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Chapter 4
Equality and primary teacher education
Dave Hill, Mike Cole and Claudette Williams
INTRODUCTION
We argue in this chapter that all undergraduate and postgraduate ‘teacher training’/teacher education courses should consider issues of social justice and therefore enable students actively to challenge racism, sexism, homophobia, discrimination against the disabled and the exploitation of the working class. At present, these issues in BEd/BA(QTS) and PGCE courses are very patchy, with some, like social class and sexuality, frequently untouched. Where a consideration of these issues does exist, such existence is being severely threatened by the Conservative nationalization of the teacher education curriculum (Hill, 1993, 4a).

THE CONTEXT

Critical and egalitarian teacher education is under sustained attack. What is, in effect, the new National Curriculum for Initial Teacher Education (ITE) excludes, to a large extent, social, political and critical analysis of current education policy and the examination of alternatives.

Other measures such as the introduction of totally school-​centred ITE and the reduction in funding for student teachers, are causing education departments in colleges and universities to contract. In some cases, colleges/universities are considering withdrawing from ITE altogether.

In this chapter, we begin by setting out some of the major characteristics of radical Right ideology on ITE. Next, we outline a recent history of changes/’reforms’ in ITE. We discuss the effect of the Council for the Accreditation of Teacher Education (CATE) from its establishment in 1984 to its demise in 1995, and its replacement by the Teacher Training Agency (TTA). As case studies we look at some adaptations of government guide​lines at the University of North London and elsewhere. We conclude by assessing three ideological and policy positions: first, liberal-progressive ideology (the dominant paradigm in Primary ITE through the 1970s and 1980s); second, what is claimed by some of its proponents to be the centre-left position;1 and third, the radical Left position. Rejecting liberal progres​sivism and the centre-left (the latter as suggested, for example, in recent Labour Party and Institute for Public Policy Research policy documents), we propose a series of principles which we believe should underlie policy-making. We also make proposals for a Core Curriculum for ITE and suggest some ways in which it might be better organized.

