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teachers’ expertise. However, making the most of these opportunities is

not straightforward, since much of that expertise is embedded in

practice and rarely articulated.
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• Reports a research project on helping student teachers to gain
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• Considers the wider implications of that research for the
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improved if it is professionally planned in an informed and well
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• Shows how curricula can be developed to help student

teachers learn from experienced teachers and from everyday

life in schools 

• Makes suggestions for initiatives to improve school-based initial

teacher education 
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Series editors’ preface

The task of writing this series editors’ preface is a rather strange one, since
it is for our own book that we are writing the preface. It is, however, good
for us to have to step back after writing this book to consider again how
it fits in to the series’ broader task of exploring ways in which teacher
education can fruitfully and effectively be developed.

We can usefully start by quoting the opening paragraph of our preface
to an earlier book in the series, Teacher Education in Transition, by John
Furlong and his collaborators, published in 2000:

During the last decade, initial teacher education in England has been
the subject of massive change. At one level, this change can be seen
as a long overdue recognition of the capacity of schools, and espe-
cially of the teachers who work in them, to make a major contribu-
tion to the professional education of those entering the profession.
How this can best be done, against a background of almost a century
in which teachers have had very little such involvement, but in
which both what is sought from schooling and our understanding of
schooling have expanded greatly, is a highly exciting question. What
problems, and especially what opportunities, it will involve we are
only beginning to discover. One of the aims of this series is to con-
tribute to the exploration of the opportunities and to the solution of
the problems.

Teacher Education in Transition has, as we predicted, come to be regarded
‘as the authoritative text on what happened in English teacher education
in the 1990s’. Among other things, it told us, as we said in our preface,
that the Nineties had ‘seen some significant achievements in initial
teacher education, which we would be very foolish to ignore, and also
that the immense potential of real partnership between schools and
higher education (was) generally very far from being realised.’ Six years
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later, in 2006, the situation is in our view not greatly different: while
there are still significant achievements to be celebrated, the potential of
partnership in ITE between schools and higher education is still very far
from being generally realised. England certainly led the world in moving
towards a partnership approach to ITE; but the way in which it was initi-
ated at a national level in 1992, and has since been maintained, through
unilateral government imposition, has not led to widespread or vigorous
exploration of its potential. Nor has this imposed system attracted 
admiration, far less emulation, elsewhere in the world.

Yet the case for a more school-based approach, and for carefully de-
veloped partnership in ITE between schools and higher education, was
and remains an impelling one, both in England and elsewhere. The lim-
ited nature of the success described in Teacher Education in Transition was
due to the particular limited and misconceived versions of these ideas that
have been promoted by successive English governments. This book, in
contrast, is about the potential of school-based initial teacher education.

As is explained in the first chapter, this book starts from an acceptance
of the inherent inadequacy both of a largely university-based approach to
initial teacher education and of the theory-into-practice rationale on
which such an approach was based. On the other hand, it starts from an
equal discontent with the current government-imposed system in
England, concerned only with beginning teachers’ attainment of a large
set of untheorised and bureaucratically determined ‘competences’. There
is no room for doubt about our basic premise that effective teaching
depends upon all teachers engaging for themselves in what we call ‘prac-
tical theorising’. While viewing the contribution of higher education insti-
tutions to ITE as vital, the book recognises schools as the places where
beginning teachers’ core professional learning has to be located, and also
the places where there is most need and scope for new positive develop-
ments. It therefore concentrates on the school-based elements of ITE 
programmes, and is aimed at developing a fuller, clearer and better theo-
rised account of what school-based ITE could fruitfully be like than has
previously been available.

