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Abstract

This thesis seeks to explore the realities of taking the lead in the SD (School Direct)
model of school-led model of Initial Teacher Training (ITT). It focuses on the
perceptions of a selected group of 12 Primary Head Teachers across two School
Direct Alliances in England as they embark upon their first experience of training a
cohort of PGCE (Post Graduate Certificate in Education) student teachers. The study
is situated at a time when school-led routes for the preparation of future teachers are
gaining ground and partnership agreements between schools and Higher Education

Institutions (HEIs) are evolving.

The study is situated in the non-positivist qualitative paradigm of phenomenology and
gave Headteachers a voice to explore their experiences over their first year taking the
lead in a PGCE route of ITT. The detailed evidence was gained from interviews with
each participant at the beginning and the end of their first year taking the lead in the
preparation of future teachers by way of the SD model. The narratives of the HTs
revealed their perceptions of ITE and their belief in the role of schools for the
preparation of future teachers. Furthermore, the evidence shows how these beliefs and
perceptions shaped their reality of taking the lead in ITT working in partnership with a

Higher Education Institution. Critiqued against a background of the reform of ITE, the
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research findings will inform future partnerships between HEIs and schools and show
how these can be sustained and developed at a point where the role of HEISs is being
weakened as a consequence of recent legislation. Furthermore, it is envisaged that
findings will contribute to the debate on ITE by giving primary HTs a voice to explain

why schools might seek to move away from the traditional model of ITE

Chapter 1: Introduction and Background to the Research

1.1 Introduction to the chapter.

In this chapter, I will explain what stimulated my interest in the preparation of future
teachers and why this interest has developed. | will outline my teaching career from
that of a primary school teacher in the late 1980s to a university lecturer. | will show
how these experiences led to my growing interest in the area of Initial Teacher
Education (ITE), most notably in the partnership agreements which developed
between schools and Higher Education Institutions (HEIS) in England for the
preparation of future teachers. Additionally, I will outline the growth of the existing
landscape of ITE by reviewing key government policy over the period early 1990s to
present day. | will clarify how this policy and practice in ITE in England has resulted
in an increasing number of alternative routes into teaching and changed the nature of
partnership between schools and Higher Education Institutions (HEIS) for the
preparation of future teachers. An exploration of the key terms ITE and ITT (Initial
Teacher Training) will also be briefly explained as the aims and purposes of this
preparation are to some extent defined by the choice of one of these two acronyms.

Finally, having set out the background to this study I will state the aims of the
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research and the research questions. An overview of the thesis will be the conclusion

of this first chapter.

1.2 Background to the study

In my early teaching career as a primary school teacher, I had ‘in school’
responsibility for supporting trainee teachers on placement and this responsibility
included liaising with the university tutor who observed and at that time, assessed
student teachers. As the school mentor my role was to support these student teachers
by way of informal feedback and negotiated teaching opportunities in relation to the
requirements of the placement and targets set by the university tutor. My interest and
passion for this role led to a career move to become a lecturer in a HEI in England.
This HEI specialised in ITE and my role was teaching across a range of courses and
supervising future teachers. Throughout this period, | have been constantly fascinated
and challenged by the debate between government, HEIs and schools in England
about who should be taking the lead in the preparation of future teachers (universities
or schools) and where the balance of this preparation should be located (school or
university). Based on my experiences in school | had believed that the relationship
between schools and universities in this preparation was that of a partnership, a
partnership where universities and schools shared their respective skills and
knowledge for the preparation of future teachers. However, in my new role as a
university lecturer in the 1990s | discovered that my expectations of what constituted
a partnership differed from the practice. In some cases, | felt that the balance of power
in key areas appeared to be very heavily weighted towards the university for example

in decisions about the final assessment of students for the award of Qualified Teacher
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Status (QTS). The organisation of partnerships between schools and my own HEI was
complex and challenging for me to understand. The basis for my research as to why
schools would want to take the lead in ITT has therefore developed over several
decades as a consequence of these experiences. Alongside this personal and
professional development, | have observed how education policy in England has
resulted in the growth of alternative routes into teaching which have evolved over this
period. This has seen a move towards a range of school-led training models for the
preparation of future teachers, for example School Centred Initial Teacher Training
(SCITT) and the School Direct model of ITT (SD). These new models have resulted
in the expansion of a range of different types of partnership models between schools
and universities and have changed the landscape of ITE in England (Whitty,
2014:464). As a result of this expansion my role as a university lecturer in ITE has
changed with more of my teaching taking place in schools and my supervision of

student teachers more in line with quality assurance as opposed to assessment of QTS.

1.3 The reform of ITE in England: 1992 — present day

The background to these changes is incremental, spanning a period of years and | will
now outline the reform of ITE in England and the changing political landscape for the
preparation of future teachers from 1992- present day It is important to set out that the
reform of ITE was positioned against a backdrop of change in education policy which
included the expansion of partnership agreements between HEIs and schools. This
continued expansion of partnership arrangements came about as a result of two
significant publications: circular 9/92 secondary (Circular 9/92, DfE 1992) and

circular 9/93 primary (Circular 14/93, DfE 1993). These two circulars listed a more
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demanding set of requirements in the management of courses and selection, training
and assessment of students in an attempt to ensure that schools became full partners
with universities in these areas (Furlong et al.1996:39). Running in parallel has been a
drive towards more school-led training (Ellis, 2006; DfE, 2010) and an increase in the
time spent by student teachers in schools. This move towards more school-led training
gained momentum with the publication of the 2010 White Paper (DfE, 2010)
introduced by the Conservative led Coalition government in England. This White
Paper (DfE, 2010) set out a reform of (English) schools with the intent of raising
standards in education in line with the high educational standards of ‘our competitors’
(DfE, 2010:8). In line with this aspiration the White Paper (DfE, 2010) set out the
reform of ITE and introduced a new school-led route into teaching. This school-led
route was designed to enable schools to ‘influence the way in which ITT is delivered’
(Teaching Agency, 2012:3) with the intent of improving systems of recruitment and
training by creating more school-led programmes. The reform of ITE was predicated
on the basis that the quality of teachers in England is integral to the agenda of raising
standards in education and that this quality could be achieved by giving more
opportunity for schools to engage with and take the lead in ITT (Finn, 2017:168).
Michael Gove the then secretary of Education reiterated this again in his speech at the

National College in 2012:

There is a growing trend amongst world-leading education systems toward
more classroom-based teacher training. And that’s no surprise to me. Because
that’s where the real experts in education - teachers and leaders - tend to be

found (Gove, 2012).
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The 2010 White Paper goes further than previous Department for Education (DfE) led
initiatives and directives by giving outstanding schools a much greater role in ITT ‘in
the same way that our best hospitals train new doctors and nurses’ (DfE, 2010:3 para
2). This included stipulating that graduates would spend more time in school through
an expansion of school-led routes into ITT. A key message in the 2010 White Paper
was that too little training for teaching was taking place ‘on the job’ (DfE, 2010:19)
and that increasing the time that student teachers spent teaching in the classroom
would redress this balance and increased the quality of future teachers (DfE, 2010:12).
The focus of this increased time was identified particularly in relation to ‘the skills
which define great teaching’ (Gove, 2013), the teaching of the core subjects and
increasing the emphasis on behaviour management. This expansion of school-led
routes into ITT was followed up one year later with an ITT strategy implementation
plan (DfE, 2011b). The plan outlined a new school-led route called the SD model of
ITT and granted to those schools deemed by OFSTED (Office for Standards in
Education) as good/outstanding more autonomy in key areas of recruitment and
training at graduate level. More significantly for my thesis it gave schools the power
to take the lead in ITT. As part of the SD model, a cluster of schools would come
together with a lead school to form a School Direct Alliance (SDA) and must work in
partnership with an ‘accredited ITT provider’ (Teaching Agency, 2012:3). The
accredited ITT provider would retain the responsibility for the recommendation of the
award of qualified teacher status (QTS) and the accountability for the quality of the
provision (DfE, 2012:3). This has not only increased the remit of partnership

agreements between schools and HEIs as schools have become more closely involved
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in the selection and training of student teachers but seeks to address the recruitment
shortage as these recruits are then expected to be employed in the school (DfE,
2011a:11 para2). This move added more weight to the ongoing debate about who
should be training these ‘top graduates,’ that is to say those who have a 2:1 in key
subjects, for a career in teaching. Furthermore, the SD route into teaching signalled a
reform of ITE and consequently a change in the power relationships between schools
and universities. Universities who had traditionally been responsible for these key
areas would no longer be the sole providers of and setting the agenda for ITE. Murray
and Mutton (2016:66) suggest that this decision to give more autonomy to schools and
also to increase student teachers’ time spent in schools would have a significant
impact on the organisation of teacher education. Under the SD model groups of
schools working together as a SDA in partnership with a HEI in their capacity as an
accredited provider would be providers of ITT. This would be in direct competition
with the model of ITE traditionally provided by HEIs. Furthermore, a negotiated
portion of the funding would move from the accredited provider, in this case the
University, with the student, to the school (Teaching Agency, 2012). ITE was now
open to market forces in which schools ‘bid’ for places from the DfE and selected an
accredited provider to work in partnership with (Teaching Agency, 2012:8). The
launch of the SD model links directly to the aims of this study as it establishes SD as
both a principal route into ITT and a catalyst for the changing role of HEIs both of

which are central to my research.
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1.4 Alternative routes into ITE

Together with the growth of this in school responsibility for the preparation of future
teachers has come the growth of alternative routes into teaching in English schools
over the past 20 years (Gardener, 2013:44). Traditionally, the award of QTS is an
integral part of a range of teaching routes validated as programmes of study by a
University that provides ITE. These routes include undergraduate (UG) programmes
of study (BA/BSc with QTS), post graduate routes (PGCE) and the QTS assessment
only route to qualified teacher status. Prior to 2012 candidates for the award
previously applied to the DfE, however this has changed because of the revised
qualifications and induction regulations which came into force on 1% April 2012. At
the time of undertaking the research for this thesis, the provider of the training, that is
the HEI or School Alliance informed the National College for Teaching and
Leadership (NCTL) when the trainee had completed the programme. At that time, the
NCTL was an executive agency of the Department for Education (DfE) and has since
been repurposed in 2019 as the Teaching Regulation Agency (TRA). While the
BA/BSc (QTS), PGCE with QTS and QTS only routes into qualified teaching have
continued to be available and have delivered a significant number of Newly Qualified
Teachers (NQTS) there have been other routes introduced by successive Labour
governments between 1998 and 2009 (Whitty, 2014: 470). These include employment
based programmes for example ‘Teach First.” However, as Cochran-Smith (2015:
Xiv)) explains, the expansion of these routes have been gaining ground and the
apparent shift of ITE from HEIs into schools has more recently been at an increasing

pace in line with new educational policy. In essence, it would appear that the
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government has authorised schools to take more control of teacher training as part of a
long term plan to move in favour of school-centred initial teacher training as opposed

to the more traditional routes provided by HEIs (Murray and Passy, 2014:45).

At the commencement of this study (2013) there were two main graduate routes into
teaching: the SD route which is based in schools, and the traditional Postgraduate
Certificate in Education (PGCE), which is based in universities. By 2020 a number of
alternative routes have been and are still being developed which includes a Teach First
leadership development programme and a newly accredited postgraduate
apprenticeship programme (UCAS, 2019). Like the SD model of ITT, the nationally
recognised work based Teaching Apprenticeship route into teaching looks to sustain
the recruitment of future teachers at a graduate level and enable those registered on
these courses to complete a postgraduate-level apprenticeship. However, the
involvement of HEIs at this point in the delivery and development of this route into
teaching is varied and the implications for partnership in the preparation of future
teachers uncertain at the time of writing. The potential for the lack of a strong role for
HEIs has raised concerns from teaching unions about the de-skilling and narrowing of

the profession (ATL, 2017).

1.5 Partnerships between schools and HEIs

Although there had been informal partnerships between universities and schools over
the period of my own undergraduate provision and throughout my first years of
teaching in the early 1990s, the publication of circular 9/93 (DfE) for primary (circular

9/92 (DfE) for secondary) signalled changes to partnership arrangements between
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schools and universities. As previously stated, these publications identified statutory
requirements for HEIs to enter into formal partnership arrangements with schools in
the areas of recruitment and in the management of the curriculum for ITE.
Consequently, the development of joint responsibilities between HEIs and schools for
training future teachers in these areas brought about a change of responsibility and
workplace practice for me as (by then) a lecturer in HEI. For example, my role as a
university tutor in relation to the supervision of students on placement shifted from
one of the assessment of QTS to one which was more in line with implementing
quality assurance procedures at the school. More recently as a result of the publication
of the White Paper (2010) more of my teaching responsibilities with graduate students
is now taking place in schools as opposed to on campus. Subsequently, the legislation
over the two decades from the publication of circulars 9/92 and 9/93 to present day
has changed the landscape of ITE including the nature of partnerships between
University and schools. It is these changes over successive years which has stimulated
a growing interest for me in partnership arrangements. My own university has been
quick to respond to these changes over the years and has set up joint interviewing
procedures between tutors and Headteachers (HTs) of prospective students on both
PGCE and UG courses. Additionally, supervision of students on placement has
developed significantly with staff in schools taking the lead for assessment and tutors
from the university leading mentor training and implementing quality assurance of all
student placements. Over this period of change, | perceived a shift in the relationship
between HEIs and partner schools as partnership models became more sophisticated.
Government legislation had given schools more ‘voice’ in key areas of preparing
future teachers and consequently | observed a growing ownership of ITE across and

within those schools | worked alongside. However, notwithstanding this shift, | felt
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that the term partnership was becoming increasingly problematic because despite
these developments in recruitment and assessment of students there appeared to be
limited change in many areas of partnership. Early literature reviews which supported
some small-scale research projects that I carried out in 1997 (Mills, 1997) and 2002
(Mills, 2002) suggested that the body of available research did not fully explore the
full range of partnership opportunities between HEIs and schools for the preparation
of future teachers. Furthermore, this was primarily focussed on evaluations of
partnerships, written by researchers in HEIs (Burton and Greher, 2007; Brady, 2000).
This still seems to be the case and there appears to be little research which gives a
voice to the schools, particularly primary schools, and which reflects their
perspectives of partnership and the roles that school and university take in ITE.
Therefore, | feel there is a need for more in depth study of partnership models between

HEIs and schools.