THE RADICAL RIGHT MODEL OF ‘TEACHING TRAINING’
The legacy of Thatcherism in Britain remains, unfortunately very much intact.2 The Thatcherite revolution in education may be seen as an amalgam of the neo-liberal philosophy of Friedrich von Hayek, with its emphasis on the social morality of individual choice, competition, inequality and the free reign of the market,3 and cultural restorationism (or neoconservatism) which stresses the importance of British (i.e. white, male, homophobic, able-bodied, ruling-class) culture, nation and ‘race’ (see Chapter 2).4
The radical Right believe that Primary Teacher Education should be scrapped, either totally or substantially and that ‘training’ (its proponents deliberately avoid the term ‘education’) should take place ‘on the job’ - in schools. This is to keep student teachers away from what they see as the trendy progressive egalitarian (the radical Right tend to conflate the two very different concepts of ‘liberal progressivism’ and ‘egalitarianism’) ‘teacher trainers’. School-based training also accords with the notion that teaching does not need to be informed by theory, that all that is needed is a knowledge and love of one’s subject (O’Hear, 1991). The radical Right believe that education should be about effective instruction in facts and national testing, to make sure that ‘the facts’ have been learned.
This model, favoured by the British government, can be criticized as an attempt to undermine critical thinking, to castigate theorizing and to deprofessionalize teachers. It can be seen as an exercise in ideological conformity (Cole, 1989; Hill, 1989, 1990, 1992, 1994a; Gilroy, 1992; Cole et al., 1996). Its origins can be traced back to the late 1970s, with the then Labour Party Prime Minister James Callaghan’s speech, which served notice on the teaching profession of changes to come. Areas which were to come under scrutiny were ‘methods and aims of informal instruction, core curriculum of basic knowledge, national standards, the role of inspectors in maintenance of national standards, and relations between industry and education’ (Callaghan, 1976).5
In the 1980s the exploitation of an existing tension between the establishment of academic content and knowledge on one hand and the acquisition of sets of skills on the other was heightened. The momentum and impact of the 1970s with its emphasis on ‘teacher education’ has been undermined by a government with an ideology which espouses the beliefs of a check-list of skill competencies. Here we would agree with Elliott that: ‘Teaching cannot and should not be reduced to a series of atomistically specified, described skills, which are sold as a package in school market place’ (Elliott, 1993:18).
More recently, the ideology prompted an attempt to introduce a ‘Mum’s Army’ (of one-year trained, non-graduate Infant teachers) as sufficient preparation for the task of teaching. In 1984, the DES Circular 3/84 (DES, 1984) created the Council for the Accreditation of Teacher Education (CATE), with responsibility to scrutinize and accredit all Initial Teacher Training (ITT) insti​tutions. Subject knowledge contained in Bachelor of Education (BEd) courses were extended to 50 per cent of the four-year BEd courses, thereby reducing space and time for theoretical ideas such as those deriving from sociology, psychology and philosophy.
The study of controversial issues and education theory was, in many institutions, reduced. The 1984 CATE criteria did, however, also provide space and legitimation, taken up in some institutions, for the development of courses in class, ‘race’ and gender, and also for the permeation of these issues (and of the issue of ‘special needs’) throughout the whole of the BEd and Postgraduate Certificate of Education (PGCE) courses (Hessari and Hill, 1989; Whitty, 1993; Hill, 1994a). (This space was to be considerably reduced, however, by the 1989 CATE Criteria (DES, 1989), and rendered virtually non-existent by the CATE Circular 14/93 (DFE, 1993) to which all Primary ITE courses had to conform by September 1995.)
In addition, the CATE criteria of 1989 introduced the require​ment for ‘recent and relevant’ experience, by which staff involved in the professional preparation of student teachers were to return to the school classroom for an updating of experience for the equivalent of one term every five years. Circular 24/93 also increased the amount of ‘Professional Curriculum’ time require​ment for the ITE courses, thereby further reducing time for ‘Education’ coursework (it is here that the theory is usually taught).
In order to meet these new 1989 criteria, institutions had already begun to revise their courses, and to make increased opportunities for more school-based experience. Although CATE presided over the reduction of education theory, courses could not, until the 1993 requirements, effectively jettison issues such as equal opportunities, the understanding of children’s learning, and the need for students to be reflective and critically to evaluate their teaching. These issues had a persuasive hold on teacher educators. The ‘education’ of the teacher was still the fundamental part of ITE.
The tension between the transition from theory to practice, which the government attempted to exploit in validating their attack on ITE Institutions, had been at the centre of debates among the profession for a number of years. Institutions had acknowledged the difficulties which existed between the two central planks of students’ education, that of theory and the move into practice. Kearney has argued that:

For several years there has been a growing dissatisfaction with the theory to practice model which has developed in teacher educa​tion ... As a result, many institutes have effected fundamental changes to their courses, making both theoretical and practical element more clearly integrated and more directly relevant to the students’ needs.

(Kearney, 1994: 13)

Developments in ITE courses had resulted in a mixture of subject knowledge, preparation for the classroom - both theoretical and practical - and on-the-job training. Preparation for life within the profession was seen to demand that students understood and made provision for children within a multicultural, multilingual learning environment. This emphasis in teacher education encouraged students actively to break with racist, sexist stereotypes and practices. The ‘reflective teacher’ in which the student (the novice) developed the capacity and confidence for independent thought helped emerging teachers to adopt a ‘teacher-as-researcher’ stance and constantly to view and review their practice and classroom management. The concept of ‘the reflective teacher’ is without a doubt one of the bedrocks on which teacher education over the previous twenty years had rested.

Reflection has become one of the most popular issues in teacher education. The literature is replete with accounts of the reported success of reflective practitioners in changing and improving their own teaching ... of teacher education programs instilling reflective ‘practices’ in their students ... and of call for further reforms in pursuit of reflective stance in teaching.

(Copeland et al., 1993:347; see Hill, 1996a, for a critique of the concept of ‘reflection’)

By 1989 change which had taken place in teacher education was notably sufficient for the then Secretary of State for Education, Kenneth Clarke, to say that ‘the academic content of teachers’ training is now more rigorous, the professional content less theoretical and much more directly related to classroom practice’ (DES, 1989a).