As is always the case in attempts to develop new and better practices,
it is important both to appreciate what we already know and to recognise
how much has still to be found out. In Chapters 2 and 3 of this book, we
consider the implications of several different fields of research for what
initial teacher education should be trying to help beginning teachers to
achieve, and for how it can best do this. As these chapters reveal, there is
a great deal to be learned from previous research that has not as yet had
much influence on the design of teacher education programmes. On the
other hand, since only very limited versions of school-based ITE have 
previously been tried, there is still a great deal to learn about how it can
best be done. One of the main messages of this book is that we can 
best learn about what high-quality school-based ITE involves through 
a variety of relatively modest, but carefully conceived and evaluated, 

viii Series editors’ preface
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initiatives. Part B of the book reports one such initiative and makes clear
how much we did not know when we started it, but instead had to learn
from it. In particular, this initiative taught us about the crucial importance
of planned curricula for school-based ITE, a concept that we have not
encountered elsewhere. In the final section, Part C, we develop this con-
cept and consider some of the practical implications of moving forward in
this direction.

If, as we very confidently believe, we are broadly right in what we
argue for in this book, then there is a great deal of very exciting work to
be done in the early twenty-first century, developing and perfecting
school-based ITE. We are in no doubt that beginning teachers will benefit
from initial professional education that is both intellectually challenging
and highly practical and that is led by professional school-based teacher
educators. But schools, too, will benefit greatly from taking on such a
responsibility not just for leading the ‘practical’ aspect of ITE, but for lead-
ing beginning teachers in their thinking about education and their own
part in it. And university departments of education will benefit greatly if
their role in ITE can be more coherently conceived as following from their
proper concern to use their research and scholarship to help schools and
teachers to think in critical and informed ways about their work. What
matters most, of course, is that we should all be both imaginative and
realistic about how we can best contribute to the quality of the educa-
tional experience of school students.

Hazel Hagger
Donald McIntyre

ixSeries editors’ preface
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1 Changing teacher 
education

The purpose of this book is to consider the kind of initial teacher educa-
tion (ITE) that is needed for the twenty-first century. It will ask what can
be learned from the very different approaches that have been tried in 
the past and from the now considerable body of research into such
approaches. It will consider the assumptions upon which teacher educa-
tion programmes can safely be planned and the goals towards which they
might wisely be directed. It will conclude that, internationally, there are
as yet no satisfactory models of teacher education practice which meet the
needs of the education systems in which they are embedded, far less mod-
els which might be developed or modified to suit the varying needs of dif-
ferent national educational systems. While recognizing the amount of
work still to be done, we shall seek to articulate a coherent and realistic
vision of the kind of approach needed for ITE in the coming years.

The problem is not that there has been too much complacency in
recent years about ITE. On the contrary, there has been marked discon-
tent in many countries, notably from governments. There have been
many proposals for radical change, much heated debate, and some fun-
damental changes. Two common elements seem to have led to all this dis-
content and questioning. One has been a growing belief in the
importance of schooling for the civilized quality of societies and for the
success of national economies, a belief that we shall not seek to dispute.
The other has been an assumption that the quality of schooling is heavily
dependent, primarily dependent, on the quality of its teachers and their
teaching. That is an assumption that we are confident is correct; and it fol-
lows that any system of schooling that has an annual intake of thousands
of committed, eager and able beginning teachers needs to give them the
best possible preparation and start. But we shall shortly want to look
more closely at precisely what ITE can sensibly be expected to contribute
to the quality of schooling. 
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Beyond these common assumptions, however, there has been little
international consensus. Partly, that has been because different countries,
while inheriting very different ITE systems from the past, have been
inclined to find fault with these inherited systems. Thus the many coun-
tries (including virtually all English-speaking countries) which had relied
in the twentieth century on higher education institutions (HEIs) to pre-
pare teachers have tended to identify the same central problem, namely
a lack of practical focus in too much of what was done in these institu-
tions. The solution was assumed to lie in a stronger role for schools with
tighter accountability. In England, this culminated in the early 1990s in
radical moves to reduce the dominance of the universities and to give a
much bigger role to schools. In contrast, at precisely the same time,
France initiated an equally radical reform in the opposite direction by
establishing the Instituts Universitaires de Formation des Maîtres (IUFM)
and a new national pattern of ITE for which these university bodies were
to be responsible (Judge et al. 1994; Moon 1998).