As stated in section 1.3, recent government White Papers (DfE, 2010; DFE, 2011a)
have given rise to the expansion of routes into Initial Teacher Training (ITT) and these
recent reforms in ITE have heralded the establishment of a new model of ITT based in
schools: the School Direct (SD) model. Prospective student teachers can apply for one
of two routes in this model of ITT, salaried and non-salaried. In the salaried model of
SD as the title suggests this route into teaching ‘allows you to learn ‘on the job’ and
earn a salary while you train towards Qualified Teacher Status (UCAS, 2019).
Potential students must have been in employment for three years and are recruited,
interviewed and based in school and the training follows more closely that which was
provided through the GTP (Graduate Teacher Programme) developed in 1998 which

lead to the award of QTS. As Parker (2015:107) comments in the SD model the
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‘direction and impact stems unequivocally from the school’ with the school taking the
lead with minimal input from a partner HEI. Alternatively, in the non-salaried route
potential students are still recruited, interviewed and then based in a school but do not
need to meet the employment criteria. This model of SD also leads to the award of
QTS, however ‘The school will not necessarily be your employer, and in many ways,
your training will be similar to other programmes’ in HEIs (UCAS, 2019). The non-
salaried route into teaching is normally more in line with the traditional model of post
graduate ITE in that it is taught by both school and HEI and may lead to the award of
PGCE. It is the latter model of SD which is the vehicle by which | will explore school-
led routes into ITE and is therefore central to my research. At the time of formulating
and undertaking my research (2014-2019) my current role was that of a university
programme leader (UPL) and | was supporting a group of primary schools who had
formed two separate School Direct Alliances (SDAs). This role gave me a unique
opportunity to research and observe first-hand and from the school perspective why
these particular primary HTs have made the decision to take the lead in ITT. This
issue will be addressed by considering partnership through the lens of a selection of
primary school Head teachers (HTs) as they embark on one school-led route of ITT. It
is envisaged that findings will contribute to the debate on ITE by giving primary HTs
a voice to explain why schools might seek to take the lead in the preparation of future
teachers and to move away from the traditional model of ITE. I feel that this
perspective could help to inform HEIs and schools as to how partnerships between
these two stakeholders can be sustained and developed effectively at a point where the

role of HEIs is perceived as being weakened as a consequence of recent legislation.
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It is important to note the organisation of this particular model of SD at my institution
as there can be variation across HEIs working in partnership with schools to meet the
requirements of the PGCE programme. This can generally be determined by
considering the roles and responsibilities of schools and HEIs in relation to the
organisation of the programme, the delivery of the programme and the quality
assurance the of this school-led route. As outlined in the publication of the strategy
document ‘Training our next generation of outstanding teachers’ (DfE, 2011a) and the
‘Implementation plan’ five months later (DfE, 2011b) this model is one whereby
schools forming an Alliance recruit and train their cohort of student teachers
(Beauchamp et al. 2013:17) and ‘choose an accredited provider of ITT to work with to
provide the training’ (DfE, 2011a:12). In my institution, the partnership agreement set
out between schools and HEIs leads on from the ITT Implementation strategy (DfE,
2011b) and the guidelines for SD (Teaching Agency, 2012). The SDA have taken the
lead in all areas of recruitment, training and delivery of the curriculum for ITT with
the exception of two core modules. These core modules are taught at Masters’ Level
in line with the PGCE programme which is currently validated by the partner HEI.
The HEI plans, teaches and assesses these two core modules, which form the basis of
the PGCE element of the programme. Additionally, the partner HEI maintains the
accountability for the quality of the training in line with validation and assessment
requirements for both the PGCE and QTS, in line with the SD guidelines (Teaching
Agency, 2012). Within each of the two lead schools in the 2 SDAs there is a ‘co-
ordinator’ a member of staff who is the focal point for both students and the HEI.
Their role is to oversee and manage the organisation of the programme and carry out
internal QA measures for the SDA. While there are some variations across the two

Alliances about the organisation of the delivery of the curriculum for ITE and the core
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modules, in both Alliances this teaching take place over two days and is located in the
lead school of the SDA. Alongside this both Alliances have organised the programme
so that students are based in a host school for their serial attachment (normally 3 days
each week) and for at least one of the three significant placements across the one-year
programme. Consequently, the students are located in school for all of their training

over the period of the one-year PGCE.

16ITEOrITT?

When discussing the preparation of teachers, the aims and purposes of this preparation
are to some extent defined by the choice of one of two acronyms, initial teacher
education (ITE) or initial teacher training (ITT). This choice is significant, and it is
important to clarify this distinction from the beginning in my thesis. Bullough Jr
(2014:189) explores the use of the terms training and education to establish that while
these terms are used interchangeably this is complex and challenging. The term
training implies a curriculum where there are defined outcomes, actions which can be
taught and which link to a desired result (Chitty, 2009; Franchi, 2016). Alternatively,
the term education relates to a process where outcomes can be ‘messy and highly
context sensitive’ (Bullough, 2014:189). Winch (2017:4) expands on this and observes
that there are a number of views that the public and educational professionals have
about the nature of teaching which may clarify the selection of the terms ITT or ITE.
One view is of teaching as craft workers who select from and use a range of past
experiences to guide their practice. This view of teaching seems in line with that
presented by Michael Gove the (then) Secretary of State for Education of the
Conservative/Liberal Democrat Coalition government in an early key speech of June

2010. In this statement, Gove (2016:6) set out his personal view of teaching,
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‘Teaching is a craft and it is best learnt as an apprentice observing a master craftsman

or woman.’

This belief held by Gove that teaching is a craft underpins government legislation
since 2010 and is emphasised by his use of the term ITT in subsequent speeches. In
studying relevant documentation in England there appears to be added complexity in
the use of the terms ITE and ITT which are often used interchangeably. OFSTED
generally uses the term ITE and the Department for Education in England generally
uses the term ITT (Franchi, 2016:2). Alternatively, Chitty (2009:259) argues that the
use of the term education as opposed to that of training when considering teaching is

important as:

education is all about transforming the mind so as to equip us for independent
judgement and rational action; whereas ‘training’ should be directed towards

practical skills for particular ends.

Here the nature of teaching is based on a view of teachers as professionals (Burstow
and Winch, 2014:4) who use both theory and practical experience to shape their
practice. It is this combination of transforming the mind through education alongside
the development of practical skills which results in the term ITE being used for the

preparation of future teachers. Positioning this in the context of the SD model Burgess
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(2013:9) explores this complexity further stating that the award of Post Graduate
Certificate in Education which normally includes some Masters level components is
identified by the use of the term ITE while those programmes which only result in the
award of Qualified Teacher Status (QTS) are generally described as ITT. As
previously stated, the SD model which is the vehicle for the research for this thesis has
two M level components and based on the comments of Burgess (2013:9) this would
indicate that the term ITE should be used. However, government publications and
other government agencies for example the NCTL identified the SD programme as
‘School Direct ITT” (NCTL, 2014). While Burgess provides a rationale for
maintaining a commitment to the term ITE, as ITT is the current dominant term, it

will be used accordingly when referring specifically to the SD programme.

1.7 Aims of the research

Given the changing landscape of ITE and my own personal experiences in HEI, | am
intrigued to know why schools would want to move away from the traditional model
of ITE. Consequently, my study aims to explore the realities of a school-led model of
ITT as a route into teaching by focusing on the perceptions of a selected group of
Head Teachers (HTs) across two SDAs as they embark upon their first experience of
training a cohort of PGCE student teachers. It is envisaged that findings will
contribute to the debate on ITE by giving these primary school HTs a voice to explore

why schools would seek to move away from the traditional model of ITE.
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1.8 Research questions

1. For what reasons have some HTs chosen to involve their school in school-led ITT

by way of the School Direct model?

2. How do their perceptions of ITE influence this decision to take the lead in school-

led ITT for the preparation of future teachers?

3. What might be the implications for future partnerships between schools and HEIs as

a result of the decision to take the lead in the SD model of ITT?

1.9 An overview of this thesis

The literature to support this study is presented in Chapter 2 and Chapter 3. Chapter 2
explores the political background to the reform in education in recent decades: reform
which gave rise to alternative routes into ITE. This chapter establishes that as school-
led models of ITT gained ground, there was a discernible shift in the balance of power
between HEIs and schools which led to increased opportunity for schools to take the
lead in the preparation of future teachers by way of the SD model of ITT.
Alternatively, chapter 3 offers a theoretical analysis of how the personal histories of
the HTs in this study form a basis for making the decision to take the lead in ITT.
Throughout this chapter, power relations between the stakeholders in the field of ITE
are identified: government, HEIs and schools, and the literature presented explores the
concept of power relations between these stakeholders in ITE. The choice of
phenomenology as a methodology is discussed in Chapter 4 and the fundamentals of
Interpretive Phenomenological Analysis (IPA) are introduced: an approach to research
which both informed and underpinned the data collection and analysis for this study.

This chapter sets the scene for chapter 5 which reflects on the research journey and
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uses illustrations from the research design to highlight the impact of IPA on the
research process. The findings of the study are presented in Chapter 6, with the
analysis and discussion pertaining to each research question following. The study is
concluded in Chapter 7 where implications and avenues of further research are

considered.

Chapter 2. Creating the permitting circumstances: A

chronology of changes.

2.1 Introduction to the chapter

This study aims to reflect on the decision of a group of HTs to take the lead in the
preparation of future teachers by way of the school-led model of SD. The study
focuses on the perceptions of this selected group across two SDAs as they embark
upon their first experience of taking the lead with a cohort of PGCE student teachers.
In this chapter I will contextualise the study in a chronology of changes in government
policy for ITE from 1992 — to the publication of the White Paper ‘The Importance of
Teaching’ (DfE, 2010) which created the permitting circumstances that both
empowered schools and provided the opportunities for the HTs participating in this
study to choose to take the lead in ITT by way of the SD model. The literature
reviewed will set out that the implications of these decisions are complex and

multifaceted rooted in the influence of political ideology on policy making. The
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chapter will be divided into two sections with each section representing one of two
key themes to critique and examine these permitting circumstances. Each section will
be organised under the headings of each theme: theme one section 2.1, theme two

section 2.2 and so forth.

The policies and literature critiqued in theme one, The reform of ITE, will establish
that the decision to take the lead in a school-led model of ITT is underpinned by the
political background of reform in education in recent decades. This reform gave rise to
alternative routes into ITE culminating in the White Paper ‘The importance of
teaching’ (DfE 2010) in an attempt to raise standards in primary schools (DfE
2010:4). The literature presented will set out that alternative routes into ITT not only
addressed both a national and global agenda to raise standards but reflected a
pervading neoliberal ideology and the marketisation of education. In recounting and
analysing the political rhetoric, the tensions between the policy makers and HEIs who
had provided established routes into ITE prior to these recent government directives
are critiqued. The second theme, The evolving nature of partnerships between
HEIs and school, will analyse the impact of government policy on these two
stakeholders. The literature presented will set out that as alternative routes for the
preparation of future teachers grew there was a discernible shift in the balance of
power between HEIs and schools for the preparation of future teachers. Furthermore,
the literature cited suggests that this shift had its roots in a perceived dominance in the
preparation of future teachers of HEIs by the government. The section is informed by
key commentators in the domain of ITE for example Furlong (2005) and McNamara

and Murray (2013).
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Theme one: The reform of ITE

2.1.1 Introduction to theme one

In chapter 1 of this thesis | highlighted the reform of ITE in England and the changing

political landscape for the preparation of future teachers. I outlined that this has been

as a result of a number of significant government policies and strategies from 1992-
present day and | discussed that this reform was positioned against a backdrop of
change in education which included the expansion of partnership agreements between
HEIs and schools and a drive towards more school- led training. The background to
these changes is important in this thesis as these changes link to RQ1 in that they
create the permitting circumstances, the opportunities for HTs to take the lead in ITT.
Leading on from this in this first theme | present a critical analysis of educational
policy from 1992-present day in which the reform of ITE is embedded. This critical
analysis will reflect on the possible precursors of current educational policy which are
relative to this thesis and critique the ideas and ambitions of educational reform over
this period by means of an exploration of the political ideology of the time. This
educational reform was promulgated by the think tanks of the New Right, a political
ideology and sociological perspective linked with the rise of a trend in conservatism in
England in the late 1970s (Chitty, 2014:126). Finally, I will critique the resulting link
with neoliberalism and globalisation which is a feature of educational policy and
underpins this theme over this period and which according to Ball (2017:117)
culminates in a ‘policy flourish” whereby dramatic and sweeping changes to policy
and practice occur. In this thesis the SD model which is at the core of this research is

one element of practice which is well suited to being described as a policy flourish.
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Morris (2012:89) suggests that Education reform is a result of three ‘distinct
rationales’ used in combination with ‘statements of policy intent’ (ibid). He describes
these as logic rooted in history, logic based on an ideology and finally logic which
uses comparative data to justify why this reform should take place (Morris, 2012:89).
The discussion will utilise these three distinct rationales as lenses by which to critique

this reform of ITE.

2.1.2 Accelerated moves

I will now discuss the radical reforms of ITE in England since 1992 and the expansion

of partnership agreements between schools and HEISs.

The move towards more school-led training heralded a change in the remit and the
role of HEIs and Colleges in ITE. It came to a climax with the publication of the
White Paper (DfE, 2010) introduced by the Conservative led Coalition government in
England (DfE, 2010). Whitty (2014:466) suggests that this was an ‘accelerated move’
and Burgess (2013:9) agrees calling this ‘a breath-taking pace of introduction’
towards schools taking the lead in ITT. While my thesis is rooted in an exploration of
why HTs would choose to take the lead in preparing future teachers, it is pertinent to
critically reflect on education policy reform and implementation in ITE up to the
publication of the White Paper (DfE, 2010) as this has culminated in the development
of the SD route into teaching which empowers schools to take this lead and which is
the focus of this thesis. This implementation has been seen by some as more than far-
reaching policy change, reforming not only teaching and ITE, but one that undermines
the role of HEIs in ITE (Murray and Passy, 2014; Furlong, 2013c; Menter, 2013). In

exploring the development of these reforms, | will argue that the growth of alternative
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routes into teaching over successive governments has resulted in a shift in power

relationships between HEIs and schools over the period 1992 to the present day.

Despite Whitty’s notion of accelerated moves (2014:466), one could argue that
education reform does not happen quickly, generally it takes place over a period of
time. As Le Métais (1997:23) comments, education reform is a long-term project
building on the policy of the past and the present and developing these towards the
education policy of the future. Hansot and Tyack (1982, cited in Beckett and Nulttall,
2017:12) posit the concept of a ‘useable past’ in teacher education to illustrate how
present and future actions are developed from the values and ideas of what has gone
before. It could therefore be surmised that these present and future actions are usually
the result of an actual or perceived crisis and result in the reform of education policy.
This reform of educational policy then embodies the values and ideas of the
educational policy makers of the time to resolve this. Moreover, subsequent policy
reforms do not totally overturn existing policy: the impetus of policy is made up of
small moves which in themselves are relatively insignificant but added together make
something big (Ball, 2017:64). Ball (ibid) comments that this history of education
reform may be organised into distinct ‘policy periods’ divided by policy ‘ruptures’
within which there will be both ‘major changes and significant continuities.’
Supporting this notion of ‘a useable past ‘it could be argued that the policy reforms set
out in the White Paper ‘The importance of teaching’ (DfE, 2010) were not new, the
foundations were established and had been built upon through successive
governments. Furthermore, the White Paper (DfE, 2010) illustrates a response to a
perceived crisis in education, one that needed urgent attention and a radical response.

As Menter (2013:45) suggests the language of reform ‘was couched in a crises
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narrative’ with phrases including ‘radical reform’ (DfE, 2010:4) and commenting that
reforms are ‘absolutely essential’ (ibid). Ball (2017:117) posits further that in
educational reform, language and policy are reworked into what he labels ‘policy
trajectory,” policies evolving over time with evolving ‘policy narratives’ (ibid).
According to Ball these ‘policy genealogies’ (2017:12) had their beginnings in
Conservative government reform of 1979-97. Viewing this through Morris’ (2012:89)
lens of logic rooted in history Morris describes this process as ‘looking to the past in
the belief that reform in this area will help to achieve or reinforce a desirable aspect of

longstanding cultural or national tradition.’

Between the period of 1979-1987 government interest in the preparation of future
teachers lay in the desire by the (then) Conservative government to improve the
quality of schooling through improving the quality of its teachers (Bates, Lewis and
Pickard, 2019:147). It would not seem unreasonable to suggest that a key aspect to
improving the quality of teachers would be to improve the quality of teacher

education. This is a view shared by Furlong (2005:121) who suggests that:

it may be a false assumption, but it nevertheless has been assumed that one
way of changing the nature of teacher professionalism is to change the

structure and content of initial teacher education.

The background to this government aspiration to improve the quality of its teachers

was complex, emerging from a wealth of issues with education as a whole and linked
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to a poor economy in the industrialised west and ‘growing criticism of the swollen
state of post war social democracy’ (Whitty, 2006:3). Over time, education in schools
had shifted from one of personal and social development to ‘the dogmatic orthodoxy’
of progressive education (Apple, 2004:17) which had consequently led directly to
educational and social decline’ (ibid). Essentially there was perceived to be a lack of
planned progression for pupils with little rigorous assessment in core subjects of
mathematics and English and a lack of accountability (Bassey, 2005:19). This
ideology of increased control and accountability was shared and developed by the
Thatcher government from 1979 -90 (Whitty and Menter, 1988:42). The public sector
in general was required to be more accountable from this point forward, managed by
the state as a result of increased competition (Whitty 2006:4), and education was no
exception. As Ellis (2006:1-2) suggests, once reforms in schools had been established
‘it was probably only a matter of time before the quality of teaching would come

under the microscope of the policy-makers in Whitehall and Westminster.’

