison with attitudes in 1993-94.
Unfortunately, at that time, teachers were under considerable pressure of workload

generally and had been approached by others within the Faculty for feedback on issues

relating to this and other courses. It was felt that a further set of questionnaires might
just push their goodwill too far.

In summary, this was a fairly extensive study and not all of the data that emerged have
been analysed and written up in this report. Through progressive focusing, the original
broad sweep of data gathering gave way to a more strategic approach of investigating a
number of critical themes in the 1nitial education of primary teachers. While stating
that 1t might have been more focused from the start, I do not believe that sufficient was

known about what happened on placement to allow the study to begin somewhere else;

exploring and trying to map out the context was necessary and, personally, very
valuable.

The following chapters on the findings from the study begin by presenting the

descriptive data from the first phase of the study while subsequent ones consider
individual themes and topics.
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CHAPTER 6 FINDINGS FROM THE QUESTIONNAIRES (1993)

This chapter begins by presenting the sample data for the three groups of respondents
other than the BEd students. The sample sizes, their characteristics and response rates
are all detailed with the aim of establishing the extent to which the findings that follow
can be considered reliable and a sound basis for subsequent discussion. It then
presents the details for the student groups in a similar way; firstly for Phase 1 and then
for Phase 2. The main findings from the questionnaires in Phase 1 are then presented

by theme, drawing on sample data from the various respondents as appropriate. (Phase
2 findings are presented in subsequent chapters.)

6.1  Background: The Teachers, Remit-holders and TEI tutors
6.2  Background: The Students 1993-94

6.3 Background: The Students 1993-97

6.4  Phase 1: Preparing for Placement
6.5 Phase 1: Attitude to Placement

6.6  Phase 1: Sharing the Responsibility
6.7 Phase 1: Learning on Placement

6.8  Phase 1: Supporting the Student
6.9  Phase 1: Students’ Views on Learning

6.10 Phase 1: Students’ Views on the Role of the School
6.11 Discussion of Findings

6.1 Background : The Teachers, Remit-holders and TLI Tutors
In 1993-94, a total of 689 students were registered on the BEd course at Jordanhill:

BEd 1 -168; BEd2 - 167; BEd 3 — 186; and BEd 4 - 168. Placements for students
were found in 252 schools, with each school taking between 1 and 6 students
depending on its size and the year of the course. (BEd 1 students tended to be

allocated to schools in larger groups.) This section considers the three non-student
groups of respondents who were involved in the 1993-94 questionnaires which provide

the baseline data for the study. Each group is considered individually initially, followed
by a presentation of findings by theme.

6.1.1 The Teachers (1993-94)

At the end of the 1993-94 academic year questionnaires were distributed to a sample of
the schools that had been involved in supervising students in at least one of the four
years of the BEd course during that period. One hundred and fifty schools and a total
of 400 teachers (100 for each year of the course) were sent questionnaires (see Chapter
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5 for discussion of how schools and teachers were identified). Three hundred and
fourteen teachers completed and returned them (a return rate of 78%), with the
distribution of respondents supervising students across the four years of the course

very similar (Table 6.1). Four of the five divisions of Strathclyde Region were
represented by the respondents (Table 6.2).

Table 6.1: Teachers responding to questionnaires (n = 314; 78%)

Year of No. of respondents Re5ponse rate % of total no. of
course T rOuY eachers 314

Division of Strathclyde % of sample
314
e .

T R
—“

In the BEd course during the time of the study the procedure was to place all BEd
students in schools within the Strathclyde Region which comprised the divisions of
Argyll & Bute, Dumbarton, Glasgow, Lanark and Renfrew, although the first of these
was rarely used due to its distance from Jordanhill. (Very exceptionally a student
might be granted permission to undertake practice outwith this area if, for example,

her/his home was remote from Glasgow and s/he had compelling personal reasons for
such a request.)