Even where the diagnoses have been similar, as in those countries
where greater practicality has been sought, the outcomes have been very
different. In the USA, throughout the twenty years since the National
Commission on Excellence in Education’s A Nation at Risk (1983), debates
have raged, innumerable new pilot programmes have been initiated, and
a diffuse movement of professional development schools (Darling-
Hammond 1994) has been active; but it is not apparent that any signifi-
cant structural changes have taken place. In Scotland, proposals for major
structural changes were more explicitly rejected. In England, in contrast,
the sweeping changes in the early 1990s included a major shift of respon-
sibilities and resources from higher education to the schools (Department
for Education and Science 1992; Department for Education 1993), com-
plemented by steadily increased bureaucratic governmental controls (e.g.
Department for Education and Skills 2002) ever since. In the Netherlands,
even more radical changes are under way, with ITE for all novice teach-
ers being provided while they are already in full-time employment
(Snoek 2003). Such absence of any international consensus does not give
one great confidence in any of the national solutions.

This background of international discontent, questioning, debate and
change provides the context for this book. Inevitably, however, we as
authors are especially aware of the English system, which arguably has
hitherto seen the most radical change. The aim of the book is to build on
what can be learned from the recent and the more distant past. It will
seek to show that research and experience have enabled us to identify
many of the key elements from which a satisfactory approach to ITE could
be constructed; but it will also suggest that the most important kinds of
thinking needed for effective ITE have yet to be undertaken.

One of the central controversies about ITE in most countries has been
the question of how much responsibility and time should be allocated to
HEIs, and how much to schools and teachers. In many countries, the

4 Learning teaching from teachers
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nineteenth century was dominated by school-based approaches to ITE
while, in contrast, the twentieth century was dominated by higher edu-
cation-based approaches. Towards the end of the twentieth century, how-
ever, as we have already noted, there was growing discontent with the
higher education-based approach and, in England in particular, a rever-
sion to a much more school-based system. After more than ten years of
this bold English initiative, we need to ask how successful it has been in
resolving the fundamental problems of ITE, and again what lessons can be
learned. On the basis of the conclusions which emerge from these explo-
rations of the past, we shall pose the key questions on which we must
focus in our efforts to find a more satisfactory future for ITE. 

In order to establish criteria for assessing the strengths and limitations
of past systems, we must first examine the assumption that we mentioned
as being made by governments, that ITE is an important determinant of
the quality of schooling. Is it important? If so, how is it important? And,
therefore, what is it that we should be seeking from ITE?

What should ITE contribute to the quality of schooling?

The obvious and, in our view, incontestable purpose of ITE is to ensure, if
at all possible, that prospective teachers should become able teachers. 

Clearly teachers need many different kinds of knowledge and expertise.
Most evidently, they need a thorough and rich knowledge of the 
subject-matter that they are teaching. Unless teachers feel secure about
what they are teaching, they tend to teach in a defensive way, sticking to
a set, pre-planned script, concentrating on communicating what they
know and avoiding as much as possible thoughtful questions from pupils.
Teachers who have a wide, deep and confident knowledge of the subject
can afford to promote investigations by pupils and wide-ranging discus-
sion among them, sure in the knowledge that they will be able to respond
in an informed way to whatever issues arise. It is such teachers too who
are best equipped to offer helpful examples, applications, metaphors,
analogies and connections to illuminate their explanations and in
response to pupil questions. And from a pessimistic perspective, it is such
teachers who are least likely to allow or even to promote persistent false
and misleading understandings among their pupils. We should be in no
doubt about the central importance of subject knowledge.

That, however, is just the beginning. And, for graduate student teachers
with appropriate school and university qualifications, it can often be the
kind of knowledge about which teacher educators can be most confident:
these student teachers have probably spent at least 16 years acquiring
such knowledge. It is other kinds of knowledge which they may lack in
very fundamental ways. 