Again, one could argue that the trajectory of this would lead towards Teacher
Education and in 1984, the initial stages of this ‘policy trajectory’ and resulting
‘policy narratives’ finally permeated into ITE. This could be seen with the
establishment of an advisory council to the Secretary of State, the Council of
Accreditation for Teachers (CATE). The structure and remit of CATE was in the
control of the government and this committee was managed more rigorously than that
of any other committee before it. In a return to Whitty’s (2014:466) ‘accelerated
moves’ the next 7 years saw some fundamental changes to the management of ITE.
By 1984, CATE was set up by the government as an advisory body to endorse courses

of ITT (McNamara, Murray and Phillips, 2017:6). In a move which Hill (2002:25)
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terms an ‘interventionist process’ to regulate ITE by the government, this heralded the
introduction of partnership management of ITE and set the scene for reducing the
autonomy of HEIs and Colleges. For the first time this advisory body set out
published criteria for the validation of courses of ITE and launched a clear partnership
agenda between those HEIs/Colleges involved with the preparation of future teachers
and the schools where student teachers were on placement (Whitty, 2006:467). One
example of these published criteria was in the requirements that all staff employed by
HEIs and teaching pedagogy now had to meet. Taylor (1987:34) observes that
qualifications for entry, professional experience, and curriculum coverage of staff
employed by HEIs meant that all staff were required to have recent and successful
experience of school teaching: a requirement which was not unreasonable given the
move to improve teacher education. Additionally, the minimum number of days in
school was stipulated for undergraduate (100 days) and postgraduate (75 days) routes
into teaching (McNamara, Murray and Phillips, 2017:7). Subsequently by 1993,
formal partnership arrangements between school and HEIs became mandatory. In the
publication of these criteria the government through CATE, intervened in ITE to
change the nature of teacher professionalism by changing the structure and content of
ITE (Cochran-Smith, 2015: xiii). Through these regulated constraints, the autonomy
of HEIs was diminished and a shift in power relationships between HEIs and schools

was discernible (McNamara Webb, and Brundrett 2013:653).

2.1.3 ITE under the microscope

The beginnings of these regulated constraints for ITE were not confined to the staffing
and curriculum of HEIs but gained ground over the next decade to include the quality

of provision through regulatory inspections by OFSTED of those HEIs providing ITE
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(McNamara et al., 2013:653). In a move to respond to ‘perceived’ publicly expressed
concerns about the quality of ITE (Hill, 2002:4), ITE came under the microscope with
a series of ‘primary sweeps’ which were carried out by the Office of Standards in
Education (OFSTED) between 1995-6 who reported that the quality of provision in
HEIs and Colleges was generally good in primary however less so in secondary

(McNamara et al., 2013:653).

In an example of another significant ‘policy flourish’ the Conservative government
strengthened their control in the setting up of the Teacher Training Agency (TTA)
which was enshrined in the Education Act of 1994. As a result of this Act, the TTA
was established as a corporate body whose aim was to ‘contribute to the raising of
standards in teaching’ (Education Act 1994). This included ‘securing the involvement
of schools in all courses and programmes for the initial training of schoolteachers’
(ibid) reinforcing the partnership agenda set out by CATE. To procure this
involvement, providers of ITE now saw their income reduced as a percentage of their
funding was redirected away from the HEIs into school partnerships to support ITE
(Hill, 2002:24). This shift of control from CATE as an advisory body to the
government to the TTA as a corporate body appointed by the Secretary of State for
Education was an important step in gaining a foothold, some control in the
organisation of ITE. As McNamara et al. (2013:653) comment, by 1992 this increased
involvement in the preparation of future teachers and the emphasis on this as a joint
venture between schools and HEIs resulted in ‘School based training” and
‘partnership’ being the catch phrases promoted by Kenneth Clarke, the then Secretary

State for Education.
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At the same time as establishing the TTA, the Conservative government introduced
two alternative routes into teaching, the Articled Teacher Scheme (ATS) and the
Licensed Teacher Scheme (LTS). At the same time as establishing the TTA, the
Conservative government introduced two alternative routes into teaching. Both
introduced in 1989 and both predominantly based in school, The Licenced Teacher
Scheme (LTS) heralded the beginning of the school based approach to ITE. The LTS
was ‘a radical departure’ (Furlong et al., 1996:54) from previous routes into teaching
and offered mature candidates with a minimum of two years in higher education direct
entry into a teaching position with training on the job. While the ATS followed the
same on the job approach to ITE, it offered a PGCE qualification on completion of a 2
year extended PGCE (Galvin, 1994: 132). These two routes were launched ostensibly
‘with a view to (widening) and (diversifying) the pool of applicants into teaching
(McNamara et al., 2017:7). However, this was another move which gave the
opportunity for more involvement in the management of ITE. For the first time the
preparation of future teachers was not reliant on attending a University or College: the
recommendation for QTS was awarded under licence by a school or LEA for
candidates who fulfilled specific criteria (Lawlor, 1990:11). With this move to
establish another provider of ITE the beginnings of neoliberalism were emerging and
the expansion of routes into teaching was underway. HEIs and Colleges who had
previously held the monopoly on this award were now facing competition. The
emergence of neoliberalism and its importance in relation to the impact on ITE is
critiqued in section 2.1.4. Despite these moves by the government to steer HEIs and
Colleges towards being more accountable and competitive, the role of HEIs and
Colleges in the preparation of future teachers continued to be under public scrutiny.

An independent report by Shelia Lawlor, the head of the independent think tank The
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Centre for Policy Studies in 1990 launched a ‘blistering attack on the way teachers are
trained in Britain’ (Orchard and Winch, 2015: 2). The report questioned the legitimacy
of educational theory and knowledge in ITE and proposed a vision of teaching which
was more in line with an apprenticeship model, training in the workplace, (ibid). As
this theory and knowledge was at the core of the curriculum provided by HEIs and
Colleges, their role in ITE was challenged. The impact of this will be explored in

section 2.2 of this thesis.

These policy flourishes were regarded by some as a move by government to seize the
control from HEIs and Colleges and to monitor ITE (Whitty, 2006):4. McNamara et
al. (2013 :650) agree with this emphasising that this move signalled a period of
sustained and intense reforms in both the content and the ‘regulation of primary ITE in
England’ (ibid) through a series of policy flourishes which politicised ITE

(McNamara et al., 2013: 652). In an example of what Lipsky (1980) defines as ‘street
level bureaucrats’ (Lipsky, 2010:11) universities and Colleges providing ITE were
now ‘rigidly controlled’ (Hill, 2001:137) required by an act of law to comply with a
series of criteria. These criteria included clear partnership arrangements with schools
for both the recruitment and training of teachers. According to Lipsky (2010:11), these
‘street level bureaucrats,’ those professionals who are left to mediate between the old
and the new policy, now had to implement and carry out those actions embedded
within policy required by government. Hill (2002:13) suggests that this was a
significant point in the shift from the autonomy of Universities and Colleges providing
teacher education courses and contributed to what Furlong et al. (2008:307) determine
‘a period of intense struggle’ between the government and HEI over the following

decade.

38



Ball (2017) is not alone in the conceptualisation of ‘policy flourishes,’ those small
moves to describe the evolution of education reform over successive years,
particularly in relation to ITE. Hill (2002:2) asserts that the Conservative governments
of 1979 -97 transformed ITE implementing a range of new approaches to teacher
education based on a neoliberal ideology: this will be explored in more detail in
section 2.1.4. These new approaches embedded the key principles of privatisation,
marketisation and diversification (Whitty, 2006; Power and Halpin, 1998). These
market forces became a constant mantra of successive Conservative and New Labour
governments reflecting the liberal ideologies of the time and resulting (see section
2.1.4) in breaking the ‘professional monopolies’ (Hill, 2002;2) held by higher
education professionals. These professional monopolies are exemplified in HEIs being
(at that time) the sole providers of a future teaching profession through the provision

of undergraduate and post graduate routes into teaching (Whitty, 2014: 437).

Furlong (2013a:44) points out there has been significant growth of alternative routes
into teaching in English schools over the past 20 years. He argues that the move
towards these alternative routes into teaching is not a new concept. In the 1960s the
established route for becoming a teacher had been through registration with a College
of Education (Keating, 2010). Over subsequent decades to the present day the award
is currently formalised as Qualified Teacher Status (QTS), recognised by the (then)
NCTL (Whitty, 2014; Furlong 2013b), an executive agency of the Department for
Education (DfE). Generally, QTS is awarded as part of a range of teaching routes
validated as programmes of study by a University that provides ITE (Pitfield and
Morrison, 2009:20). It is the provider who informs the Teaching Regulation Agency

(formerly the NCTL) when the trainee has completed the programme. While this route
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has continued to be available and has provided a significant number of Newly
Qualified Teachers (NQTS), prior to 1988 there were only two graduate routes of entry
into teaching, the Higher Education Institution (HEI) based B.Ed and PGCE courses
(Keating, 2010). However, there have been other routes introduced particularly by
successive Labour governments between 1998 and 2009 (Whitty, 2014:470). These
other routes include undergraduate programmes of study (BA/BSc with QTS), post
graduate routes (PGCE) provided by HEIs but also include alternatives routes which
are non HEI based for example ‘Teach First.” It is these employment-based routes
which signal the breaking of these professional monopolies which Hill (2002) refers

to.

Gardener (2013:39) comments that these non HEI based routes have been advancing
and the apparent shift from locating ITE in HEIs into schools has more recently been
at an increasing pace in line with new educational policy. In essence, as a result of
government legislation most notably the White Paper (DfE, 2010), schools have been
authorised to take more control of teacher training as part of a long-term plan to move
in favour of school-centred initial teacher training as opposed to the more established
routes provided by HEIs (ibid). At the time of writing in 2019 there are a range of
routes into teaching which offer both postgraduate with QTS and QTS only
qualifications. Currently there are three main graduate routes into teaching: the SD
route which is school- led training run by a lead school, the established Postgraduate
Certificate in Education (PGCE), which is based in HEI, and SCITT programmes run
by a consortium of schools and colleges (Association of Graduate Careers Advisory

Service (AGCAS), 2019).The impact of Hill’s (2002) ideology of neoliberalism on
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education specifically in relation to the reform of ITE could be considered insightful

when reflecting upon the landscape of ITT currently.

Interestingly the development of alternative routes into teaching is not exclusive to
England. In an indication of the global nature of this move and one which resonates
with Morris’ (2012) model of policy borrowing the ‘Teach First’ route into teaching
had its origins in the ‘Teach for America’ model of training teachers (Teach First,
2019). This model of training teachers as part of the government’s continuing remit to
raise standards in education was situated in areas of inner-city deprivation and
educational need as a result of the ‘No Child left behind’ legislation (Walsh and
Backe, 2013:594). The influence of globalisation on the reform of ITE will be

critiqued in section 2.1.5 of this chapter.

2.1.4 Neoliberal ideology and its impact on the reform of ITE

It is important to explain how this ideology of neoliberalism impacts on education and
specifically the reform of ITE. As an ideology, neoliberalism is not new and in
relation to education reform has been evident globally in a range of countries with
diverse cultural and political histories (Ball, 2012:25). According to Metcalfe (2017)
neoliberalism dates back to the 1930s and the concept is attributed to Friedrich Hayek
as a way of reordering society in terms of enterprise and market forces. Nowadays the
term is currently considered a derisory term (Rodick, 2017:2), assigning responsibility
to organisations for allowing the ideology of market-based enterprise to take control
of the management of public sector (Furlong, 2013a; Ball, 2016). Harvey (2005, cited

in Sleeter, 2008: 1947) defines neoliberalism as:
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a theory of political economic practices that mean well-being can be advanced
by liberating individual entrepreneurial freedom and skills within an
institutional framework characterized by strong private property rights, free

markets and free trade.

In short, neoliberalism reworks the idea of liberalism, of individual rights and freedom
and seeks to replace public services in favour of free market capitalisation by enabling
private enterprise as opposed to regulating it. The nature of these political practices
according to Shamir (2008:3) can be regarded as ‘unstable and even contradictory’ in
which neoliberalism results in a neoliberal economy, one which encourages
opportunity and competition and advocates against discrimination and market surplus
(Shamir, 2008, Dunn, 2017). As a result, governments who embrace neoliberalism as

a political ideology set out to enable markets as opposed to regulating them.

In the 1980s neoliberalism emerged as the ‘dominant paradigm of public policy in the
west’ (Peters, 2012:135) and public services went through a period of streamlining
and reforming as they were often replaced with private enterprise (Peters, 2012; Dunn,
2017). This private enterprise according to Sleeter (2008:1947) often results in the
weakening of ‘public political participation’ (ibid). Neoliberalism (in relation to
education) is ‘multi-faceted, complex and adaptive’ (Slater, 2015:1) and this dominant
paradigm (Peters, 2012) was put into practice as a result of crises which have been
both naturally occurring and created (Slater, 2015:1). Slater (2015) posits that it is the

actions of government upon these components of crises which lead to reform. These
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crises according to Friedman (2002, cited in Slater, 2015:2) act as an accelerant for
changing and developing policies and it is this change, this reform of existing policies
to confront and resolve these crises which is manifested in relation to the political
ideas of the day. It is here that the ideology of neoliberalism is realised in the

educational policy reform of that time.

More recently, Dunn (2017) challenges the use of the term neoliberalism arguing that
the use of this term is varied across a range of practices and that it has become
overused and ambiguous, ‘a catch all category...applied to a vast range of
phenomena’ (Dunn, 2017:1). Despite Dunn’s challenge the impact of neoliberal
ideology can be shown to have had an impact on education and consequently on ITE
through successive governments in England and Wales between 1979 and present day.
Furthermore, Avalos (2001, cited in Sleeter, 2008:1948) suggests that neoliberalism in
education results in two (competing agendas) both concerned with raising standards.
The first agenda is that of focussing on the quality of teaching in poor communities
and the second is preparing children to take part in an increasingly competitive
globalised economy. In reviewing one example of an alternative route into teaching,
the ‘Teach first’ route provides an illustration of conforming with the first of Avalos’
(2001) two agendas. In this route into teaching, graduates are recruited to a
programme which aims to bring outstanding teachers to inner city areas stating that ‘it

only takes one brilliant teacher to change a child’s life’ (Teach First, 2018).

In an example of Morris’ (2012) logic rooted in ideology, Furlong (2013a:28) expands
on the work of Hill (2002) in agreeing that neoliberal ideology, the set of beliefs of the

governing political party about the preparation of future teachers resulted in the need
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for reform of ITE. This set of beliefs then forms the basis of these new approaches to
ITE. Slater (2014:15) and Menter (2013:40) go further to comment that these are
attacks on teaching and more specifically the Institutions which prepare future
teachers. Furthermore, in another example of Peters’ (2012:12) dominant ideology of
the West, these new approaches for the preparation of future teachers as a result of
neoliberal reform of ITE, are not solely attributed to the educational system of
England and Wales. The impact of neoliberalism can be seen across the globe with
examples of reform in initial teacher education in the USA (Halpin and Troyna,
1995:310), parts of Europe and South America (Olssen, and Peters, 2012:339). It
therefore follows that just as the impact of neoliberalism can be seen across the globe,
the resulting policies of educational reform across the West can also be seen as these
are adopted and adapted in what Morris (2012:89) and Halpin and Troyna (1995:310)
identify as policy borrowing, looking to those other countries who have successful
teacher reform and ‘borrowing’ their methods. This practice of ‘looking to other
countries’ (Assessment and Qualifications Alliance (AQA), 2018) for successful
approaches to teacher reform has, according to Morris (2012:90), become a way of
validating major (educational) reform selected by a government according to their
political ideology. Echoing Slater’s (2015:4) ‘naturally occurring and created crises,’
Phillips and Ochs (2003:456) observe that two preconditions are necessary which
prompt major educational reform and result in policy borrowing. The first condition is
that something is inadequate or ineffective which results in a major governmental
programme and the second being that there is then consensus within the government
about the solution. While caution is urged in transferring successful features of one
country’s schooling system to another on the grounds of cultural contexts for example,

Morris (2012:90) states that ‘think tanks and consultancies have been active in a
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search to identify the practices that can be borrowed from successful systems.” What
is becoming evident here is that these wide scale educational policies are not in
themselves (my italics) attacks on HEIs. However, in providing a range of alternative
routes into teaching and moving the location of the preparation of future teachers in
these routes out of HEIs and into the workplace, one of the key principles of the
market forces paradigm, that of competition (Brown and Lauder 1991:12), was

launched in the domain of ITE.