6.1.2 The Remit-holder in the Placement School

In each primary school, a senior member of staff is normally identified as having the
responsibility within his or her remit for students on placement. Questionnaires were
sent to 150 of the 252 schools involved 1n supervision during 1993-94 for completion
by these individuals and 123 responded (82%). Table 6.3 shows the breakdown of
senior posts held by 121 of the 123 who completed the questionnaires (2 failed to
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respond to this specific question although they completed others).

Table 6.3: Posts held by respondents to Remit-holders’ questionnaire

R I

As with the teachers, remit-holders were asked to indicate the Division of Strathclyde
Region to which their school belonged (Table 6.4).

Table 6.4: Distribution of schools through the Strathclyde Region

T N X
R N R
A N L
R

Remit-holders were asked to indicate the BEd year groups with whom they had been
involved during 1993-94. Questionnaires had been 1ssued on the basis that they had

had at least one year group on placement within their school during the year, although a
considerable number would have had more than one group, at different times of the

year. As a result the total number of responses regarding involvement with particular
year groups is greater than the number of respondents.

Table 6.5;: Remit holders’ involvement with students in 1993-94

The percentages recorded in Table 6.5 are somewhat higher than those recorded in

Table 6.1 which shows the involvement of classroom teachers with each of the year
groups of the BEd course during 1993-94. In any one year however, a teacher is likely
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to be involved with one student, while a remit-holder may be responsible for two, or
more, different year groups.

6.1.3 The Tutors from the Teacher Education Institution

Qustionnaires were issued to all 26 tutors involved in the supervision of students on
placement in 1993-94 and 24 responded (92%). In order to determine the experience
of supervising students on school experience across the four cohorts, BEd 1 to BEd 4,

tutors were asked to indicate the year groups with which they had been involved during
their time at Jordanhill.

Table 6.6: School experience tutors across the four year groups (n = 24)

— % of respondents
T N A

The fourth year placement is regarded as of particular importance and, in order to

improve reliability of assessment and consistency of supervision, a smaller cohort of
tutors is usually involved in its supervision. This is reflected in the figures.

In summary, the numbers of teachers, remit-holders and tutors who responded are
sufficient to provide a reliable picture of school experience on the BEd course from

each of the three perspectives. This holds for both the course as a whole and for each

of the years within it. It is also heartening that so many took the time to complete what
were fairly lengthy questionnaire schedules.

6.2 Background: The Students 1993-94

The first few tables set out the response rates to the questionnaires in the first year of

the study for all four year groups of students, with details of the characteristics of the

placements which formed the focus of the questions in both the questionnaires and the
Interviews.

6.2.1 The Students and their Placement Schools

Questionnaires were issued to every student in each year of the course. Table 6.7

shows the number in each year group, the number of completed questionnaires returned
and the percentage of the original number which this represents. Al response rates
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exceed 50% and lie within an acceptable range.

Table 6.7 : Response rates for Student Questionnaires (1993-94)

Year Group No. in sample No. of respondents | % of total sample

e

67
117
e e

Table 6.8: Placements for respondents across Divisions of Strathclyde Region (n =
446)

Division BEd 1(%) | BEd 2 (%) | BEd 3 (%) | BEd 4 (%) m

:
;

1
7
o
Within Divisions, distributions of students were fairly similar from year group to year
group, although the proportions of first and second year students in Lanark were

greater than for those in third and fourth years. Differences across divisions reflect the
different sizes of the school populations within each and the availability of schools.

Table 6.9 : Comparison of distribution across Divisions of Strathclyde Region (1993-
04)

Division Remit holders Students

% (n= 123 % (n=314 % (n = 446
N N R A R
G | m | w W
Fere | @ [ w | w

Although students might be placed in different divisions, they were subject to common
regional policies for both students and pupils. Across the four years of the course,
students were likely to gain experience of more than one division. Towards the end of
the study, in 1997, Strathclyde Region was sub-divided into 11 local authorities,
breaking up the five main divisions, but the structural context for students on placement
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remained similar across the divisions as the partnership arrangements between the TEI
and the authorities remained virtually unchanged. It is considered that the variations in
distributions across divisions for the three groups of respondents in Table 6.9 was

unlikely to have had a significant influence on the ways in which supervision of
students was undertaken or experienced.