Yet continued claims regarding falling standards in schools, with the knock-on effect of inappropriate preparation for the classroom, continued to be popularized by the government, despite contrary claims by Her Majesty’s Inspectorate of Education. Two HMI surveys of ITT and university training departments in 1987 and 1989 revealed that the training systems had considerable strengths and some weaknesses, but significant steps had been taken to improve training (DES, 1987, 1989a).

WHY CATE HAD TO GO

The demise of the Council for Accreditation of Teacher Education (CATE) should be seen as another step in undermining and weakening the professional content of teacher education. With the creation of self-accrediting universities and the government’s emphasis on ‘on-the-job training’ and the possible return to a non-graduate teaching profession, much of CATE’s function has been rendered obsolete. Like the demise of other independent and independent-minded institutions, such as the Inner London Education Authority, the University Grants Committee (set up in 1919 to buffer universities from central government interference and to protect their academic freedom), CATE had outlived its usefulness within the government’s cost-cutting and conforming and deprofessionalization of teacher education (Hill, 1993, 1994a). The replacement authority, the Teacher Training Agency (TTA) has a mandate to oversee and fund the new arrangements concerning teacher ‘training’ and to provide quality assurance.

Some local developments

Under CATE’s regulation, the University of North London (UNL) ran a four-year BEd honours programme, on which 43 per cent of students identified themselves as coming from a minority ethnic group and 82 per cent of whom were aged 21 years or over (University of North London, 1995).

The structure of the UNL BEd programme was similar to that of a number of programmes around the country, with the first year of the course concentrating on professional understanding, teaching through direct experience and providing the opportunity for students to reflect on and analyse practice with both tutors and school teachers. The second phase of the course, lasting eighteen months, allowed students to work alongside other degree students on BA programmes to develop appropriate subject pedagogical skills. On completion, students returned to the
BEd programme, developing their understanding in the classroom. An assessed independent piece of work further helps students to apply their special subject knowledge to the peda​gogical demands of the classroom. This is similar to the pattern of m
any BEd courses developed under the 1984 and 1989 CATE criteria, although a number retained the ‘education’, ‘Professional Curriculum’ and ‘Academic Main Subject’ parts of the degree running concurrently throughout the four years of the course.
The course team at UNL believes that the composition and destination of the students makes it imperative that they have a firm understanding of structural inequalities and how these impact and discriminate against specific groups in school. An education which disregards these fundamental issues would be doing a disservice not only to students, but to the school populations they are likely to teach as a whole.
Such considerations are applicable in all types of areas, and these intentions were built into many undergraduate and postgraduate ITE courses validated in the 1980s, regardless of the nature of their student intake or location. Some student intakes and locations, however, did make such concerns more pressing and salient.

PARTNERSHIP BETWEEN HIGHER EDUCATION AND SCHOOLS

CATE Circulars 3/84 and 24/89 outlined the responsibilities of training institutions to involve schools in planning and evaluating ​courses, in the selection of students, and in the supervision and assessment of students on school block practice. According to Mike Williams: ‘By any standard this represents a fairly narrow definition of partnership but surprisingly these are the only mandatory obligations’ (1993:3).