While this form of marketisation could be attributed to the Conservative governments
between 1979 and 1997, there is some debate that the Labour governments of 1997 —
2009 did little to overturn or repeal these reforms to ITE. Indeed the ‘Third way,” New
Labour’s political ideology, was regarded by some not merely as a continuation of
Conservative government policy but as an extension. Mahony and Hextall (2000, cited
in Furlong, 2005:123) comment that Tony Blair the then Labour leader and Prime
Minister between 1997-2007, was fully committed to privatisation, deregulation and
the marketisation of the welfare state, like his Conservative predecessor. One example
of this continued commitment to free market capitalisation, a feature of neoliberalism
is the ‘Teach First’ route into teaching launched in 2002. This school- led route into
teaching was reported as being funded by approx. 63% of funds from government
grants and contracts (Teach First 2019). Consequently, the political ideology of the
“Third Way’ set out to continue the notion of market driven economics balanced with
an emphasis on a modified welfare system that helped its citizens help themselves.
Furlong (2005:123) suggests that while there was a new vision, this vision built on the
educational policy implemented by the earlier Conservative government. So, while the

policy narrative was reworked the policy trajectory of the reform of ITE continued.
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Gilroy (1998:223) argues that the top down policies which were a feature of the
attacks on the teaching professions as a result of previous Conservative government
reforms continued. One striking example was the continued government funding of
the TTA which sent ‘a powerful signal to teacher educators’ (ibid) in HEIs that the

future of ITE in HEIs was problematic and for some untenable (Gilroy, 1998: 223)

2.1.5 Globalisation in ITE

While Furlong (2013a) agrees with Hill (2002) that neoliberal ideology is the basis of
these new approaches to ITE, he expands on this by suggesting that the reform of ITE
has become inextricably linked with globalisation. In support of Furlong, Burbules
and Torres (2000, cited in Ball, Dworkin and Vryonides, 2010:524), comment that the
result of neoliberal ideologies across the globe indirectly imposes particular policies
for ‘teacher training, curriculum, instruction and training.” According to Carnoy
(2016:28) as countries seek to increase trade and develop other opportunities on a
global stage the desire to outperform each other inevitably leads to a focus on higher
educational attainment. This in turn leads to a reform of education policies that
enhance its economy and global competitiveness (Furlong, 2013a: 46). Mundy et al.
(2016 :370) comments further on this by situating this inextricable link in the capacity

for a nation’s economic growth.

Furthermore, the recognition of being a world class nation is related to the ideology of
a nation’s government across a range of social values which include education. Here
the impact of globalisation in ITE becomes more explicit. Over the past three decades,
the rate and pace of global competition in areas of social justice and social cohesion
for example has meant that education has come under intense scrutiny (Slater, 2015;

Furlong, 2013a). Global states demand certain skills and creative approaches for
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global economy and, in the drive to achieve this world class status, governments are
driven to conform to other world class global states which are outperforming them.
This in turn becomes a driver for educational change (Ball et al, 2010). In an example
which validates the concept of policy borrowing (Morris, 2012), national states
engaged in global discourses look to the policies and practices of other successful
countries for solutions to raising standards in education in an attempt to compete

globally. As Marginson (2008:292) states:

The tendency for the state in the new competitive global environment is to
focus on educational policies that enhance its economy’s global

competitiveness.

Educationally, nations participate in a range of competitive measures to assess the
global standards through the OECD (Furlong 2013a:29). These global standards in
education are reported by The Organisation for Economic Cooperation and
Development (OECD) which is a forum for 34 countries working together to improve
economic and social well-being (McKenzie, Santiago, Sliwka and Hiroyuki, 2005). As
Klees (2020:3) comments, the need for the reform of teacher education arises from a
number of these different ‘intersecting and overlapping global discourses.” This
inextricable link to the globalisation of education features heavily in the White Paper
(DfE, 2010), ‘The importance of teaching’ (DfE, 2010). Here education policy is
viewed primarily from an economic point of view (Ball 2012) and linked with global

competitiveness. In the introduction by the (then) Prime minister David Cameron and

47



the Deputy Prime Minister Nick Clegg, being part of a world class education system is
emphasised heralding the importance of the education system in England (and Wales)

contributing to the countries performance on the world stage:

So much of the education debate in this country is backward looking: have
standards fallen? have exams got easier? these debates will continue, but what

really matters is how we’re doing compared with our international competitors

(2010:3 DFE).

Here is further evidence of Morris’ ‘logic rooted in history’ whereby a change in
policy by the Conservative led Coalition government in 2010 echoed the approach by
New Labour in 2007. According to Ball (2015), this emphasis by the (then) Coalition
government on world class schools and world class education is linked with a return to
what was perceived by the Coalition government as the values of good education. This
good education is grounded on the quality of its teachers (the White Paper DfE 2010)
and therefore the preparation of these teachers and the White Paper (DfE 2010) sets
out unequivocally the continued reform of ITE. ‘The first and most important lesson is

that no education system can be better than the quality of its teachers’ (2010:3 DfE).

In echoes of the 1990s previously highlighted, the core message that the quality of
education in any one nation is particularly reflected in the quality of its teachers is still
pertinent in educational policy (Cochran-Smith, 2015: xii). As Finn (2017:168)

comments the imperative for any government ‘is the education of our young people’
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and consequently, focusing on the preparation of future teachers has become a priority

for governments around the world (Furlong, 2013a; Sleeter, 2008; Ball, 2016).

2.1.6 The Importance of teaching

The White Paper (DfE, 2010) ‘signals a radical reform of (English) schools’ (DfE,
2010:4) and continued the agenda of a number of successive governments to raise
standards in education (Maguire, 2014:782). It established that the quality of teachers
in England is integral to the agenda of raising standards in education by highlighting
the importance of bringing these standards in line with the high educational standards
set in a number of other countries (DfE, 2010:8). These global standards in education
are reported by a number of ‘powerful and very persuasive agents and organisations’
(Ball, 2016:1047) who validate and propagate the ideology of (in this case) neoliberal
reform (Ball, 2016; Klees, 2020), for example the OECD. To further emphasise that
the key indicators of a world class education system were both a key priority and
embedded in the legislation, the (then) education minister Michael Gove in 2011
stated that a move towards (more) classroom based teacher training was a ‘growing
trend among world-leading education systems’ (Gove, 2011). However, the
acceptance of these global benchmarks as evidence to initiate wide scale educational
policy reform is challenging. Morris (2012:94) urges caution as these reports are
guantitative focusing on the outcomes of the educational system through test results as
opposed to the pedagogy and curricula. Citing Alexander (2010), Morris (2012:94)
emphasises it is the ‘how’ these top performing countries achieve global outcomes

that is important to analyse before initiating large scale reform.
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The White Paper (DfE, 2010) goes much further than previous government policies in
reforming education in an aim to raise standards. As | set out in section 1.3 to fulfil
this aim, the White Paper (DfE, 2010) set out a number of measures which increased
the roles in the preparation of future teachers for outstanding schools (DfE, 2010:3
para 2). Furthermore, good/outstanding schools have been given more autonomy in
key areas of recruitment and training at a graduate level. This move added more
weight to the ongoing debate about who should be training these ‘top graduates’ that
is to say those who have a 2:1 in key subjects for a career in teaching and signalled a
reform of ITE and consequently a change in the power relationships between schools
and universities as a result of alternative routes into teaching such as SD. It could be
suggested that in relation to ITE, a key message of the White Paper (DfE, 2010) is that
Universities who prior to the new millennium had traditionally been responsible for
these key areas would no longer be providing and setting the agenda for ITE. Ellis and
Spendlove (2020:952) observe that schools will now become providers of ITT in
direct competition with HEI and funding would move from the accredited provider,
the University, to the school. Schools would be in the ‘driving seat’ dictating what
they, the schools, wanted to purchase from the provider, the HEI (Whiting et al.,
2018:72). This suggests that this decision to give schools more autonomy and to
increase student teachers’ time spent in schools will have a significant impact on the
organisation of teacher education for both HEIs and schools. The impact of neoliberal
ideology is visible in reforms since 1992 to the present day and the marketisation of

ITE would appear to be well underway.

This section has critiqued aspects of the reform of ITE embedded in a range of

policies and practice by successive governments from 1992 -the present day. It has
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highlighted that there have been mandated changes in key areas of recruitment and
training which have led to the opportunity for schools to take the lead in some areas of
ITE. These developments have been influenced by a neoliberal ideology which has
influenced policy changes in an attempt to raise standards. These high standards in
education have become increasingly significant as a result of the emergence and
development of the global economy. The section has identified that the culmination of
the reforms of ITE heralded in the publication of the White Paper (DfE, 2010) could
signal that ultimately the provision of ITE is envisaged as being school- led as
opposed to HEI led. Section 2.2 of this thesis will now critique how partnership
arrangements between HEIs and schools are evolving to meet the requirements of
government legislation for the preparation of future teachers. Furthermore, in relation
to RQ3 of this thesis, the impact of this legislation on the roles of HEIs and schools

will be explored.

Theme two: The evolving nature of Partnerships between HEIs and

schools

2.2.1 Introduction to theme two

In chapter 1 of this thesis | have commented on the expansion of University and
school-based partnerships in ITE. The political background to this expansion, outlined
in theme 1 of chapter 2, sets the scene for the permitting circumstances in which
schools were given the opportunity to take the lead in training future teachers. This
opportunity was launched in the White Paper (DfE 2010), and it is this model of SD

which is located in the PGCE route of ITT that is the vehicle for the research in this
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thesis. In this section I will now outline the development of partnerships between
HEIs and schools from legislation in 1992 to the present day. The significance of this
development and the evolving nature of these partnerships in response to government
legislation will be established. Theme two will explore the disparate nature of
partnerships and consider the complexities for HEIs of defining and sustaining
partnership models in ITE over successive governments each having varied political
ideologies. Embedded in this evolution are the implications of school-led routes of
future partnerships between schools and ITT which links with RQ1 and RQ3 in this
thesis. The theme will highlight how the balance of partnership has changed between
HEIs and schools over successive years and led to shifting power relationships
between the two. With this shift in power relationships comes a shift in roles and
responsibilities for HEIs and schools in both the composition and the delivery of the
curriculum for ITE. This analysis will consider how these differing perspectives, and
often polarised views, pose challenges in negotiating the role of HEIs in ITE. The
political timeline set out in theme 1 of this chapter established that ITE in England and
Wales inevitably reflected the assumptions about teaching of the government of the
day and that the different approaches to the governance of teacher education mirror
these assumptions (Beauchamp et al., 2013:2). It is important to note that political
devolution has brought about different approaches to the management of teacher
education across the UK. Consequently, the analysis of the impact of government
legislation on key areas of partnership will refer only to England, particularly in
references to alternative routes into teaching post 2010 which includes the

introduction of the SD model of ITT.
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2.2.2 Partnership arrangements between HEIs and schools:

Partnership arrangements between HEIs and schools in England for the preparation of
teachers in England are not new: informal partnership arrangements have been in
place for decades (Brown, Rowley and Smith, 2016:5). McNamara et al., (2013:657)
observe that as early as 1944 the McNair Report (cited in McNamara et al., 2013:657)
recognised the importance of partnerships between HEI and school in the preparation
of future teachers. Subsequently, Furlong et al., (1996:46) comments that developing
partnerships between (at that time) Universities or Colleges and schools had been a
key feature of teacher education reform since the 1980s. Collaborative partnerships
consisted of a period of formal study in University or College and a teaching practice

in schools (Furlong et al., 1996: 48).

In practice, by the early 1980s many providers of ITE had readily embraced
opportunities to develop collaborative partnerships for the preparation of future
teachers following the recommendations of the DES publication Teaching Quality
(DES, 1983). In spite of this, it was not until 1992 a decade later that validated
partnerships between HEIs and schools became a requirement of government for the
preparation of future teachers in England and Wales (Furlong et al., 2008: 309). These
validated partnerships became enshrined in legislation and the requirements were set
out in two significant publications, circular 9/92 secondary (Circular 9/92, DfEE
1992) and circular 9/93 primary (Circular 9/93, DfEE, 1993). These two circulars
determined that the provision of ITE courses were to be a partnership between schools
and HEIs. HEIs and schools would now ‘exercise a joint responsibility in the

planning, management, and delivery of courses (DFE, 1992: para 14) by means of a
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curriculum for ITE which would be underwritten by government defined competences
devised as a basis for setting the standards of this joint responsibility (Brooks,
2006:3). Rooted in circular 9/92 and 9/93 was the strengthening of school-based
practice in ITE. The length of school- based practice outlined in the circulars was
established and still is predicated on the route into teaching that a student teacher is
pursuing (Spendlove, Howes and Wake, 2010:65). This follows the requirements for
validation set out by CATE in 1989 (see section 2.1.2). Consequently, teaching
practice, that is the school-based practice element of the course, became ‘an integral
part of the training’ (Price and Willett, 2006:34). While the requirement of a
substantial element of school-based practice as part of ITE is not in itself surprising,
the consequences of the stipulation of joint responsibility are. These will be explored
in section (2.2.4). It has already been stated in chapter 1 of this thesis that the
established model of ITE prior to this point was one in which tutors from HEIs
supervised this teaching practice. Hence it is important to point out that as
collaborative partnership arrangements between HEIs and schools evolved over time
the balance of the joint roles and responsibilities changed particularly in the domain of
school-based practice through what Edwards and Mutton (2007:506) describe as
‘delicately negotiated’ arrangements between the two stakeholders. As a result of
circulars 9/92 and 9/93 it was now the schools as opposed to HEIs who took the lead
in mentoring and assessment of students and by 2007 the process of assessing student
teachers had developed further and was set against defined competences stipulated by
the Training and Development Agency for Schools (TDA) formerly the TTA in the
form of ‘standards’ for the award of QTS (Spendlove, Howes and Wake, 2010:65).
Furlong et al. (2000:79) proposed that the view of collaborative partnership promoted

through this statutory move was largely organisational, an agreement between two
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parties who had a shared agenda in the preparation of good teachers (Edwards and
Mutton, 2007:05). Furthermore, Furlong et al., (2000:80) concluded that the status quo
remained generally unchanged in these initial stages and there was little variation in
the roles and responsibilities of HEIs and schools: this resonates with my experience
outlined in chapter 1 of this thesis. HEIs were the drivers of the partnership and in the
main delivered the theoretical constructs of teaching which included theory, subject
knowledge and research-informed conceptions of pedagogy (Brown et al., 2016 :11).
Alternatively, schools provided the context through school-based practice for student
teachers to be assessed against the teaching standards for the award of QTS
(McNamara et al., 2013:657). The development of effective partnership models
between HEIs and schools for the preparation of future teachers in the new
millennium was not only an important aspect of the reform of ITE in England but was
also a key aspect of ITE across the four nations of the UK and internationally (Ayres,
2014: Christie, Donoghue, Kirk, McNamara, Menter, Moss, Noble-Rogers, Oancea,
Rogers and Thomson, 2013:2). In examining new partnership models between
universities and schools in New Zealand Burn (2006:244) commented on ‘the variety
of new providers and relationships’ which arose as a result of the deregulation of ITE
in the new millennium. Alternatively, in the United States Walsh and Backe
(2013:596) comment on the shifting impetus and expansion of models of
university/school partnerships as a result of the ‘No child left behind’ legislation in
2001. Yet while this could suggest that these examples of locally agreed partnerships
were a feature of evolving partnerships globally, Burn (2006) and Walsh and Backe
(2013) critique these in the context of the deregulation of ITE and the decentralisation

of partnership models in these countries. This appears to be in stark contrast to the
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mandated partnership requirements of ITE in England through a series of government

interventions.