6.2.2 The Students and their Placement Classes
For each questionnaire to students, the focus was on the final placement of the year as
shown 1n Table 6.10. Reflecting the course policy for placement across the four years

of the BEd course (Chapter 4), these placements should have been with the specific
stages shown in Table 6.10.

Table 6.10 : BEd Course Policy for Placement at Stages in the Primary School (93-4)

Year Group Focus Placement Stage intended

P3 - P35
Pl -P3
Choice
Choice

Placement 3

Placement §

BEd 3 Placement 7

Placement 8

Table 6.11 shows how students were actually placed for the placements investigated.
The figures indicate that those students who responded had been allocated to stages in

schools as intended, although significant proportions of some year groups were in
composite classes.

Table 6.11: Placements by Stage in 1993-94 (% of respondents)

Stages in the BEd 2 BEd 3 BEd 4
Primary School n=127 n=117 (n=92
P11 o T3 T 12 1 16
P2 I o T T s T 20
P3|l 3 T v T u 1 u_ ]
X T T T
P66 r o1 |
P70 T 7o T 6 T 10
p1/2 I Y I I T S
P2/3 R S R M
_--_-_
PS/6 T T
Eﬂ_-_‘--_
m-m_-z-
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Overall, the response rates for the students are within acceptable limits and their
responses can be regarded as reflecting the views of the majority of students within
each year group, bearing in mind that it may have been the more motivated (perhaps
with stronger views, either negative or positive) who completed and returned the forms.
Similar proportions responded from each year group and within these, the students had

experienced a range of the divisions within Strathclyde and of ages/stages within
schools.

6.3 Background: The Students 1993-97

This section sets out the background data relating to the cohort of students that formed
the focus of the longitudinal element of the study. These students were in BEd 1 in
1993-94 and the data from the tables in Section 6.2, where they were compared to the
other cohorts in the Phase 1 study, is re-presented to show variations in the response
rates and background variables across the four years of the study. Table 6.12 sets out,
horizontally, the details for the longitudinal element of the study (shaded) and,

vertically, the numbers of students in each cohort during the first year of the study
(Phase 1).

Table 6.12 : Response rates for Student Questionnaires in both phases (1993-97)

Phase 2: Longitudinal cohort
_ 1993.94 1994.95 1995.9¢6 1996-97
Phase 1: 1933-94 BEd 1 BEd 2 BEd 3 BEd 4

Over the four years of the study, the total number of students in the longitudinal cohort
decreased from 168 to 128 as a result of students failing or withdrawing from the
course. Comparing the percentages of respondents in the target group across the years
with those in Years 2 - 4 in the first year of the study, the figures are very similar if not
identical except in the final year of the course. The data from these questionnaires

(1996-97) are held to be the least representative and this has been taken into account in
subsequent discussion.
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6.4 Phase 1: Preparing for Placement

A number of activities and events involving the various ‘partners’ are built into
preparing for the placement process with individual schools. These are not compulsory
for schools nor teachers however and one part of the questionnaire focused on
attendance at these and how important in ensuring a ‘successful placement’ teachers
and remit-holders in schools perceived such preparation.

6.4.1 Preparation events and activities

Teachers and remit-holders were asked to indicate in which of the various preparation

events they had participated and how important they felt each to be in ensuring a
‘successful’ placement.