CATE Circular 14/93 (for Primary teacher education) (and Circular 9/92 for Secondary teacher education) have dramatically increased the amount of school-based undergraduate and postgraduate ITE courses. The basis on which partnership is to develop is very one-sided. Schools and local education authori​ties (LEAs) do not have a similar mandate to higher education institutes (HEIs). School-based teacher responsibilities for train​ing are not reflected in the contractual hours of school staff. This one-sided partnership is lacking in resources at a time when schools are stretched by local financial management and required to cost their over-expenditure. At the same time, the government is insisting on the pursuit of competition, enter​prise and individualism. It is therefore a contradiction in policy to expect schools and teachers to continue to interact on a basis of goodwill and underfunding. The former, in some areas, has become a largely redundant concept, with schools and HEIs scrabbling over Teacher Training Agency money, with HEIs facing widespread redundancies and loss of teaching expertise and research bases, and schools ill-equipped for and unused to some (though not by any means all) of the exigencies and demands of mentoring and supporting students on teaching practice.
School mentoring is the system by which school teachers guide, advise, support and grade student teachers in place of HEI lecturers. They or their schools are paid for this and there is some fairly minimal contact with HEI lecturers. HEI staff involvement in many schemes is limited to ascertaining that monitoring systems and relationships are functioning, and ‘fire fighting’ when things go wrong. (See Whiting et al., 1996, for a detailed analysis of types of HEI-schools partnerships.)
The reality of Local Management of Schools (LMS) means that any school-based training will have to be locked into the budgetary constraints of the school, and will need to be seen to be beneficial to children and to the schools themselves, as well as to the student teachers and to the development of the profession as a whole. The pressure to deliver the National Curriculum has forced all schools to evaluate their relationships with training institutions.
An Observer/Cassell education survey carried out in 1993 about moving teacher training back into schools, revealed that 83 per cent of the one thousand politicians, local authority officers, parents and teachers surveyed rejected the idea that moving most teacher training back into schools will make better teachers’ (Nash, 1993). Of the thousand respondents 85 per cent also believed that the government had a ‘political or ideological objective in limiting teacher training colleges ... with 79 per cent believing this was a bad thing’ (ibid.). Hill (1993), Carrington and Tymms (1993), Blake and Hill (1995), and Hill and Cole (1996c) report similar high levels of criticism of school-centred ‘teacher training’ by headteachers, student teachers and by the general public.
Other than increasing school-basing for college-based ITE courses, the Conservative government has introduced three types of school-based ‘training’ schemes, the Articled Teacher (AT), the Licensed Teacher (LT), and the School-Centred Initial Teacher Training (SCITT) schemes.
The Articled Teachers (AT) Scheme, a two-year postgraduate course, was intended to attract graduates from other careers. Students spent 80 per cent of their time in school and 20 per cent in college. HMI has indicated that the scheme has been successful in producing some quality teachers, even though the cost was prohibitive (the training programme cost per student was 30 per cent higher than the conventional cost for a student on a conventional postgraduate course). HMI (and other) evaluations of the scheme reveal that students felt that it negated the need to step back from their school to think and talk to other students in training (DES, 1991; Jacques, 1991). The AT Scheme for Primary teachers ran for four years and came to an end in June 1995 (that for secondary teachers was abandoned by the government in 1992).
Criticisms of the AT scheme seem generic to those of school-based schemes in general. The AT scheme at West Sussex Institute of Higher Education, like that at UNL, found a number of benefits, but shared some of the criticisms. Prime among these were that, while Articled Teachers felt confident and well-prepared for most aspects of classroom teaching, they felt they had had an inadequate theoretical preparation. Furthermore, while a number of school mentorship arrangements had worked very satisfactorily, some mentors were ill-prepared for and did not have sufficient time for supporting student teachers in difficulty.
The Licensed Teacher (LT) Scheme was much more controver​sial and continues to recruit nationally. Here recruits are unqualified teachers (required to have two years Higher Education or equivalent and to be at least 24 years of age), and are employed as teachers by schools. They received ‘on-the-job’ training. Teachers’ unions objected to this non-graduate type of entry to teaching because it undermined and divided the profes​sion (c.f. Cole, 1989; Hill, 1989).
There are a number of other problems with the scheme, some of which are highlighted by the experience of the UNL scheme. The University of North London worked with an LEA which recruited qualified teachers from the Caribbean, and subse​quently found that they had to proceed via the Licensed Teacher route in order to obtain Qualified Teacher Status (QTS). This resulted in the need to devise a scheme which was wide enough to meet demands laid down in National Curriculum Council (NCC) guidelines for Licensed Teachers (NCC, 1991) and at the same time be unique enough to attempt to incorporate the teachers’ existing skills and support them in their transition from one teaching environment to another.6
Equal opportunities was a major consideration in the UNL work with these Licensed Teachers, not only in how discrimination would impinge on their lives in the wider community, but how it would be manifested within the multicultural, multi-lingual community of inner city London schools. Difficulties arose in the selection of mentors and the allocation of classes. Licensed teachers with mentors who had less teaching experience than themselves and the presence of children who were demotivated and disrespectful presented many conflicts and contradictions which required the teachers to make a number of realignments. Because Licenses are attached to the teacher and the school, it meant that, for some teachers, poor and inappropriate initial placements were difficult to change.7
In this scheme the LEA was left with the responsibility of assessing and making recommendation to the DES (now the DFE) regarding the conferring of QTS. A major problem this created was that teacher educators/trainers had no opportunity to visit the teachers in school. HEI staff were dependent on the Licensed Teachers and their school mentors for relaying information and issues to which the teacher educators/trainers had to respond.
Many of the inherent limitations of the Licensed Teacher Scheme (see Hill, 1989; Cole, 1989; Barrett et al., 1993) were not very apparent in the UNL experience outlined here, because of the unique status of the Caribbean teachers (already ‘trained’ and very experienced - albeit in a different national system). However, what was apparent was the need for these Licensed Teachers’ experiences and training to be at graduate level or equivalent.
The Licensed Teacher Scheme fails to expose teachers to the two-year specialist subject, college-based study received by students on their BA (QTS) and BEd courses (and also received by students on PGCE courses in their first degrees). LT schemes also fail to introduce LTs to a variety of British school placements, their experience is limited to one school only. This is unacceptable given that teachers need to be orientated and inducted not only in life within one school, but into the profession ​as a whole. Another major objection is that Licensed Teachers are often paid considerably less than qualified teachers, consigning them to second-class status within the profession. In short, the Licensed Teacher Scheme undermines the strength of teacher education and is a disservice to children in schools and to the LTs themselves.
Some similar criticisms can be directed at School Centred Initial Teacher Training (SCITT), condemned in, for example, Pyke (1995) and criticized by OFSTED (1995a, b) in the first official evaluation. The SCITT scheme involves nine consortia of schools and six city technology colleges, both primary and secondary, to run their own ‘teacher training’, recruiting and training their own students. SCITT schemes are funded directly by the TTA and were instituted by the then Secretary of State for Education, John Patten, in 1993. Pyke reports on a forthcoming HMI Report which questions the effectiveness of SCITT, comparing it unfavourably with courses run by HEIs. Pyke’s report quotes one Dean of Education (Graham Welch at Roehampton Institute of Higher Education) as observing that ‘schools have found it an enormous amount of work. It’s tied up a lot of senior staff for long periods of time. They have also found it difficult to balance the time required against the income; their costs are not covered. In our experience the teachers have put in far more work than they expected’ (Pyke, 1995).
Partnership is necessary for bringing together various aspects of theory and practice, but its potential depends on the negotiation and delivery of a co-ordinated, well-documented and monitored series of experiences on campus and school (Norris, 1993:16). If it is to succeed, it has to be built on clear lines of communication and a recognition of the intellectual foundation of teaching, not just in curricular knowledge, but in the reflec​tive and critical analysis of practice (Hill, 1991 and 1994a). Such analysis is seen as a foundation of effective teaching and of empowering student teachers to have an understanding of the, society in which they teach and learn.