2.2.3 The dominance of HEIs

Despite the maintenance of a generally unwavering status quo between HEIs and
schools, it could be argued that the significance of these reforms is not solely about
creating a more specific set of requirements to improve the quality of ITE through the
mandatory requirement of partnership. While these moves were ostensibly fulfilling
successive government agendas from the 1990s to present day to address this, Brooks
(2006:3) proposes that circulars 9/92 and 9/93 were a move by the Conservative
government to ‘curb the dominance of HEIs.” By situating more ITE in schools this
curtailed and, in effect, limited the control of HEIs in the preparation of future
teachers. Significantly as a result of subsequent policies by successive governments,
Price and Willett (2006) comment that since 1992 the requirement for HEIs and
schools to work in partnership together to deliver ITE has intensified (Price and
Willett, 2006:34). Similarly, from the early 1990s to present day, alternative routes
into ITE have been ‘slowly gaining ground’ (Furlong, 2013b:5). Douglas (2012:3)
argues that a significant number of schools in England have entered into a range of
partnerships with local HEIs to deliver this variety of routes into teaching. This has
resulted in a greater number of schools becoming increasingly linked with HEIs in
supporting the preparation of future teachers (Price and Willett, 2006:37). At the time
of writing, 20 years on from the Conservative neoliberal agenda of the 1990s, one of
the key principles of the market forces discussed in section 2.1.3, is that competition

in ITE has come to fruition. With the publication of the White Paper (DfE, 2010)
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under the Coalition government and the introduction SD route into teaching the
market driven approaches to ITT have continued (Beauchamp et al., 2013: 204) This
has resulted in a range of agencies, HEIs or schools who are currently taking the lead
in the preparation of future teachers, across a variety of programmes (Brown et al.,
2016;5). Consequently, a recent report by the House of Commons committee of public
accounts (House of Commons Committee of public accounts, 2016:6) suggested that
the Department for Education (DfE) and the (then) NCTL have more to do to clarify

the ‘myriad of routes’ into teaching now available for these potential recruits.

2.2.4 The challenge of effective partnerships

However, while the rhetoric of government through the reform of ITE was about
increased partnership to improve the quality of provision in ITE (Furlong et al.,
1996:42), there was little guidance or as to what constituted a partnership between
HEIs and schools for the preparation of future teachers. As previously outlined in
chapter 1 and re-emphasised in 2.1.2 of this chapter, despite many schools having
generally good working relationship with HEIs prior to 1992, government reform of
ITE resulted in partnerships where there was a lack of clarity about roles and
responsibilities within the partnership (Husbands, 1996:12). As a result, across ITE
the functions of the partnership and the roles adopted have generally evolved around
those expectations expressed in government policies from the 1990s (Mutton and
Butcher, 2008:1). In these early stages of formal partnership arrangements, the
mandate of joint responsibility in key areas of recruitment, planning and assessment of
student teachers meant that HEIs retained the overall responsibility for the

organisation of the programme and for meeting the requirements for validation of the
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programme (Spendlove, Howes and Wake, 2010:73). The school took a separate yet
complementary role providing school-based mentors to support student teachers in the
practice element of the programme situated in schools (Edwards and Mutton, 2007:
507). Consequently, in a return to Lipsky’s theory of street level bureaucracy (see
section 2.1.2, Lipsky, 2010: 4) HEIs and schools were left to mediate between the
policy and the practice to negotiate a model of partnership which reflected the
anticipated roles of successive Conservative governments that HEIs and school

partners would take (Spendlove, Howes and Wake, 2010:74).

A further challenge for HEIs and schools was not only putting into practice the
statutory requirements but in forming and establishing effective working partnerships
(Brooks, 2006; Furlong et al., 1996; Ellis, 2006) with genuine participation between
the stakeholders. Burns, Yendol-Hoppey and Jacobs (2015:56) maintain that the way a
partnership operates is complex and is a result of the way the partnership is
conceptualised between the participants. As such the identification of what constitutes
an effective partnership is not straightforward. The original rhetoric of school-based
partnership in England and Wales which was expressed in the circulars of the early
1990s was predicated on the assumption that there was a shared commitment between
HEIs and schools towards training new teachers and that this would improve the
quality of ITE (Edwards and Mutton, 2007; Furlong et al., 1996). However, this belief
of a shared agenda for ITE was based on an understanding of professional learning
which was founded on an interactionist account of learning (Edwards, 2005: 51): a
complex approach to learning often termed learning through participation ‘which
characterises the kinds of dyadic relationships that characterise apprenticeship’

(Edwards and Mutton 2007:505). Significantly the development of mandated and
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more formal partnership arrangements coincided with the requirement of successive
policies for an increase in the amount of school-based practice that ITE courses
delivered (Brown et al., 2016:5). Yet these two requirements did not in themselves
achieve the intention of improving the quality in the area of ITE (Furlong et al., 1996;
Ng and Chan, 2012) and it remains debateable as to whether these moves to
strengthen partnerships between HEIs and schools through partnerships resulted in the

transformation of ITE that had been intended.

Ng and Chan (2012:39) describe this development of formal partnerships as a ‘wave
of collaboration between university faculty members and school teachers,” and
furthermore observe that ‘such a change required a new balance of power: universities
had to relinquish their dominant position and school involvement was increased (Ng
and Chan (2012:39). However, it is doubtful that in these early stages HEIs
relinquished dominance or that their control was curbed. Furlong et al. (1996:43)
queries the authenticity of this partnership and proposed that the initial stage of
implementing government policy for HEIs and schools was at first more in line with
integration as opposed to partnership, ‘what they (teacher education courses in
England and Wales) were aiming to integrate was the student’s training experience in
the HEI with the world of the school.” The integrationist model of partnership had its
own challenges according to Brooks (2006:5) who concluded that there was little
effort to combine the theoretical element of the curriculum in HEIs and the practical
element of the school experience which left students having to make sense of the
different elements of the provision. This early scepticism about the model of

partnership supported findings published in a later paper by Furlong et al. (2000:9)
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which was based on data from the second Modes of Teacher Education project

(MOTE).

This project sought to document ‘the changing relationship between HEIs and schools
in the provision of initial teacher education’ and identified three typical models of
partnership. These models had their beginnings in the mid-1990s as a result of the new
requirements for ITE and were characterised as ‘collaborative partnership, HEI led
partnership and separatist partnership’ (Furlong et al., 2000:9). These models were
seen be in a state of flux with no one model an entity in its own right (Furlong et al.,
2000; McNamara et al., 2013) and a continuum of these partnership models was
identified from HEI which led to the entirely school based and school-led SCITTS
(School centred initial teacher training) (McNamara et al., 213:657). Additionally,
because of differing interpretations of partnership between HEIs and schools it was
argued that there was limited evidence of collaborative partnerships which in the main
resulted in a partnership which was ‘neither complementary nor collaborative’
(Edwards, 2005:505). In practice Furlong et al. (2000:10) determined that by the mid-
1990s fundamentally little had changed in the content of ITE and that the majority of
partnerships were HEI led and generally administrative. Furlong et al. (ibid) observe
that schools were more inclined to adopt this approach to partnership as the priority
for the school and the capacity of their workload was focussed on pupil achievement
not ITE (Furlong et al., 2000:10). As Furlong (2005:215) comments, ‘a school’s core
business after all is that of teaching children.” It could be argued that allowing HEIs to
organise the partnership fulfilled the statutory requirements but did not disrupt a

school’s priorities (Furlong et al., 2010:40).
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This rather narrow view of the role of schools in ITE seemingly undervalues the
contribution made by them to the partnership. This could be viewed as a false
dichotomy of ITE which represents a division of labour (Spendlove, Howes and
Wake, 2010:66) and one that challenges and undermines the value of HEI and school-
based partnership in the preparation of future teachers (McGarr, O’Grady and
Guilfoyle, 2017; Spendlove, Howes and Wake, 2010). Spendlove, Howes and Wake
(2010:65) identify the continued tensions which are still evident between HEIs and
schools in the preparation of future teachers. It appears that these tensions are situated
in the complex nature of HEIs and schools working together where each participant is
trying to establish their function in the partnership through ‘differing roles’ (Douglas,
2012:4) and mutual appreciation (Spendlove, Howes and Wake, 2010:74). According
to Douglas (2012:4) it is the interpretation and fulfilment of these differing roles that
present the greatest challenge in establishing effective partnerships between HEIs and
schools. It could be argued that the balance of roles and responsibilities have largely
been reassigned from HEIs to schools in key areas of ITE since the publications of
circular 9/93 and 9/94 to the present day. Schools have taken an increasingly
significant role in the preparation of future teachers, and across programmes in ITE
currently take the lead in the assessment of QTS in consultation with university tutors.
Additionally, it could be argued that those schools involved with the SD PGCE model
of ITT, may have more control over designing the curriculum for ITE. Conversely in
post graduate programmes, Murray (2008:28) comments that HEIs have seen a
reduction in what she describes as their ‘considerable power and professional and
social responsibilities as gate keepers’ (Murray, 2008:28) of the teaching profession in

areas of recruitment and designing the curriculum for ITE. In short, the roles and
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responsibilities in partnerships between HEIs and schools have been and remain to
this day a challenge (Edwards 2007; Spendlove, Howes and Wake, 2010; Furlong et
al., 2000). Brown et al. (2016:5) posit that currently these challenges are as a result of
a multifaceted range of knowledge and practical opportunities across a range of
models of ITT which exist for the preparation of teachers. Similarly, Smith, Brisard
and Menter (2006:147) support and expand on this, emphasising partnership between

HEIs and schools remains a ‘dominant theme in current policy discussions.’

2.2.5 Differing roles and polarised views

The different roles of HEIs and schools could lead to a ‘polarised view’ of provision
where School experience generally exemplifies the practical core tasks of the
profession whereas HEISs strive to provide the theoretical underpinnings (Furlong et
al., 2000; Edwards and Protheroe, 2003; Spendlove, Howes and Wake, 2010). In
teaching programmes, the term ‘praxis’ (Arnold and Mundy, 2020:1) is often used to
express this interrelationship between the theory of teaching and the practice which is
described by White and Heslop (2012:34) as the ‘theory/practice binary.” In what
could be described as a symbiotic relationship, one could argue that schools provide
the rich contextual experience for students to practise and hone their skills in the
classroom and HElIs are significant in delivering the history, philosophy, psychology
and sociology of education, the core elements of the ITE curriculum (Burgess,
2013:34). Furlong (2013c:8) suggest that HEIs support student teachers in their
practical training by giving them the opportunity to question and challenge their own
assumptions about the nature of teaching and this concurs with my own experience. In

this environment student teachers are given space and time to reflect on theory and
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engage in critical discourse about key educational issues for example curriculum
design and teaching styles. Furlong (2013c:160) argues that it is challenging for

schools to organise opportunities for this critical discourse to take place to this extent.

The school is not a seminar- far from it. For the practising teacher responsible
for teaching this curriculum to these children the imperative is to act. If

teachers stopped to question everything they simply could not teach.

Furlong (ibid) suggests that teachers operating as teacher educators in their own
school do not have the opportunity to stand back and deconstruct their teaching
experiences with student teachers in a detached and impartial way. Their reflections
are often spontaneous, based on their understanding of the best interests of the
children in their class/school. Alternatively, their counterparts in HEI can remain
neutral and disconnected from the teaching environment. This enables them to
question practice, offer alternatives which can help their students evaluate and when
necessary throw doubt on the efficacy of what they observe and practice’ (Furlong,
2013c:133). As Murray and Mutton (2016:72) comment it is difficult to see how the
move towards more school-led provision with its emphasis on learning in the
classroom will empower students and give them the opportunity to ‘engage critically
with their own practice’ (Myhill, 2015:25) through immersing them in current

educational research which is the aim of education departments in HEIS.
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2.2.6 School-led ITT

Interestingly with the emergence of SCITTSs the discourse of ITE in the new
millennium to this point had been largely identified as ‘school centred.” However, the
emergence of the new model of SD in the White Paper (DfE, 2010) shifted the
discourse to ‘school- led.” This term was subsequently adopted by the National
College for Teachers and Leaders (NCTL) for both school centred and school-led and

is at the core of their vision for the school system as a whole.

In 2014, the government commissioned an independent review to ascertain which core

elements of teacher education contributed to high quality teachers (Carter, 2015).

While this review of ITT in England continued to emphasise the importance of
partnership between schools and HElIs it identified that the quality of provision in ITE
was variable. However, the diversity of different training routes was seen as a strength
and the report acknowledged that as a result of this diversity there was a ‘shift in
leadership from schools to universities” (Whiting et al., 2016: 10). Ayres (2014:10)
asserts that this provision indicates that ITE ‘in England is therefore delivered by a
multiplicity of providers,” and signals a continuation of the market forces paradigm of
the 1990s (Gewirtz, 2013:10) which has brought about a range of teacher education
opportunities currently available for potential recruits into teaching to choose from
(Whitty, 2013:21). As a result, as school-led courses gain ground across England with
the introduction of the SD model, it could well be that it is the local needs of the
partnerships rather than the ‘educational principles’ (Brown et al., 2016:5), the deeply

held values and beliefs of the content of ITE which drives the content and structure of
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the programme. This in turn results in a variety of diverse programmes across the

country. As Brown et al. (ibid) comment:

local market conditions rather than educational principles can determine the
design of training models and how the composition of teacher preparation is

shared across sites.

This provision of another route into teaching through SD and the sustained emphasis
on more classroom-based training by successive government between 1992 and
present day, emphasises further ‘the political aspiration being to shift control away
from universities and into schools’ (McNamara and Murray, 2013:14). Consequently,
the most recent initiative introduced in the White Paper (DfE, 2010), the SD initiative,
sets out a model of ITT which is school-led and continues a trend of policy which
supports the marginalisation of university input and the potential impact on the quality
of the future teaching workforce (Florian and Panti¢, 2013:4). Furthermore, it once
again brings into question the commitment by successive governments to ‘improve’
ITE in England in emphasising opportunities for school- led ITT. In chapter 1 of this
thesis and section 2.1.6 of this chapter, | commented that Coalition government
believed that a move towards schools taking the lead in ITT was a feature of world
class education systems. However, despite this assertion recent reports by OECD
(2011) provide a range of evidence which establishes that the most successful school
systems in the world have organised their approach to ITE which not only emphasises
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the practicalities of teaching in schools but also preserve university-based provision. A
publication by Universities UK (2015:6) reports findings by the OECD which
maintain that the role of universities is crucial in the training of high-quality teachers.
It outlines the commitment to continued investment in the role of universities and the
value of research in teacher education in the most successful countries of Finland and
China. In stark contrast to other internationally successful countries Gewirtz (2013)
argues that the Coalition government of 2010-15 moved England away from this
commitment to HEI involvement in teacher education in favour of school- led models

of ITT.

2.2.7 The value of HEIS Iin ITE

Globally it would appear that the approaches to ITE are radically different (Gewirtz,
2013; Franchi, 2016). Consequently, there is a juxtaposition of models of ITE with
other European counterparts who are part of the Bologna process and who favour
registration on a university education course of four/five years (European Higher
Education Area). The global landscape of provision in ITE is changing and what
remains uncertain in the context of England despite these global comparisons, is the
role of HEIs in ITE through future partnership arrangements with schools. This is as a
consequence of a discernible shift in the role of HEIs in ITE, particularly in the area of
critical analysis and reflection on professional values (Parker, 2015:108). It could be
argued that this discernible shift has been made more conspicuous in recent speeches
by the (then) education minister Michael Gove (2010:6). Gove used media and public
speeches as opportunities to undermine and question the value of HEIs in ITE by

suggesting that University lecturers, although qualified teachers themselves, may be
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lacking in current pedagogy in schools and the application of this in practice. This
suggestion was being promulgated despite evidence in support of current teacher
education practices reported by a House of Commons Select Committee in 2010 and
reiterated in 2012 (DfE, 2012). This report stated that England had ‘some of the best
qualified and some of the best trained teachers’ (Whitty, 2014:472) and that HEIs
were important in ‘bringing rigour and status to ITT’ (House of Commons Children,
Schools and Families, 2010). The response by leading Higher Education academics
was swift and consistent, criticising this policy and stating that there is an intentional
shift of control in which Higher Education has reduced (their) influence and power in
this area of ITE. For example, Bell (2015) writing in the Guardian in 2015, pointed
out that this relocation of ITE from universities to schools ‘has been motivated by an
innate, ideological fixation that universities are Marxist hotbeds that inculcate new
teachers with discredited, progressive notions.” Here Bell indicates that this intentional
shift of control is not solely about the currency of university lecturers as up to date
practitioners but more about how the government perceives the ideology and ethos of

HElIs.