Table 6.13: Attendance at and importance of pre-placement activities for teachers

(n=314)
i _Attending | very imp.| imp. | not imp.
I N 2 N
Tareiemacing ok Tl | [0 (% [0 [ {4 15

i W Gl Gl

re student supervision .“
s Wl Gl Gl
lacement
e W o el L

The percentages of teachers involved in pre-placement events were small, ranging from
9% to 22% on four of the five listed. Fifty-eight percent of teachers met with the

supervising tutor from the TEI before the student began the placement. This figure
matches the percentage of teachers who viewed meeting the student’s tutor as a very
important aspect of preparing for the placement although a further 32% viewed it as
‘important’. Less crucial but still important were the meetings with Jordanhill staff,

usually held in the TEI (45%). A total of 36% thought it was important or very
important to be involved in negotiating the placement.

Apart from ‘meeting with the tutor’, the percentages of teachers involved in the
activities listed were low, never exceeding 25%; far more teachers considered these as
important or very important activities. The gap between the teachers’ views of the
importance of pre-placement events and their actual involvement is of concern. One
partial explanation may be that, as classroom teachers, there were almost certain to have
full-time class commitments and release would have been difficult, if not impossible.
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Furthermore, while teachers may have placed importance on these events, the day-to-
demands on them may have resulted in these being given a very low priority. It may be

that many had been involved in earlier placements and, having done it once, now viewed
participation as less essential.

The non-response rates to the first four items in this question were relatively high,
ranging from 40% - 51%. Whether this reflects a lack of interest generally or a feeling

that there is nothing to be gained from such involvement, is unclear.

Table 6.14: Attendance at & importance of pre-placement activities for remit-holders

(n=123)
n (% nn

il B B O
Jordanhill stafj
i Rl i Gl
onl
ol R
act:vmes re student supervision
itV A
the lacement
R LN LA CRCH KN ER

While most viewed the various activities as ‘important’ or ‘very important’, fewer than
50% were involved in staff development activities related to the supervision of students,
whether for their own benefit or for that of other teachers in the school who might be
supervising students on placement. A greater percentage of remit holders than teachers

viewed these as ‘very important’, possibly reflecting their role of liaison with the TEI
and their more direct responsibility for students on placement.

6.4.2 Pre-placement information

A second strand of preparing teachers involves the provision of information of various

kinds. Teachers and remit-holders were asked if they had received sufficient
information on eight key aspects (Table 6.15).
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Table 6.15: Views on the adequacy of the information received pre-placement (%)

Did you receive enough Remit-holders
information on: n=314 n-123

— _no (%) _

with you
The duration of placement —“

i W N Wl N
nlacement
-
nlacement

ojjer
The kind of assistance the teacher can offer “

The majority of teachers were satisfied with the information supplied on the duration of
the placement (97%), the timing of the tutor visits (90%), the pacing of the students
teaching load (73%), the requirements of the placement (61%) and the assessment
procedures (65%). They were less satisfied with the background information on the
student provided by the TEI (47% reporting it as insufficient) and with the amount and
kind of assistance which could be given to the student (57% and 56% respectively).

On all aspects, the majority of remit-holders reported receiving sufficient information
prior to placement, expressing higher levels of satisfaction than did the teachers.

Remit holders are expected to support the students by providing them with information
about the school which will help them to settle into the placement.. They were asked

specifically if they used prepared materials, a ‘welcome pack’ and/or induction
meetings to introduce students to the school. Forty-nine percent of schools had

developed a welcome pack which contained background information on the school,
including the school handbook, and 64% held induction meetings for new students.

6.4.3 Information During Placement

During placement, TEI tutors are expected to keep supervising teachers informed of
any relevant changes to the original arrangements including, for example, times for tutor

visits and assessments. Eighty-five percent of teachers reported that they had received
enough information during placement although 11% felt it was insufficient. The

perceived omissions or shortcomings are unknown however as no-one indicated how
this could be improved, despite being asked to do so.

Teachers and remit-holders were also asked about various meetings which might have
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happened during the placement and which, it was considered, might help them in
supporting the students. For supervising teachers, meeting and talking with other

supervising tutors was more frequent and more important than other meetings with the
TEI tutors or remit-holders (Table 6.16).