In a very sensible and informed book confronting precisely this ques-
tion of what kinds of knowledge beginning teachers need, published for

5Changing teacher education
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the American Association of Colleges for Teacher Education (Reynolds
1989), each of 24 chapters was devoted to a different kind of knowledge,
subject knowledge being only one of them. Included among such kinds of
knowledge could be: knowledge of aspects of the school system, how it
works, the curricula and examination requirements it imposes, and the
duties, legal obligations and rights it gives teachers; knowledge of other
national systems and the alternatives they suggest; knowledge about, or
based on, what are often seen as the ‘foundation disciplines’ of education,
philosophy, sociology, history and psychology; knowledge about learners
of different kinds, and of different ideas about learning, different learning
processes, and different kinds of learning outcomes; knowledge of the
contexts in which different sections of society live, of different cultures,
different child-rearing practices, and the educational impacts of differ-
ences in power, status and wealth; and knowledge of the different needs
pupils will have for different kinds of occupations. A very good case can
be made for beginning teachers needing all these and many other kinds
of knowledge. 

Given such a rich range of persuasive and attractive possibilities, it is
always necessary to be selective, to prioritize. This need is especially obvi-
ous and acute in those systems where only one year is allowed for profes-
sional ITE. It is not a matter of contesting the potential value of any of
these different kinds of knowledge; it is instead a matter of deciding
which is most essential. In these circumstances, it makes sense to start
from the target situation – the school and, in particular, the classroom –
and to ask about the kinds of knowledge that beginning teachers need in
order to do well the job they will be asked to do there. This does not by
any means resolve the problem, but it narrows it by asserting that priority
must be given to classroom teaching expertise. It is quite consistent too
with the idea that there may be other lesser priorities, to which some time
and attention must be given. It suggests, however, that the main curricu-
lum issue for ITE is that of enabling beginning teachers to develop class-
room teaching expertise. That will be a central assumption of this book.

Another fundamental assumption, for which we shall argue at some
length in Chapter 2, is that classroom teaching expertise is necessarily
complex, subtle and sophisticated. Even in a stable system, where the
tasks schools are asked to undertake do not change, a high level of such
expertise cannot be attained quickly; and where schools are under con-
stant pressure to innovate and to improve, the challenge is inevitably
greater. This being so, it is clear that initial teacher educators have to con-
strue their work as involving three main tasks. The first, and no doubt the
most urgent, is that of enabling student teachers to acquire the thorough, if
basic, classroom competence which will allow them to qualify as teachers
and to do satisfactory work in their first teaching posts. The second task is
to prepare them for a situation in which they will need to go on learning,
primarily on their own initiative and on the basis of their own classroom
experience. As Zeichner (1996b: 217) comments, ‘unless the practicum

6 Learning teaching from teachers
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helps to teach prospective teachers how to take control of their own pro-
fessional development and to learn how to continue learning, it is mised-
ucative, no matter how successful teachers might be in the short term’.
And the third task is to prepare beginning teachers to respond intelli-
gently and critically to demands for innovation and improvement. Thus
ITE’s concern must be for student teachers not only to learn to do the job
of classroom teaching competently, but also to learn how to learn to do it
better.

What, then, should ITE be expected to contribute to the quality of
schooling? Clearly it should contribute competent, confident teachers
who have the knowledge and the commitment necessary to become
expert classroom teachers within a few years. But what should its contri-
bution be to improving the school system? That is a critical question
because it is clear that many governments see ITE as a key lever for bring-
ing about rapid school improvement, and because it is equally clear that
governments can easily deceive themselves into making naïve and over-
optimistic assumptions about this. 

It is of course vitally important that student teachers should be
equipped with as much cutting-edge knowledge as possible not only
about developments in their subjects but also about well-tested and use-
ful new developments that can contribute to the improvement of school-
ing, for example in the use of information and communication
technologies. Not only will this help them to develop their own teaching
quickly and effectively as their schools gain the necessary resources; it will
also make them useful colleagues for more experienced teachers who
have to learn on the job to use these new tools effectively. However, both
experience and research (e.g. Lacey 1977; Zeichner et al. 1987) strongly
support what common sense would suggest, that it is generally counter-
productive to expect the least expert and least established members of
organizations such as schools to be the key agents of change. Beginning
teachers generally feel a strong need to establish their credibility both
with their students and with their colleagues, and any attempts that they
make to challenge accepted school practices are likely to make this task
more difficult. The most probable outcomes of anything other than the
most cautious attempts at change are likely to be disillusionment and
even a loss to the teaching profession of talented and enthusiastic practi-
tioners.