Murray and Passy (2014:493) also comment on the value of HEIs in ITE questioning
the development of increased school-based and school- led training through recent
government policy. While the emphasis on more time spent in the classroom suggests
a more relevant classroom ready approach than that offered by HEISs it fails to give
opportunities to reflect on recent research in key areas of child development and
curriculum development (Murray and Passy, 2014:493). As Pseiser (2016:172)
comments the value of teacher education has always been that teacher educators

provide student teachers with ‘the opportunities to ask what they and others consider
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to be important and reflect on whether their actions mirror their beliefs.” This would
imply that in positioning ITE in schools the government is doing more than giving
student teachers the opportunity to spend more time ‘on the job’ (DfE, 2010:19). It
gives credence to the voices of academics cited to this point that there is another, less
transparent agenda in recent government reforms to ITE which is the downgrading of
the role of HEIs in ITE. Menter (2013:7) highlights this further commenting on the
‘government’s apparent obsession with reducing or eliminating the university
curriculum.” This examination of a reduced role for HEIs in ITE and the impact of this

is complex and the rhetoric ongoing.

2.2.8 A return to the practical: an apprenticeship approach

In what Furlong and Lawn (2010:6) refer to as the ‘turn to the practical,” Brown et al.
(2016:11) maintain that teacher education in England is essentially moving towards ‘a
vocational, employment-based model of training’ (ibid). Given the trajectory of the
PGCE QTS in England since the publication of the White Paper (DfE, 2010), there
seems to be evidence to suggest this might well be a government intention through the

reform of ITE and a further indication of the diminution of the role of HEIs in ITE.

More than two decades on from the report by Lawlor in 1990 favouring an
apprenticeship approach to ITE (see section 2.1.3), Gove (2013) endorsed the
apprenticeship model he favours. With echoes of Hansot and Tyack’s (1982) concept
of a useable past (see section 2.1.2), his argument mirrored Lawlor’s and once again
emphasised the deregulation of the teaching profession through a marketisation of ITT

which allowed schools designated as ‘academies’ to recruit graduates who did not
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have any professional training as future teachers (Finn, 2017:167). This decision was
an ideological approach, a hypothesis that more access to the best practitioners in
outstanding schools would raise the quality of NQTs. ‘The evidence shows that the
best teacher training is led by teachers...the classroom is the best place for teachers to
learn as well as to teach’ (Gove, 2013). This view positions teacher training at post
graduate level firmly in schools as opposed to in HEIs, under the assumption that this
will give access to the best teachers and the best training: as yet this assumption has
remained unchallenged (Furlong, 2013b; Beauchamp et al., 2013; Finn, 2017). Winch
(2017:176) elaborates on this approach to the apprenticeship model in the context of
ITE whereby the student teacher develops their understanding of teaching by locating
themselves in the classroom rather than in the University. Under this model, a student
would observe a skilled practitioner and take on responsibility of the job under guided
supervision. They would develop their own understanding of what it means to be a
teacher in a way that ensures ‘that the systematic knowledge that underpins the
practice of the occupation is used to maximum effect within the practice.” Ellis
(2006:52) urges caution with the adoption of the apprenticeship model in relation to
ITE. He concludes that this approach to ITE may result in the perpetuation of current
and habitual ways of doing thing in any one school as opposed to developing ‘an
understanding of learning which can deal with knowledge creation at the levels of

both individuals and systems in which they are operating.’

In this chapter | have presented the juxtaposition of government policy and its impact
on ITE and the changing roles and responsibilities of HEIs and schools as a result of
these policies and interventions. In theme one of the literature reviewed I critiqued

changes in government policy in education between 1992 and present day which have
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increasingly given schools the opportunity for more involvement in the preparation of
future teachers. | have established that this has culminated in the White Paper (DfE,
2010) which has given schools further opportunities to make the decision to take the
lead in ITT (see section 2.1.2) through the SD model of ITT. In theme two | outlined
how schools have taken an increasingly significant role in the preparation of future
teachers and considered if these changes in government policy had challenged the
dominance of HEIs in the field of ITE. Furthermore, | have reflected on what impact
the move to more formal and mandated partnerships has had on the reform of ITE. |
suggested that partnership arrangements between HEIs and schools have evolved
which has in turn impacted on partnership agreements between these two stakeholders
(see 2.2.2 and section 2.2.4). As stated in section 2.2.5 of this chapter, while the body
of literature presented so far supports these differing roles and polarised views, there
is a need for a more in-depth study of the evolving partnerships between HEIs and
schools and the roles each of these stakeholders fulfils in the preparation of future
teachers. The body of available research primarily focusses on evaluating the
partnership between schools and universities in a range of contexts and is generally
written from the perspective of HEIs (Ledoux and McHenry, 2008:156; Kirk, 2013:
23). As a result, there appears to be little research which gives a voice to the schools,
particularly primary schools, and reflects upon their perspectives of partnership and
the roles that school and university take in ITE. In this thesis a key aim of the research
IS to give this voice to a group of HTs to enable them to explore their perceptions of
ITE and to establish why they would take this decision to take the lead in ITT having
been given this opportunity as a result of recent government legislation. Consequently,

in chapter 3 I will propose that a HTs’ values, beliefs and perceptions of ITE could be
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perceived as fundamental to their decision to take the lead in the preparation of future

teachers.

Chapter 3: A disposition to take the lead in ITT: the

significance of personal histories and power relations.

3.1 Introduction to the chapter

While chapter 2 contextualises the study in a chronology of changes in government
policy for ITE from 1992 — to the publication of the White Paper ‘The Importance of
Teaching” (DfE, 2010), chapter 3 provides the theoretical context of this thesis
exploring the less tangible concepts of personal histories, social collaboration and
power relations between stakeholders in ITE. As in chapter 2, chapter 3 will be
divided into two sections with each section representing one of two key themes which
have originated from an iterative process of data collection and data analysis (see
chapter 4 of this thesis). Each section will be organised under the headings of each

theme: theme one section 3.1, theme two section 3.2 and so forth.

Creating the permitting circumstances and opportunities for HTs to take the lead in

ITT does not necessarily result in these opportunities being taken up and consequently
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the focus of literature reviewed in chapter three of this thesis will offer a theoretical
analysis of how the personal histories of the HTs in this study form a basis for making
the decision to take the lead in ITT . The relevance of beliefs, perception and values
in decision making is informed by the work of Bourdieu (1990) and the literature
critiqued will explore that it is an individual’s habitus, the values, beliefs and
perceptions borne out of these personal histories and collaboration within a variety of
social structures which impact on HTs’ decision to take the lead in ITT. It is
significant to note that throughout themes 2.1, 2.2 and 3.1 | allude to power relations
between the stakeholders in the field of ITE which have been identified in this study
(government, HEIs and schools). It is therefore pertinent to critique the relevance of
power relation to the perceptions, values and beliefs of HTs choosing to take the lead
in the preparation of future teachers by way of the SD model of ITT and critique to
what extent these power relations underpin the narrative of the HTs in my research.
Consequently, in the concluding theme of the literature reviewed for this thesis,
Power relations between stakeholders in ITE, the literature presented critiques to
what extent these power relations underpin the narrative of the HTs in my research
who made the decision to take the lead in the preparation of future teachers. This
theme explores the concept of power relations which is informed by the writings of
Ball (2012) and his interpretation of the later work of the French philosopher
Foucault. Using the work of Foucault as the basis for my argument I will suggest that
power relations between these stakeholders are relational and that meanings which
inform the preparation of future teachers arise out of these relations and are co-
constructed. Reflecting the three themes in the literature reviewed in chapter 2 and 3,
I will critique the significance of power relations in policy, of shifting power relations

in the evolving nature of partnerships between HEIs and schools and the relevance of
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power relation to the perceptions, values and beliefs of HTs choosing to take the lead

in the preparation of future teachers by way of the SD model of ITT .

Theme one: The relevance of beliefs, perception and values in

decision making

3.1.1 Introduction to theme one

Chapter two of the literature reviewed has highlighted the reform and development of
ITE and the political ideologies which gave rise to this reform and established how
partnership agreements between HEIs and schools evolved in response to government
legislation over this period. In theme one of chapter three I will now explore HTs’
perceptions of ITE and how these perceptions influence this decision to take the lead
in the preparation of future teachers through the SD model of ITT (see section 1.8).
This correlates with RQ1 of this research, ‘For what reasons have some HTs chosen to
involve their school in school-led ITT by way of the School Direct model?’ and RQ?2,
“How do their perceptions of ITE influence this decision to take the lead in school -led

ITT for the preparation of future teachers?’

In this theme I will suggest that HTs’ values, beliefs and perceptions of ITE could be
perceived as fundamental to their decision to take the lead in the preparation of future
teachers. | will establish the importance of using a theoretical framework to explain
this social behaviour and 1 will then frame my hypothesis with reference to the work

of Bourdieu (1990), specifically his understanding of structure and agency and his
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conceptualisation of this through habitus. In my critique of the concept of habitus and
its associated concepts of field and cultural capital (Reed-Danahay, 2005:155) | will
outline how these concepts can form the basis of thoughts and actions by an individual
based on their understanding of the world in which they live. Consequently, these
thoughts and actions evolve and mature to form histories which are developed further
as result of collaboration within the social structure in which these are being made. |
will suggest that it in the light of this it is conceivable that it is an individual’s habitus,
the values, beliefs and perceptions borne out of these personal histories, which are
significant in this thesis. Furthermore, | will analyse how the habitus, personal
histories and collaboration within a variety of social structures impact on HTs’
decision to take the lead in the preparation of future teachers by way of the SD model

of ITT.

3.1.2 The importance of a theoretical framework in exploring the decision to take

thelead in ITT

Government legislation in England has given more authority to schools for the
preparation of future teachers. At the time of writing this thesis, this includes taking
the lead in PGCE routes of ITT by way of the model of SD. In the pilot study for this
thesis (see section 5.2) | interviewed three HTs to establish why they chose to take the
lead in the preparation of future teachers by means of the SD route. A preliminary
analysis of these data as part of my research design suggested that personal and deeply
held beliefs, values and perceptions of the HTs could be significant. These beliefs,
values and perceptions appeared to be dynamic, ever changing and were constructed

over a period of time and from a range of experiences. Capturing and explaining this
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behaviour of the HTs was daunting because as Ajzen (1991:179) comments,
explaining ‘human behaviour in all its complexity is a difficult task.” Craib (2015: 19)
offers a possible solution to this challenge by explaining that the intangible (here the
HTs’ beliefs and values) needs to be rooted in a theoretical framework. Consequently,
further reading led me to conclude that a framework or paradigm in the domain of
social theory could be utilised. According to Craib (2015: 19), social theories are
frameworks which are used to examine social occurrences and explain social
behaviour in the real world, essentially social theories help the researcher to theorise
and explain everyday life of ordinary people. It is this interpretation of social theory
which links directly with my study, specifically RQ1, ‘For what reasons have some
HTs chosen to involve their school in school- led ITT by way of the School Direct
model?’ and RQ2, ‘How do their perceptions of ITE influence this decision to take the
lead in school- led ITT for the preparation of future teachers?’ In my thesis it is
Bourdieu’s interpretation of structure and agency conceptualised in his ‘primary
thinking tools’ (Bourdieu in Wacquant, 1988:5, cited in Rawolle and Lingard,
2008:739), specifically habitus and the associated concepts of field and cultural
capital, which resonate with the idea of HTs choosing to take the lead in the
preparation of future teachers. It is my interpretation of aspects of the work of
Bourdieu which provide me with a theoretical framework which affords a valuable
basis to explore and explain the choices made by HTs. This framework provides a
‘theoretical lens’ (Connelly, 2014:187) through which to evaluate why the choice to
take the lead in ITT is perhaps not as Gove (2010) suggests, ‘a simple one.” Rather,
the choice may be empowering and complex, drawn from an individual’s history of

past experiences and based on current values and beliefs. It is therefore posited that
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the past experiences, the personal histories of the HTs ultimately may contribute to the

decision to become involved in this activity.

3.1.3 The significance of structure and agency

Bourdieu believed that it is an individual’s self-awareness and capacity to make their
own choices that is significant to the relationship between thought and action
(Marginson, 2008:312.). His theory was in contrast to other prominent thinkers of the
20" century who hypothesised that an individual’s capacity to make decisions was
influenced by structures in society, the religious, and the social class or gender
groupings to which the individual belongs (Scrambler, 2015). In effect an individual’s
behaviour, their actions, are determined by these influences, these structures in any
given situation (James, 2015; Gale and Lingard, 2015). Bourdieu posited an
alternative. His theory ‘liberated’ individuals from the constraints of these structures
in society, the religious, and the social class or gender groupings to which they
belong, and he determined that individuals have the capacity to act independently of
these, to exercise free will. For Bourdieu individuals exercise agency in their social
interactions and consequently, their thoughts and actions are not determined by
structure. This belief that individuals exercise agency in their behaviour, autonomy in
deciding their thoughts and action, would seem to suggest that Bourdieu rejected the
force of structure on the thought and action of an individual, yet this is not the case.
My interpretation of Bourdieu’s work is that rather than reject the force of structure,
on the contrary he reconceptualises this in the form of ‘structured fields’ (Power,
1999; Rawole and Lingard, 2008). His intent is to explore and explain his

observations of how power relations in society as a whole result in inequality in a
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range of social interactions (Bathmaker, 2015:61) and he identifies groups within
which these social interactions take place for example education and social class (see
section 3.5). For Bourdieu an individual’s behaviour is shaped and guided as a result
of social interactions within and between these different ‘social’ groups. He maintains
that these social interactions are in turn influenced by the collective predispositions,
values and beliefs of the social structure that an individual operates within (Harker,
1984:118). As Bourdieu explains ‘The individual is always, whether he likes it or not
trapped...within the limits of the system of categories he owes [to] his upbringing and
training” (Bourdieu and Wacquant, 1992:26). It is between the constraints of the social
structure and the autonomy of the individual, the free will, that habitus resides.
Consequently, the concept of habitus is Bourdieu’s hypothesis of the interrelationship
between structure and agency and this will be critiqued later in this theme (see section

2.3.4).

Bourdieu’s work challenged the deterministic (italics my own) nature of the force of
structure positing that behaviour is socially constrained (italics my own) by forces of
structure as an individual takes account of the values and beliefs of the field within
which they are socialising (Ferrare and Apple, 2015:49). More precisely, thought and
action reside with the individual (agency) based on their understanding of the world in
which they live and which they create through social interaction in a variety of
contexts (field). Here the legitimacy of Bourdieu’s work in this thesis becomes
apparent. In this thesis RQ1 and RQ2 relate to my hypothesis that for the HTs in this
study, the decision to take the lead in ITT is the outcome of a variety of social
interactions, lifelong experiences both personal and professional which contribute to

and influence their decision.
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3.1.4 Habitus

The concept of habitus is fundamental to Bourdieu’s theoretical framework and it is
the habitus which forms the link between the individual and their behaviour (James,
2015; Reay, 2004; Hilgers, 2009). In his later writings Bourdieu explains that habitus
is ‘systems of durable, transposable dispositions, structured structures predisposed to
function as structuring structures’ (Bourdieu, 1990:53). My understanding of this is
that these transposable dispositions are internal structures of the social world in which
an individual operates, dispositions reproduce the environments in which they were
shaped and in turn structure how an individual view the world. According to Bourdieu
it is these dispositions which are the essential features of an individual’s character and
temperament based on their personal history, preferences and experiences.
Furthermore, it is an individual’s dispositions ‘the bodily incorporations of an
individual’s social history’ (Rawolle and Lingard, 2008: 731) interacting within a
range of social spaces that can influence and structure the actions that an individual
takes (Marginson, 2008: 307). In short, habitus is something that embodies and
characterises an individual, their way 'of standing, speaking, walking, and thereby of
feeling and thinking' (Bourdieu, 1990:70). It is the internal nature of an individual
which embodies the culture of the social group within which they interact. Harker
(1984:120) observes that an individual’s habitus is therefore unique and can
potentially influence how the individual will behave and what choices they will make
in the course of their interaction with other people, or as a result of external influences
and experiences. Consequently, habitus is a set of dispositions that helps the
individual to construct the world in which they live through the first-hand encounters

that an individual has in a range of contexts (Nolan, 2012:215). More recently, the
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concept of disposition has been aligned with a constructivist perspective (Raths and
Diez, 2007:93) which Bourdieu himself eventually subscribed to in his later writing
describing this as ‘constructivist structuralism’ (Bourdieu,1987:5). This model
confirms that individuals are constantly evolving and so it is difficult for our
dispositions to remain static. In this thesis I suggest that external influences are
exemplified through the reform of ITE and the experiences of the participants relate to
the evolving nature of partnership arrangements between schools and HEIs (see theme
one and theme two in chapter 2). Consequently, the impact of these external
influences ultimately contributes to the behaviour and choices of the individual.
Hawthorn clarifies the concept of habitus further by explaining that an individual’s
habitus ‘is shaped thoughts, beliefs, interests and understanding of the world around
them’ (Hawthorn, 2016). In this thesis the beliefs of the participants about ITE and
their understanding of their contribution to the preparation of future teachers as a

result of their social interactions, their shaped thoughts, are relatable to RQ1 and RQ2.