Table 6.16: Teachers’ involvement in and views on meetings during placement( 114)
n=

o % %%
i N N
together
I met with the member of staff with
responsibility for students in the school.
I met with other members of staff who “
were also supervising students.

Remit-holders were asked similar questions, modified to reflect their role in the

partnership between school and TEL. In particular, they were asked about events
towards the end of the placement (Table 6.17). The majority of remit-holders viewed

meetings with the students and meetings with the supervising teachers (independently)
as very important.

Table 6.17: Remit-holders’ views on involvement during and towards end of placement
(n= 123)

I met with the students to discuss progress 77 (84%) _

I met with teachers who were| 89 (97%)
supervising students

After/towards end of the placement

I was involved in evaluations of the| 66 (72%)
lacements
I gave feedback to the school on future} 34 (37%)
lacements

I gave feedback to Jordanhill on future| 37 (40%)
lacements

There 1s a closer match between participation rates in and views of the importance of the
activities listed. One explanation may be that, as these did not involye leaving the
classroom and/or school, the teacher or the remit-holder was much better placed to
undertake them, without having to depend on cover being supplied while s/he did so.

Similarly, the time at which they could be undertaken was much more with the control
of the teacher to determine.
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6.4.4 Preparing the students for placement

Students in all four year groups were asked if they had received enough information
prior to the start of placement. The specific aspects asked about were identical to those
asked of the teachers and the remit-holders in the placement schools. Table 6.13
presents the percentages of students in each year group who responded that they had
received enough of each of the forms of information listed.

Table 6.18: Percentages of each year group who responded ‘yes’ (%).

Did you receive enough m BEd 2 BEd 3 BEd 4
information on: n = 127 n = 117 n = 92
The duration of the placement ““ 100 100

nlacement
How you were to be assessed on placement 91 “

offer

The kind of assistance the teacher could “
offer

Students were asked to indicate if any other form of information might have been
useful. Although ten BEd 1 students responded, generating 11 suggestions, there was

no pattern discernible other than 4 of them were requests for more pre-placement in-
faculty instruction.

BEd 2 students had been placed in the same school for both school experience
placements during the session and as the questionnaire focused on the second of these,
the first question (information on the placement school) did not apply (n/a). Forty-one
of them made additional comments although many were not strictly related to basic

information and almost all of the suggestions were made by single students. However,

eleven requested more preparation for infant teaching and four would have liked to be
more aware of the teacher’s expectations of them.

Fifteen BEd 3 students asked for clarification of the arrangements for their own

assessment, focusing on how grades were allocated; four of these specifically referred
to the cross-tutor visit and how it contributed to the assessment procedures. Nine

students requested more information on specific aspects of the requirements e.g.
number of groups to be managed, assessment of pupils. The remainder of the
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comments (5) indicated some students felt generally unprepared and just wanted 'more’.

In BEd 4, 15 students gave additional comments: with some making more than one.
Five of the students asked for more precision in how the amount of time to be spent on

different aspects of the placement, with specific mention of preparation time, the
proportion of time where they should take sole responsibility for the class, and time
spent team teaching. Two requested more on ‘pacing’ and the amount and forms of
support they could expect from the teacher; both had ticked ‘no’ for the three
corresponding statements in the table. Five BEd 4 students were concerned that they
were not sure exactly what the TEI tutor was looking for and would have liked to have
had a better opportunity to establish this. Reference was made to finding out tutors’

personal likes and dislikes both in teaching and in their interactions with students e.g.
‘tutor’s personal view of assessment e.g. no negotiation, don’t ask questions’.

6.4.5 Main findings

e The majority of teachers and remit holders considered pre-placement meetings,
etc., important but substantial numbers were not involved directly in these; more
so for teachers than remit holders.

e Almost half of the teachers considered they had inadequate information on the
background of the student before placement began.

» The majonty of the teachers felt inadequately prepared with regard to the
amount and kind of assistance they could offer students during placement.

e Approximately one third of teachers were unsure of what was required of them
and the student in connection with visits from the<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>