Governments are right to see ITE as crucial to the development of the
teaching profession and so to the improvement of schools. They would,
however, be profoundly wrong if they were to believe that they could, by
using novices as change agents, either solve or bypass the problems of
persuading and enabling established teachers to accept radical change.

For our part, we need to ask how adequately past and present
approaches to ITE have prepared beginning teachers to be competent
classroom practitioners, to learn how to improve their teaching, and to be
able to contribute to the critical evaluation and assimilation of new ideas
for the improvement of schooling.

7Changing teacher education

BL2339-02-chapter 01  11/7/06  20:11  Page 7



Lessons from schemes for learning to teach on the job

We noted earlier that the nineteenth century was dominated internation-
ally by school-based approaches to ITE. Historically, that was the high
point of apprenticeship systems. The best-known and best-respected British
apprenticeship scheme for teachers was the pupil-teacher scheme, which
dominated the second half of the nineteenth century and lasted into the
twentieth. The pupil-teacher scheme seems to have exemplified very well
the strengths and weaknesses of the apprenticeship approach; and, a cen-
tury later, we should be taking care to learn from it. 

The pupil-teacher scheme seems to have had two main strengths. First,
it was a scheme based on respect for, and reliance on, the expertise of
practising teachers. The importance of this respect for teachers’ expertise
is apparent when one compares it with what came next. During the twen-
tieth century, instead of gradually refining our understanding of how best
beginning teachers could learn from the expertise of their experienced
colleagues, we largely ignored that expertise. Now, at the beginning of the
twenty-first century, we have no tradition of ITE which draws strongly
and effectively upon the expertise of practising teachers. One of the cen-
tral messages of this book is that we need to redevelop such a tradition.
(We should not, however, romanticize the respect in which the expertise
of experienced elementary school teachers was held in the pupil-teacher
scheme: it was a respect tempered about by a concern that those teachers
from working-class backgrounds should not be allowed to control the cul-
ture or the future of their profession; and, as Gardner (1993) explains, it
was this concern that lay behind the gradually increased provision of col-
lege training to complement the pupil-teacher experience.)

The second main strength of the pupil-teacher scheme was that it
seems to have effectively developed the practical competence of begin-
ning teachers. It may not always have done this in thoughtful ways, but
five years of teenage apprenticeship, with daily practical experience both
of observation of experienced teachers and of practice in the teaching
tasks judged appropriate, seems to have developed teachers whose prac-
tical competence was recognized. At worst, as one former pupil teacher
recalled, ‘You sank or swam. Either you could “hold” a class of thirty, fifty
or sixty boys or you could not’ (Spencer 1938: 75). When later this
scheme was supplanted by a system of secondary education followed by
professional training in colleges, the craft skills of pupil teachers would be
judged to be ‘mechanical’ and ‘narrow’. Colleges tended to be on the
defensive when the practical competence of their products was compared
with that of those who had gone through the pupil-teacher system, but
Gardner (1993: 34) notes that ‘however well prepared in other respects,
new generations of young teachers were now emerging from the colleges
with but a tiny fraction of the practical experience of earlier cohorts’.

The weaknesses of apprenticeship are also well exemplified by the
pupil-teacher scheme. Two such weaknesses may be highlighted. First,
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although the practical learning of apprenticeship is often complemented
by a more wide-ranging college-based learning agenda, it is generally very
difficult to plan effectively for these two kinds of learning to interact. In
the pupil-teacher scheme, no attempt was made to connect the practical
learning in schools with subsequent college-based learning. The practical
learning of how to do things in the classroom was not therefore normally
related to any more general ideas, nor examined critically in relation to
any broader principles of good practice. In that sense the judgement that
the skills developed by pupil teachers were ‘mechanical’ and ‘narrow’ was
probably justified. The system lacked any incentives or guidance for
thinking critically about one’s teaching, for questioning its quality or for
planning for its further development after the achievement of basic com-
petence. And it did not prepare teachers to know how to evaluate criti-
cally, nor where appropriate to implement, subsequent suggestions for
the improvement of their practice.