The concept of habitus is not a new concept which was defined and developed by
Bourdieu alone, it has evolved over time and originates in the time of Aristotle where
it was a moral concept associated with the determining of an individual’s qualities
(Marginson, 2008:73). Habitus has been developed and shaped by other philosophers
and writers for example Durkheim, Mauss, and Hegel (cited in Reed —Danahay,
2004:103) and it these different interpretations of habitus which influenced Bourdieu
throughout his career. As Belvedere (2013:1094) observes ‘it is not possible to find a
consistent definition in Bourdieu’s work’ as Bourdieu refined his own understanding
of this concept over three decades in his writings. In his later works he refines the

concept of habitus to include the almost involuntary impact on decision making of
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those deeply held values and beliefs which individuals have, and which determine
how they interact with others in any social interactions (Hilgers, 2009: 740). In this
thesis, it is Reay’s (2004: 434) interpretation of Bourdieu’s final articulation of
habitus that endorses my own understanding of the concept. She posits that habitus
operates on a number of levels through thoughts, actions and more specifically the
changing (italics my own) nature of an individual’s persona as a result of the impact
of first-hand experiences which are embodied. An individual’s habitus evolves as a
result of these first-hand experiences and, as Bourdieu himself explains, because of
these first-hand encounters habitus is not static it is ever changing as it interacts with
travel, age and education for example (Bourdieu, 1990:52). This indicates that
individuals reorganise and reconceptualise their understandings of the world based on
the social interactions that they have in a variety of situations over the course of their
life. Given this, it is logical that Bourdieu should himself reconceptualise his own
understanding of habitus based on his own individual history and it is his later

articulation of habitus which pertains to this thesis.

3.1.5 The legitimacy of utilising the concept of habitus

It is important to acknowledge before continuing that the selection and application of
Bourdieu’s work as a theoretical framework for the purpose of exploring the decisions
made by HTs to take the lead in the preparation of future teachers is contentious. Reay
(2004:432) suggests that while Bourdieu’s interpretation of agency sought to
challenge the concept of determinism prevalent in the 21st century, his concepts have
‘often been subject to widespread criticism’ and challenges to his conceptualisation of

the autonomy of an individual. James (2015:92) corroborates this and adds that the use
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of Bourdieu’s concepts in educational research are particularly ‘attractive’ leading to
superficial usage ‘bestowing gravitas without doing any theoretical work (Reay,
2004:432). Bathmaker (2015) in her paper ‘Thinking with Bourdieu: thinking after
Bourdieu’ suggests the relational aspect of habitus between the external influences
and experiences of an individual has provided for some a means of disputing the idea
that an individual exercises free will and has complete freedom to create their own life
story and yet for others, has provided a means of over emphasising the role of agency
in decision making. This seemingly polarised interpretation of Bourdieu’s habitus
raises questions about the legitimacy of utilising his work. Referring to both, Hiligers’
(2009:740) opinion of the almost involuntary impact of the habitus on decision
making and Harker’s (2016) interpretation of habitus as shaped thoughts suggests a
similarity with the determinism that Bourdieu’s work tried to overcome and resonates

with the criticism of his work as ‘latent determinism’ (Reay, 2004:432).

A critical point in Bourdieu’s theory is that while habitus may be regarded as a
limiting influence and somewhat deterministic (Jenkins 2002, cited in Bathmaker,
2015:65), habitus does not necessarily determine (italics my own) thought and action
(Bourdieu, 1990:86). An individual’s deeply held values and beliefs are ‘linked to
individual histories’ (ibid) which embody all that has gone before. As Reay (2004
:434) comments, it is the grasp of these individual histories which Bourdieu identifies
in his later work that are key to understanding the concept of habitus. Harker (2016)
clarifies this further, explaining that it is through a person’s experience of first hand
encounters which result in the construction of individual histories and form part of the
habitus. Accordingly, their life story is in part determined and shaped by an

individual’s past experiences, their histories, and it is these past experiences which
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fuse with first-hand experiences and influence an individual’s future thoughts and
actions. After considering the summaries of Harker and Reay, the intricacy of the
‘structured structures predisposed to function as structuring structures’ that Bourdieu
(1990:51) identifies in his later articulation of habitus are becoming less complex. As

Reay (2004:434) comments:

It appears that Bourdieu is conceiving of habitus as a multi-layered concept,
with more general notions of habitus at the level of society and more complex,
differentiated notions at the level of the individual [...] Current circumstances
are not just there to be acted upon, but are internalized and become yet another

layer to add to those from earlier socialisations.

The proposal of the habitus as a multi layered concept suggests that forming the
habitus is a cyclical process of constructing life histories as past experiences interact
with present experiences. Yet | believe there is still an element of determinism here
and the relational aspect of the social structure in which the individual operates, the
field, and the tension between the unconscious and conscious act of decision making,

the notion of free will, need further consideration
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3.1.6 Habitus and freedom

Hilgers (2009: 731) describes habitus as a ‘permanent mutation.” Actions of an
individual are considered, evaluated and created through social interaction by a
person’s habitus. This generates an infinite number of actions or responses from any
one individual which is dependent on their own disposition, their character and
temperament (Hilgers, 2009:731). Furthermore, Hilgers (2009:741) emphasises the
importance of the relationship between habitus and freedom, the free will of the agent
to make decisions. The ‘structuring structures of the habitus’ relates to the degree of
agency an individual has and is dependent on their position in the social structure or
field in which they operate. Hilgers ((2009:741) asserts if an agent ‘can master the
objective rules that structure field, then they are at ease playing with them while
remaining in line with their requirements.” Hence habitus is explored in relation to the
culture, the values and beliefs of any group, in this case the HTs interviewed as part of
this study. In turn these values and beliefs are then shaped as a result of the
individual’s history, their experiences in the field of ITE both past and present and
embodied by an individual. This embodiment shapes their personality and
temperament, their disposition, and forms the basis of his/her behaviour in any given

situation, in this thesis impacting on the decisions to take the lead in ITT.

Throughout section 3.1.4 | have emphasised the ‘action’ of individuals interacting
within social spaces to develop their habitus. Furthermore, I have suggested that the
habitus of the individual HTs has been influenced by the first-hand experiences of
operating in the social space related to ITE. Consequently, it is possible that it is the

development of the habitus through this interaction in the social space related to ITE
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which has resulted in the action, the decision to take the lead in the preparation of
future teachers and which is the focus of this thesis. These social spaces are organised
into what Bourdieu identifies as ‘fields’ and it is the creation of fields in his later
writings that shifts the works of Bourdieu further away from the claims of latent
determinism (Gale and Lingard, 2015: 5) discussed in section 3.1.5. Whereas habitus
is the embodiment of an individual’s disposition and determines the behaviour of an
individual, fields are the social spaces where the behaviour takes place, ‘the
environment/habitat within which agents’ habitus is expressed in practice.” (Rawolle
and Lingard 2008:732). Consequently, field is an important part of Bourdieu’s

‘primary thinking tools’ (Atkinson 2019:4).

3.1.7 Bourdieu’s social spaces.

For Bourdieu a field is a social space where individuals interact. This space is
structured internally by the social positions that each individual occupies and the
power relations between individuals operating within that field. Bourdieu (1985:724)

explains this as follows:

... the social world can be represented as a space (with several dimensions)
constructed on the basis of principles of differentiation or distribution
constituted by the set of properties active within the social universe in
question, i.e., capable of conferring strength, power within that universe, on

their holder.
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It is probable that individuals will inhabit more than one field at a time and in their
lifetime may move across many different fields (Costa and Murphy, 2015:131). As
Nolan (2011:207) observes ‘it is [in fields] that everyday decisions are made within a
network of structures and relations.’ It is the decisions made in this network of

structures that form the habitus (see section 3.1.4)

At the time of his writing (approx1990) Bourdieu suggested that there are many fields,
for example the legal field and the literary field (Atkinson, 2019:4), which are “all
historically constituted areas of activity with their specific instructions and their own
ways of functioning’ (Bourdieu, 1990:87). These places of activity are according to
Bourdieu ‘quite peculiar social worlds where the universal is engendered’ (Bourdieu,
1998:71), that is fields are the places where the individual interacts with the
characteristics of that social group to construct the habitus. In his later writings,
Bourdieu went on to suggest the existence of ‘micro fields’ citing the family amongst
them ‘with their own particular stakes and struggles’ (Atkinson, 2019:3). Ferrare and
Apple (2015:47) in their paper ‘Field theory and educational practice’ clarify the
writing of Bourdieu further and note that while this might suggest that fields are
autonomous in nature, operating only around those particular types of capital for
example cultural and academic which are pertinent to their structure, fields are also
susceptible to external influences, ‘practices in relation to the field of power at given
historical moments.” Here the dominant field of power intersects and interacts with

any given field which can result in modifications to the distinctive features which
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identify that field. My interpretation of this is that the structure of a field is not a fixed
entity, it is subject to change and develops in relation to the new practices, knowledge,
systems and procedures of significance at that time. Pertaining to this and taking into
consideration the policy, the practices and knowledge of ITE and the nature of
partnership, the systems and procedures, | would suggest that the field of ITE isin a
state of flux. The field of power in the form of new policies and practices critiqued in
theme one of the literature review and the evolving partnerships which have been
critiqued in theme two of this thesis have in effect shifted the structure of the field of

ITE.

Yet there is still another dimension to these places of activity, those social spaces
where the individual interacts with the characteristics of that social group to construct
the habitus. As Bourdieu reminds us the practices of/in a field ‘cannot be accounted
for without considering the structure of the power relations among the members’
(1998:7) of that field. As Rawolle and Lingard observe (2008:73), it is through this
interaction with others in relation to the power that they have within this social field
that contributes to the construction of their social habits. My understanding of this is
that each field is organised around the power relations between individuals as they
strive to achieve their position in the field. This position, an individual’s status within
a field, is symbolic, that is representative, given as a result of the type of capital each
individual strives to achieve. Grenfell (2009:17) interprets the meaning of capital in
Bourdieu’s writings as the resources and assets specific to that field which bring
status, power to the individual. Bourdieu identifies four types of capital: economic,
symbolic, social and cultural (Nolan, 2011:215) and it is cultural capital, a form of

symbolic capital, which is germane to this thesis. Cultural capital “is a credit, it is the

86



power granted to those who have obtained sufficient recognition to be in a position to
impose recognition” (Bourdieu, 1990:138). In this thesis cultural capital is a
commaodity which is granted by the elected government of the time and bargained
with as a result of the changes in policy and evolving nature of partnership. For the
HTs their qualifications which validate them as professionals in the field of ITE and
their knowledge and understanding of the preparation of future teachers interacting
with others within the field of ITE can be regarded as cultural capital. Furthermore, as
a result of government intervention in the reform of ITE since 1992 to present day the
power relations within the field of ITE have been reconstituted. This is particularly
noticeable in the post graduate certificate in education with QTS where it is the
schools as opposed to the universities which have been given the opportunity to take

the lead in the preparation of future teachers.

Theme two: Power relations between stakeholders in ITE

3.2.1 Introduction to theme two

In theme one of chapter 3, I considered how HTs’ perceptions of ITE might influence
this decision to take the lead and rooted this decision in a theoretical framework. Here
I suggested that it is a person’s beliefs, values and perceptions that are fundamental in
making this decision and | propose that it is the habitus, the essence of an individual,
that is pivotal in making this decision (see section 3.1.4 and 3.1.6). In this concluding
theme of the literature reviewed for this thesis, | will analyse the importance of the
power relations between the stakeholders in the field of ITE (the government, HEIs

and schools). This theme will reflect upon the shifting power relations identified in
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2.1, 2.2 and 3.1 of the literature presented and critique to what extent these power
relations underpin the narrative of the HTs in my research who made the decision to
take the lead in preparing future teachers. In this section my understanding of power
relations is informed by the writings of Ball (2012) and his interpretation of the later
work of the French philosopher Foucault. While | will suggest that power relations
between the stakeholder involved in the preparation of future teachers are co-
constructed, | acknowledge that this is not straightforward and power relations
between these stakeholders are complex. Therefore, this section will consider how
these power relations could be perceived as a constraint or an opportunity dependent
on the perceptions of policy intent of each of the stakeholders. In this thesis, the
perception of power relations between the stakeholders in the preparation of future
teachers - government, HEIs and schools - is implicit in all of my three research
questions (see section 1.8) and I suggest that power relations between school and HEIs
and government underpin the decision to take the lead in ITT. To illustrate this, I will
refer to key commentators of both policy and practice in education for example Ball
(2012) and Furlong (2005). Reflecting the three themes in this literature review to this
point I will critique the significance of power relations in policy, of shifting power
relations between HEIs and schools and the relevance of power relations to the

perceptions, values and beliefs of HTs choosing to take the lead in ITT.

3.2.2 What is power?

In his paper ‘The conception of power: reconsidered,” Regoli (1974:157) posits that in
the domain of social sciences there is an almost intuitive understanding of what power

means and how it operates. He suggests that this comprehension is largely based on
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our own experiences of power in our lives. On the one hand power could be perceived
‘in its potential state’(ibid), observed in relationships as a dialectical opposition
between the negative and positive effects of power where significant individuals seem
to have dominion over others as a result of their role or their status for example parent
- child. Alternatively, Regoli (1974:158) suggests that power can also be considered as
tangible, observable where the power of an individual results in
controlling/manipulating the actions of another. Attempts to clarify understanding of
the concept of power have resulted in multiple and often conflicting descriptions. As
Bierstedt (1950:730) comments, ‘we all know perfectly well what it is — until someone
asks us.” This thought is reflected by Regoli (1974:157) who states that ‘the more
social scientists attempt to define power, the more complex it is found to be’ and it
would seem that articulating a ‘single unifying statement of power’ is problematic
(Walford, 2013:153). Lukes (1974:9) concurs yet based on his exploration of the
social reality of power he offers a generic one-dimensional view of power in the first
edition of his seminal text ‘Power a radical view.” This view represents power as
dominance, used by an individual or organisations to gain control over another, a
positive for those who wield it, a negative to those who experience it. However, in his
later works Lukes develops his understanding of power illustrating the complexities
which Regoli (1974:157) identifies in defining this power. Lukes (2004:52) offers a
more sophisticated three-dimensional view of power in which he suggests that the
powerless are subject to a form of domination in which the powerful act upon the
powerless in such a way that the latter acts as the former wants them to. Furthermore,
as part of this act of power, the powerful exclude ‘those which threaten the interests of
the powerful” (Lukes, 2004:52). In this articulation of power, power takes a more

manipulative form and at first glance this representation seemingly concurs with how
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power in this chapter has been presented to this point. In theme 1 and 2 of this
literature review key commentators, for example, Furlong et al. (1996), Menter (2013)
and Murray (2008) have highlighted the demise of the traditional role of HEIs in ITE
which has been as a result of ‘the current government’s intensification of the
discourses of derision around the contributions of HE-based teacher educators’
(McNamara and Murray, 2013:16). This in turn has led to a lack of stability in HEIs in
a number of areas for example in the area of funding as the diversity of other routes
into ITE have impacted on recruitment (ibid). Subsequently, it could be construed that
the ‘powerful’ is the government who seek to curb the dominance of HEIs in the
preparation of future teachers through the rhetoric of education policy reform in which
ITE is embedded. Power in this narrative is therefore highlighted as a consequence of
the dominance of government policy resulting in the shifting roles and responsibilities
of the powerless, HEIs and schools. As a result of the move to more formal and
mandated partnerships schools have been given increased responsibility and an
opportunity to take the lead in ITT. Consequently, through the discourse of
educational reform, the voice of HEIs has been excluded and as a consequence, the
role of HEIs has been diminished and their perceived dominance in ITE reduced. This
interpretation however does not take into account theme 3 of this literature review
‘The relevance of beliefs, perception and values in decision making,” which suggests
that power relations are constructed between individuals operating within a field, in
this thesis the field of ITE. In this, it is the cultural capital, the resources and assets
that individuals and/ or organisations bring to this field which gives them a position of
power (Bourdieu, 1990). This suggests a more intricate concept of power than one of
domination of one (individual/organisation) over another, one that is intricate and,

returning to Lipsky’s ‘street level bureaucrats (see section 2.1.3), the concept of power
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here is potentially located in the interpretation of policy by the individual and/or

organisation.