THE LIBERAL PROGRESSIVE MODEL

Prior to the ascendancy of the radical Right, the dominant paradigm in Britain was the liberal progressive one. Based on the philosophy of the Plowden Report (CACE, 1967), and championed by Labour governments and accepted as mainstream thinking in other parliamentary parties, it claimed to be child-centred and concerned with educating the whole child, so that the affective domain was equal in importance to the cognitive one. It stressed the worth of all children and their right to be active in the learning process. At first sight, this might seem to be an appropriate model for the new post-Conservative Britain. However, all was not what it seemed.
Debbie Epstein (1993), for one, has offered a trenchant critique of what liberal progressivism often meant in practice (see also Brehony, 1992; Sarup, 1983). Epstein is critical of the Plowden Report. She argues that its conceptualization of children as individuals rather than as members of groups (and the fact that social groups tend to be pathologized when they are mentioned) made it difficult to raise issues of power relations in primary schools. In addition, Plowden’s deficit model of working-class children meant that efforts to promote equal opportunity ‘focused on repairing the deficiencies of individual children rather than on structures and curriculum’ (Epstein, 1993:92). Underpinning the Report, she reminds us, is the work of Piaget, who has suggested that children cannot ‘decentre’ (empathize with others) until they reach a ‘mental age’ of ten or eleven. In practice, this meant that ‘teachers ... found it difficult to accept (or easy to reject) the idea that primary age children can handle concepts of racism and sexism’ (ibid:91).
The Plowden Report, Epstein concludes, contains two contradictory views about the relationship between children and society. Society is treated both as something from which children must be protected and as an entity which they will enter at some further date and for which they therefore have to be moulded:

Both these views were aspects of Plowden discourse which diminished the likelihood that primary teachers working within their framework would try to consider and challenge social inequalities with the children they teach - for if the school is regarded as a safe haven from the ills of society, why allow disruptive ideas about inequality to enter the classroom? Furthermore, while ‘preparing’ children to take their place in society (at some specified future date) might involve some ideas of liberal tolerance ... it also carries the implicit assumption that the ‘nature’ of society is fixed and that we can predict what kind of society children should be prepared for. Again, there is no compelling logic which says that predictions about a future society will not involve recognition of a need to combat inequalities but the notion does preclude the idea that children should be involved, in the here and now, in deconstruction of dominant ideologies.

(Epstein, 1993:92-3)

In place of the Plowden/Piaget learning process set of perspectives, Epstein advocates a co-operative, democratic learning process, but in the mode of critical reflection, rather than Plowdenesque liberalism. She offers the work of Dunn, which shows that children are aware of the feelings of others as early as their second year of life and can therefore ‘decentre’ and are thus amenable to understanding issues of inequality. ‘Child-centred’ education per se is not the problem, she argues, and it is possible to reappropriate it and make it more ‘political and oppositional’ (Epstein, 1993:98).
We now turn to an outline of what a radical Left policy might mean in practice.

A RADICAL LEFT MODEL8
This model needs to be distinguished from Centre Left and ‘Left in the Centre’ policies suggested, for example, in recent Labour Party (1991; 1994) and Institute for Public Policy Research policy documents (Barber and Brighouse, 1992; IPPR, 1993).9 Its defining features lie in its concept of equality as being ‘egalitar​ian’ rather than ‘more efficiently meritocratic’. It is striving for significantly lower differentials in society (and in the outcomes of schooling). This contrasts with the British Labour Party (centre-​left) vision of high differentials between top and bottom strata, albeit in a more socially mobile meritocracy.

In addition a radical Left model stresses the development of teachers as critical, emancipatory, transformative intellectuals, who are democratic and active citizens and professionals committed to a morality of social justice. This is based on an interrogated and critical diversity of culture, class, ‘race’, sex and sexuality, special needs and disability, as part of a radical democratic egalitarian and anti-authoritarian political project (Giroux, 1988a, b; Hill, 1991, 1994).
It is concerned with democratic management and pedagogy within education (at classroom level as well as at school and college/HEI level), in opposition to the increasingly hierarchical, elitist and brutal systems of school, college and classroom management, which are in evidence not only in Britain, but in an increasing number of states worldwide.
It is concerned, finally, with a broader definition of ‘standards’ than narrowly defined and tested academic attainment. This involves an emphasis on collective and collaborative as well as individual responsibility.

A PRESCRIBED CORE CURRICULUM FOR INITIAL TEACHER EDUCATION

A prescribed core curriculum for ITE should include:

1. Classroom skills and competencies. All children need to attain excellence. In addition to a deep knowledge of core subjects, student teachers need to develop reflective skills on pupil/student learning, teaching and classroom management, and on stimulating all the children in their classes to learn. They also need to develop skills in monitoring the variety of standards referred to above, and in demanding/facilitating the best from their pupils/students.
2. The skills to develop in children excellence in written and spoken standard English, in the context of full recognition of, and respect for dialect and accent, and the skills to facilitate ​the promotion of bilingualism and multilingualism, where appropriate.
3. Data on racism, sexism, social class inequality, homophobia, ​and oppression connected with disability and special needs. Many teachers and ITE students are not aware of the existence of such data or the impact of individual labelling, and of structural discriminations on the lives and education and life opportunities of the children in their classes, schools and society.
4. A holistic approach to social justice in the curriculum. ‘Race’, gender, social class, sexuality and disability and special needs should be considered as part of an overall understanding of social justice within teacher education courses. Inequalities in practice can be multi-dimensional and their effects can manifestly impact one upon the other. Inequalities and oppression can also be unidimensional - as, for example, with ‘gay-bashing’.
5. Skills in dealing with verbal abuse, physical abuse and harassment related to social class, gender, ‘race’, sexuality or special needs and disability.
6. ‘Critical reflection’ on competing approaches and ideologies of schooling and teacher education. This should include a consideration of anti-racism as well as multiculturalism and assimilationism, the concept of a classless society as well as meritocratic social mobility or elitist stratification and reproduction, anti-sexism as well as non-sexism. In addi​tion, different models of special needs and disability and gay/lesbian/bisexual issues need to be addressed. (For an analysis of ‘critical reflection’, see Zeichner and Liston, 1987; Hill, 1991, 1992, 1994a and 1996.)

The above list is not exclusive. Furthermore, we recognize that however well educated and however critical and egalitarian student teachers and teachers might be, these qualities are of limited use if such teachers have limited classroom skills and competencies. What we are arguing for here is highly competent egalitarian teachers.

POLICY PROPOSALS FOR COURSE ENTRY, ORGANIZATION, LOCATION AND DURATION.10
A substantial higher education role should be retained with a closer delineation of which aspects of educating and training teachers are best done by schools and which by colleges. This should be based on experience of current schemes and research evidence, not on ministerial ideological agenda and/or prejudice.
Opposition must be expressed to total school-basing, to taking the education out of teacher education and training, to cheap​skate, quick-fire, non-graduate routes, to amputating the education components from BA (QTS)/BEd and PGCE courses. So the demand is for theory and practice together. This should not be the unpractised theory, lack of praxis, in many late 1980s/early 1990s BEd and PGCE courses, and certainly not the untheorized practice, untouched by critical theory, which is so obviously the intention of this government.

1. There should be easier entry to undergraduate ITE courses for those whose APEL (Alternative Prior Learning and Experience) is appropriate. However, while accepting differ​ent entry points into teacher education/training, all qualifying teachers should be graduates.
2. There should be a national system of sub-degree level certi​fication for teacher assistants and helpers which should be an entitlement for those working a minimum number of hours with children in school (say 6 hours per week) and which should be mandatory for those working longer hours with children in school (say 25 hours per week). Such a graded system of certification should, after development, serve as the equivalent of the first year of a four-year BEd degree programme.
3. Articled Teacher type two-year PGCE courses should be extended, though with a 65/35 per cent school/college ratio rather than the 80/20 per cent ratio of the (now finished) Articled Teacher Scheme.
4. The Licensed Teaching Scheme should be abolished, with all teachers being educated into the profession to degree level on a theoretical as well as a practical basis.
5. The current balance should be maintained between HEI-based and school-based work in four-year BA (QTS) courses established by CATE Circular 14/93 (i.e. 160 days of a 4-year (120-week) course). The 1989 CATE criteria (DES, 1989b) of 100 days in school on the then 4-year BEd course was too little and did not enable students adequately to interrelate theory and practice.
6. Primary PGCE courses, the most widely criticized of HEI-based courses, should be 60 weeks (or so) in length, half in school and half in HEI. This contrasts with the requirement in CATE Circular 14/93 that Primary PGCE student teach​ers should spend 20 weeks in HEI, and 18 weeks in school. Neither of these are long enough.
7. There should be a variety of different routes into ITE, but all should be subject to the same criteria as those set out above. Within this diversity there may be different patterns of school and HEI-based work. Totally school-based ITE such as School-Centred Initial Teacher Training (SCITT) should be abolished. Student teachers need to experience a variety of school styles, ethoses, problems and challenges.
8. School-based work in all ITE courses should be accompanied by rigorous and collaborative mentor training for school mentors.
9. There should be a General Teaching Council. This should be a representative body, one of whose functions should be to accredit teacher education courses. This would replace the Teacher Training Agency and incorporate aspects of its work.
10. Our proposals for Secondary PGCE courses are that they should be increased to 45 weeks in length, with half the term spent in school and half in HEI. CATE Circular 9/92 restricted the number of HEI - based days to 60 days for Secondary PGCE students (DFE, 1992). This is not enough. We suggest here approximately 112.5 days in school and the same in HEI.