A second weakness of apprenticeship is that it tends to be heavily
dependent on the individual master-craftsperson to whom one is appren-
ticed. In a mass system where many thousands of such master-craftspeople
are necessarily involved, the quality both of the practice to which appren-
tices are exposed and of the training they are offered is often a matter of
luck. 

The system depended upon the wholehearted and consistent sup-
port of individual headteachers. Many rose to the challenge
admirably but others often fell short of expectations. Right from the
start of the pupil-teacher system complaints abounded about the
widespread abuses and weakness of the apprentice-practitioner
model suggesting that, in practice, it was fundamentally flawed.

(Robinson 2004: 34)

The two main suggested sources of variation in quality, were, first, the
tendency for pupil teachers to be used as cheap labour, to the neglect of
their training, and second, the variation in the capacity of the head-
teachers to undertake the task effectively. These variations in quality
seem to have been very apparent in the pupil-teacher scheme.

The pupil-teacher system was discontinued only gradually, with an
intermediate period around the end of the nineteenth century in which
‘pupil-teacher centres’ took over much of the training role of the head-
teachers (Robinson 2004: 36–42). Despite its distinctive merits – its
respect for and reliance upon the expertise of practising teachers, and the
extensive practical classroom experience it gave novices – it was aban-
doned for good reasons. We shall need something that is a great deal more
thoughtful and sophisticated for the future.
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Higher education-based ITE in the twentieth century

In striking contrast to the nineteenth century, in the twentieth century an
overwhelming emphasis was given in many countries to approaches to
ITE based in, and largely controlled by, HEIs. 

Much of this emphasis on higher education was concerned with 
teachers’ knowledge of the subjects that they were to teach in primary
and secondary schools. As we have already noted, there can be little
doubt that, other things being equal, the wider and deeper teachers’
knowledge is about what they are teaching, the better their teaching is
likely to be. So from our perspective this emphasis on teachers’ subject
expertise was and remains entirely commendable. Our concern here is
with teachers’ professional preparation and its twentieth-century location
in, and control by, HEIs.

Teachers’ initial professional education throughout the twentieth 
century appears to have been based, in the UK and in most Western
countries, on the premise that beginning teachers should first understand
about good teaching, and should then put that understanding into prac-
tice. Good teaching, from this point of view, stems primarily from an
intelligent moral vision of the processes of teaching and of learning, of the
relationship between teacher and learner, of the kind of people one is try-
ing to help learners become, of the study of one’s subject, of the kind of
society to which one’s teaching is contributing, and most usually some
combination of such ideals. Teacher educators’ visions were of many
kinds, and drew on many sources. For much of the century, they were
primarily moral visions, with an emphasis on persuading beginning
teachers of the rightness of certain educational ideals and related class-
room activities, norms and purposes. Often, however, the emphasis was
more on the intelligence of the vision, and on the beginning teachers’
theoretical understanding of what teaching, learning, classrooms and
schools involve. Both elements were always there in some measure.

This focus on the rightness and intelligence of the educational and
social visions underlying good classroom practice had much to commend
it. Underlying any classroom practices, there must be explicit or implicit
understandings and ideals about what teaching does and should involve,
and about what it should be directed towards; and it is surely desirable
that teachers should have thought about, questioned and consciously
espoused the understandings and ideals implicit in their teaching. What is
less obvious is whether the kind of classroom expertise which teachers
need can be derived primarily from idealized views of teaching. On the
contrary, the twentieth-century experience suggested that, whatever
teacher educators intended, developing understandings and ideals about
teaching was not in itself of much help in developing such expertise.
Generations of student teachers have discovered, often painfully, that the
disciplined scholarly understandings which they may have developed in
higher education contexts, and the ideals to which they may have
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become deeply committed, are quite inadequate as a basis for effective
classroom functioning. 