3.2.3 The interpretation of power in this thesis.

My understanding of power in this thesis is influenced by the writings of Ball (2012)
and his interpretation of the later work of Foucault. In his book ‘Foucault, power and
education’ Ball (2012:29) comments that Foucault’s philosophy challenged the
prevailing Marxist tradition which favoured a more authoritarian theory of power.
This tradition viewed power in relation to class domination where power resided
within a concentrated group, a ruling class. Individuals were perceived as oppressed
and dominated (Balan 2010:55) and power was dispersed through society from the top
down through social institutions, for example the state, religion and education (Anyon,
2011:34). Ball (2012:30) explains that Foucault’s concept of power provided an
alternative viewpoint, one which challenged this dominant ideology. While Marx was
concerned with power as domination by a ruling class, Foucault was more focussed on
power in a relational context and articulated this in two technologies of power,
biopower and disciplinary power (Rye, 2014:156). While bio power focusses on the
state exercising power over the purposes and process of life, disciplinary power
organises and manages individuals/groups in relation to others so that society can
operate as effectively and efficiently as possible (ibid); the significance of this in my

research will be explored in section 3.2.5.

It is this articulation of power which separated Foucault from the traditional view of

power and led him to consider the complexities of how power functions in society.

91



Contrary to Regoli (1974), Foucault posited that power was not defined as an entity in
itself, it was articulated as intangible (italics my own). For Foucault power is
everywhere, ‘a fluid, omnipresent network without restrictions’ (Parker 2015:107)
which does not exist in the abstract but is rather positioned in relation to the
individual, the subject and their interactions with others ‘by virtue of their acting or
being capable of action’ (Foucault, 1982: 789). In his essay ‘The Subject and the
Power’ (ibid), Foucault posits that power ‘is a total structure of actions brought to bear
upon possible actions.” Hence, power only exists when it is ‘exercised’ in a relational
context, ‘a set of actions that influences the actions of others’ (Garnar, 2006:351). In
his later work Foucault developed his understanding of power moving further away
from the Marxist tradition to suggest that power need not be viewed as oppressive but
at times a positive force, one that cannot be owned by a person or persons and
therefore wielded over others (Heizmann and Olsson, 2015:758). Alternatively, power
could be liberating and transformational (Ball, 2017:23), a creative source and one
that underpins advancement and development of individuals and societies (Gallagher,
2008:397), and it is in the exercising of power that the positive and the negative nature

of power can be constructed as individuals channel action in certain directions.

3.2.4 The power/knowledge concept

Foucault’s understanding of power was rooted in the relationship between power and
knowledge which results in ‘cultural formations’ (Garnar, 2006:352), that is the
regulation of society in which knowledge of that society’s values and beliefs are ‘used
to control the actions of subjects’ (ibid). This led Foucault to posit that power and

knowledge are not separate, they are inextricably linked (Leask, 2012:63). As Garnar
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(2006:353) posits, ‘knowledge creates spaces for power to operate, while power
provides sites for knowledge to be produced’ resulting in a symbiotic relationship.
Accordingly, it is Foucault’s hypothesis of the intricacies of power/knowledge and the
exercising of power through organisations, individuals and structures which is
pertinent to this thesis. His argument is that it is in particular knowledge and meaning
which is generated in multiple discourses which give rise to the ‘rituals of truths’
(Heizmann and Olsson, 2015:757). Furthermore, it is these truths which in turn create
new knowledge and meaning in a particular field (Mayr, 2008:15) and form the
foundations of what is true or false in any society which exemplify Foucault’s ‘action

upon action’ (Foucault, 1982: 789).

Consequently, the origin of my understanding of power knowledge and that which
underpins this thesis is that it is the combination of actions and influences by
organisations on another, which give rise to the new knowledge and meaning about
the preparation of future teachers through the discourses in the field of ITE. Here,
power knowledge is perceived as relational, as an action which is exercised in a space
where it is co-constructed and negotiated between individuals and groups who
influence each other in a range of social interactions. As Ball (2012:30) surmises ‘a
shifting and changing interactive network of social relations between individuals,
groups, institutions and structures that are political, economic and personal.’ (see

section 3.2.5)
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3.2.5 The techniques of power in educational policy

This shifting network of social relations situated in a political context are, according to
Ball (2012:30), fundamental to education policy. In his interpretation of the works of
Foucault Ball posits that two techniques of power, what Ball terms regulatory power
and disciplinary (biopower), lock together to manage the population and ‘operate at
different levels, what we might roughly call policy and practice, but which are closely
interrelated at many points’ (Ball 2012:45). Ball (ibid) proposes that regulatory power,
those policies set out by government ensure that the population comply with
legislation of the country whereas the disciplinary power, the practice, is the social
sphere in which these policies are interpreted and enacted. These two techniques of
power would seem to underpin the critical analysis in theme one of this chapter of
educational policy from 1992-present day which suggests that it is the Government
effecting regulatory power which is significant to the power relations between HEIs
and schools and leads to the permitting circumstances which enable schools to take
the lead in ITT (see section 2.1.6). Power emanates from government in legislating
policy to be implemented in ITT to manage the population, the education workforce of
HEIs and schools referred to in this chapter. The power of the government and the
impact of these policies in relation to ITE over the years of 1992- present day have
been critiqued in themes 1 and 2 and seem to support the view of government as a
dominant power creating policy to enact educational reform. However, this would
appear to be a simplistic one-dimensional view which does not take into account the
closely ‘interrelated aspects’ of these two techniques of power. This will be explored
more fully in section 3.2.7. Furthermore, as previously stated in section 3.2.4, from a
Foucauldian perspective, power ‘cannot be established without the production,

accumulation, circulation and operation of a discourse’ (Moutsios, 2010:130) and it is
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through this discourse that knowledge about and the perceived intent of the policy is
constituted. This would suggest that the power/knowledge concept identified by
Foucault is located in the education discourses of between 1992 to present day (Ball,
2017:43), and consideration of those discourses which give rise to power relations
between stakeholders is required to address RQ1, ‘For what reasons have some HTs
chosen to involve their school in school-led ITT by way of the School Direct model?”’
and RQ2, ‘How do their perceptions of ITE influence this decision to take the lead in

school-led ITT for the preparation of future teachers?

As has been established in section 2.1.5 of this thesis, prior to the late 1990s,
Educational reform was not solely the prerogative of the UK and subsequently
England (as a result of devolution of powers) which is the focus of this thesis.
Educational reform was also reflected in the global community in line with increasing
economic and technological needs. Consequently, these educational discourses
originate throughout the world in the social and wider economic and political arena
(Ball, 2017; Moutsios, 2010). According to Moutsios ‘discourses are discourses
precisely because they convey meaning’ (Moutsios, 2010:131) and it is therefore
relevant to consider the connection between the power/ knowledge concept in
educational reform and the meanings which originate in the educational discourse of
the stakeholders, and are co- constructed by the stakeholders, the government, HEIs
and schools over the period 1992 — present day. Furthermore Castoriadis and Curtis
(1991:24) posit that these discourses establish what is valued and prized in a society,
the meanings that are constructed shape and form an identity ‘the construction of its
own world by each and every society is, in essence, the creation of a world of

meanings’ (ibid). In this thesis the construction of meaning between the stakeholders
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for the preparation of future teachers gives rise to the shifting power relations that

underpin my research.

3.2.6 Power relations between government and HEIs

In the field of ITE, the educational discourse between the government and HEIs which
gives rise to the ‘rituals of truths’ (Heizmann and Olsson, 2015:757, see section 3.2.4)
could be seen as challenging. While the aim of both stakeholders is the quality of its
future teachers, the constructed meanings about the ways to achieve this could be
conflicting. As a result, power relations may appear nebulous, that is to say imprecise
and unformulated, as the intent of government policies clash with the ‘interpretations
and translations of the policies’ (Ball et al., 2012:612) of key commentators in HEISs.
An illustration of this can be seen in Furlong’s (2005) paper ‘New labour and teacher
education: the end of an era” where he critiques the impact of government policy on
ITE from the 1990s through the new millennium. Furlong (2005:121) comments that
while government rhetoric continued to cite that education reform was concerned with
the raising of standards in education, the intent was the marginalisation of university
input into teacher education (see section 2.2.6). By mandating school involvement in
key aspects of recruitment and training, the balance of power between these two
stakeholders was shifting and the role of HEIs in the preparation of future teachers
was changing (see section 2.2.4). According to Furlong (2005:121) this was politically
charged, focussed on redefining teacher professionalism through a curriculum for
teacher education and implementing standards for teaching, in effect creating a teacher
education that was centrally controlled and a ‘downgrading of the significance of

teacher education’ (Furlong, 2005:123).
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It could be argued that the power relations here are explicit. In echoes of Lukes’ three
dimensional form of power, the powerful, the government is regarded by HEIs as a
negative force to manage what is viewed by the government as the dominant
establishment of HEIs, threatening the interests of government with their progressive
ideas embedded in the curriculum for teacher education (Lukes, 2004:52). As Furlong
(2005:123) continues, ‘More than any other group in the now vilified “educational
establishment”, university and college departments of education were singled out as
being the most pernicious in their influence.” The intent to curb the perceived
dominant establishments of HEIs, did not seem to be the aim of any one government
over the period from 1992 to present day. Furlong comments that after an extended
period of government by the Conservatives, the rhetoric of raising educational
standards embedded in New Labour’s ‘third way’ policies (Furlong, 2005:124) was
grounded in many of the core principles of preceding Conservative governments and
continued the competitive marketisation of teacher education with a move towards
more school-based, school centred initiatives (see section 2.1.3). Consequently, with
the continuation of the development of these school-based initiatives, Furlong
suggests that HEIs are no longer a ‘key concern’ (Furlong, 2005:132) and more
recently, continuing the policy trajectory of education reform in another example of a
significant policy flourish (see section 2.1.1), the White Paper, ‘The importance of
teaching’ (DfE 2010) continued this intent of diminishing the role of HEIs (see section
2.2.7). This perspective by key commentators of HEIs could be debatable as,
throughout this period, the government rhetoric has continued to use the language of
collaboration and partnership between schools and HEIs and government documents

have persisted in emphasising the essential nature of HEI/school partnership in teacher
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education (DfE, 1992; DfE, 2010; DfE, 2016) Yet the proposed expansion of SCITT
and the allocation of more accredited ITT providers affords a greater allocation of
training places which impacts on the funding stream of those HEIs providing ITE,

particularly in the area of post graduate provision (Roberts and Foster, 2015:7).

Throughout this period, despite these legislative moves and the creation of advisory
and statutory bodies to monitor these (see section 2.1.3), HEIs still remain key players
in the preparation of future teachers and schools continue to choose to work in
partnership with HEIs across the range of different routes to QTS. However given the
scale of changes it remains to be seen to what extent HEIs will continue to be key
players in the preparation of future teachers (Whitty, 2017: Whiting et al., 2018). As
Spendlove (2020) comments ‘perhaps it is testimony to the robustness (or naivety) of
the sector that more university providers haven’t withdrawn from offering ITE.” While
the argument has been framed against a background of legislation embedded in
education reform with the intent of marginalising and diminishing the power of the
HElIs it could be argued that the power relations between these two key stakeholders
are fluid, where HEIs have ‘regained’ power at key points in this period. This is firstly
through the interpretation, translation and enactment of these policies (Ball et al.,
2010; Lipsky, 2010) in the evolving partnership between HEIs and schools (see
section 2.2.1) and secondly by shifting the discourse from the providers of routes into
teaching by emphasising the distinct contribution that HEIs make in the preparation of

future teachers.

98



3.2.7 Power relations between government and schools

Whereas power relations between government and HEIs for the preparation of future
teachers could be viewed as challenging, power relations between government and
school could be described as mystifying. As a tutor in HEI my interpretation of power
relations between these two stakeholders is inferred from a critique of government
policy (see theme 1) and my interpretation of the impact of these policies on schools
through the lens of partnership between HEIs and schools (see section 2). However,
my understanding of power relations informed by the works of Foucault offers a basis
for an ideological explanation. That being so I suggest that the power relations
between government and school for the preparation of future teachers lie in Foucault’s
articulation of governmentality. In section 2.1, the literature presented contends that
power relations between the elected governments of the time and schools were those
where governments ‘exercised power’ to construct and determine the role of schools
in the preparation of future teachers as part of the reform of ITE. This domination by
the elected government was legitimised through the political discourse of the time as
part of the global agenda of raising education standards (see section 2.1.5). It could be
argued that this does not seem to take into account Foucault’s power knowledge
concept, as practices of power here reflect the more traditional understanding of
power emanating from a centralised source (Smart, 1988 in Lemke 2002:8) where
government ideologies and practices dominate, and schools are merely beneficiaries
of their roles. However, Lemke (2002:5) clarifies that the difference between
domination and practices of power is a subtle one. He continues that in Foucault’s
later works the distinction between the two is rooted in the concept of
governmentality, that is an approach to governing society which emphasises the

positive effects of power and the willingness of individuals to accept and take part in
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their own governance. It is this concept of governmentality that is pertinent in
exploring the power relations between government and schools. Here, government
‘create a discursive field’” (Lemke 2002 :8) which shapes ‘the conduct, thoughts,
decisions and aspirations’ (Barretta and Busco, 2011:213) of schools in relation to
their roles and responsibilities for ITE. This discourse gives rise to ‘a regime of
rationality’ (Foucault, 1991:79) in which policies are validated and justified to the
population. Consequently, between the period 1992 -present day, a complex field of
power relations between government and schools has evolved which resides at the
nexus of the ‘world of discourse [policy] and the field of practice’ (Ball, 2002:9). I
suggest that in my research, this complex field of power relations is rooted in the
neoliberal agenda of raising educational standards which led to an emphasis on
increased control and accountability in schools (see section 2.1.4). As Parker
(2015:108) posits, increased regulation of schools (in this thesis between 1992-present
day) through external inspections, monitoring performance and the emphasis on a
standardized national curriculum left little room for schools to exercise autonomy and
contribute to the discourse of the reform ITE. Consequently, this ‘takeover from the
centre’ (Nixon, Cope, McNally, Rodrigues and Stephen, 2000:242), those numerous
acts of power relations between the elected governments (Conservative, New Labour
and the conservative led government) and schools which were situated in the
discourse of teacher accountability and teacher professionalism, embodies Foucault’s
‘set of actions upon other actions’ (Foucault, 1982: 789), and exemplifies this notion
of governmentality. What has resulted is docile bodies (Lemke, 2002:3), schools
under the control of government where the opportunities for resistance (of schools) to
the practices of power become eroded. Rather than creating an opportunity to establish

the intent of the policy through educational discourse between government and
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schools, the imperative becomes one of acceptance where teachers implement
government initiatives without question in a bid to ensure their school meets the
imposed standards. Consequently, it is the rationality of accountability which is
presented by the elected government of the time as ‘the new common sense, as
something logical and desirable’ by society (Ball and Olmedo, 2013:88) and the intent
of policy embedded in the ‘operation of a discourse’ (Moutsios, 2010:130) which
gives rise to the ‘often misleading and controversial line that separates power from

those of domination’(ibid).

The juxtaposition of schools as ‘docile bodies’ as opposed to active participants in
educational reform presented to this point does not appear to be consistent with the
notion of governmentality. Yet while these numerous acts of power relations by
government persisted, the discourse of educational reform continued in both the
national and global arena (see section 2.1.5). Exemplifying the observations of
Castoriadis and Curtis (1991:24) this discourse created new knowledge and meaning
in the field of ITE for the preparation of future teachers. This culminated in the White
Paper (DfE, 2010) and it appears that the Conservative led Coalition government
exercised a more conciliatory tone in establishing power relat