CONCLUSION

Teacher educators from various other ideological and political perspectives may well agree with a number of the recommendations. What they may not agree with is the explicit emancipatory, critical and transformatory role of teacher educators, education, and schooling in the interests of social justice and equality. It is this role, and the role of teachers as intellectuals instead of mechanics, that is necessary for the development of a critical, active, interrogating, citizenry - thoughtful, questioning, perceptive as well as skilled - in the pursuit of a democratic, anti-authoritarian, socially responsible, socially just and equal society.

NOTES

1. How centre-left the ‘New Labour’ project is, in 1996, is open to dispute. See for example Hill and Cole 1996b, Cole 1997, as well as press comment throughout 1995 and 1996 in both, tabloid and broadsheet newspapers and in, for example Tribune and New Statesman and Society. ‘New Labour’ has clearly taken on board some aspects of neo-Thatcherism. While on a contemporary left-right spectrum, ‘New Labour Leadership and policy are (even if marginally) to the left of the Conservative Party on a historical dimension there appears to be little continuity between the ideology and policies of ‘Old Labour’ and the pro-market ‘New Labour’.
2. The following analysis draws heavily on Cole et al., (1996).
3. Major advocates of this position with respect to teacher education are Sheila Lawlor (e.g. 1990), Stuart Sexton (e.g. 1987) and the ‘think tanks’, the Centre for Policy Studies (CPS) and Institute for Economic Affairs (lEA), with which Lawton and Sexton have been respectively involved.
4. Prominent exponents are the now defunct Hillgate Group (1989) and authors Anthony O’Hear (e.g. 1988, 1991), and Dennis O’Keeffe (e.g. 1990).
5. Any attributed irony can be dispelled by a variant of what Stuart Hall has referred to as ‘the principal contradiction of social democracy in this period’. Labour has always been caught between the competing goals of improving working-class life chances and harnessing education to the economic and efficiency needs of the productive system. In conditions of recession, the educational experts, spokespersons, and educational press, sections of the profession, the media and other interest groups and organizations sided with the Labour government and with the requirements of capitalism. (Hall, 1983:35-6; Cole, 1995; see also the discussion on Labour’s dual repertoire in Chapter 5).
6. The teachers recruited were African and Indo-Caribbean, men and women, with between them five to twenty-three years’ teaching experience. All had been educated and trained in a British colonial education system. 

In terms of curriculum needs, the teachers were offered two In-Service courses from the UNL modular INSET (In-Service Education for Teachers) scheme. (In other schemes, such as the West Sussex Institute of Higher Education scheme, LTs slot into one weekly PGCE session as well as having tutorial support. What is common here is that LTs receive minimal HEI-based input). Initially at UNL, teachers pursued National Curriculum core subjects, but soon shifted to areas such as Intermediate Technology, Physical Education, Drama, Special Educational Needs and Early Years.

The initial cohort of Caribbean teachers all completed their courses, ‘served’ their two years Licence and have been granted Qualified Teacher Status (QTS).

7. Other kinds of personal circumstances also made initial adjustments difficult, such as finding suitable accommodation, placing their own children in appropriate schools, and illness.
8. Hill (1992) discusses three different models of radical Left discourse, and models of the teacher. These are summarized in Hill (1991, 1992).
9. The following analysis draws heavily on Hill (1991, 1994a, b; Hill and Cole, 1995a, b). Curricular proposals are further developed around the notion of ‘critical reflection’ in Hill (1996a). See note 1 concerning the label, centre-left.
10. These proposals are based on those in Hill (1994a).
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