It was only slowly and with considerable reluctance, if at all, that twen-
tieth-century teacher educators recognized that this theory-into-practice
conception of ITE was inherently flawed. There was much debate about
the kind of theoretical or idealized knowledge that was most appropriate,
with the ‘foundation disciplines’ of psychology, sociology, history and phi-
losophy, more topic-based analyses of aspects of education and schooling,
and subject curriculum or methods courses vying for space and frequently
being taught in parallel. Right up to the end of the century there were
those who saw the problem as being less with the theoretical content than
with the credibility of those who delivered it, and sought solutions for
example through including practising teachers in university teaching
teams (e.g. Cope and Stephen 2001). Others saw the central problem as
being that the immensely difficult task of translating theory into practice
was too often left for the novices themselves to resolve. So they devised
means to guide and support students in this translation process, such as
‘microteaching’, developed at Stanford University in the 1960s. Towards
the end of the century, increasingly detailed schemes for connecting stu-
dents’ school practice or ‘practicum’ activities to their university courses
were also developed.

We shall argue in Chapter 2 that classroom teaching expertise cannot
in principle be derived from theoretical or idealized views of teaching. In
practice, however, it was the accumulating weight of research and inspec-
tion evidence that in England was crucial in demonstrating the unaccept-
ability of a primarily university-based approach to teacher education. It
gradually became apparent that while most student teachers engaged
conscientiously in their theoretical university-based studies, they found
that using these studies as a basis for thinking about their teaching while
in schools was not only very difficult but also unnecessary. Lacey’s (1977)
study remains the one which most fully reveals the sophisticated strate-
gies which student teachers adopted, in school and university contexts, to
deal with the demands of teacher educators. He showed, in particular,
how they used the division of their work between university and school
contexts to cope effectively with each. In the same way, more recently in
Scotland, the great majority of student teachers find it easiest to forget
about their theoretical studies once they get into schools and are working
with teachers who do not approach their work in such theoretical terms
(e.g. McNally et al. 1994; Stark 2000). 

Research thus gradually made clear how misguided it was to believe
that teaching expertise could be learned effectively by using theoretical
knowledge to shape classroom practice. Related beliefs that most of stu-
dent teachers’ time could most usefully be spent in HEIs, and that the rel-
atively limited time spent by them in schools should also be supervised by
HEI-based teacher educators, were equally discredited. The most politi-
cally important evidence of these errors came in England from two 
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surveys by Her Majesty’s Inspectorate (HMI) in the 1980s (HMI 1982,
1988) which showed that headteachers, student teachers and inspectors
themselves were highly critical of the courses and of the adequacy of the
preparation for teaching which they offered. If the most important pur-
pose of ITE was to develop competence in classroom teaching, this was
most likely to be achieved through working primarily in schools under
the supervision of experienced teachers. 

The English reform: back towards school-based ITE again

In suggesting that the ITE methods of the twentieth century were not well
conceived for the development of classroom teaching expertise, we are
clearly following in the steps of the English government more than a
decade ago, when it introduced radical changes in the structuring of ITE.
The government’s intention, and achievement, was to shift the centre of
gravity of ITE from higher education into the schools. The move could
well be seen as reverting to something more like the nineteenth-century
approach.

The thinking behind the 1992 decision by the then Conservative gov-
ernment to make ITE much more school-based was in part, as expressed
in the barrage of right-wing pamphlets which preceded it, an opposition
to what were rightly seen as egalitarian, inclusivist, progressive and mul-
ticultural emphases in university teacher education courses. The move
was justified primarily, however, by the belief that classroom teaching was
a fairly straightforward business and that, so long as one had a good com-
mand of what one was teaching, learning to teach should mainly be just
a matter of practising (e.g. Lawlor 1990; O’Keeffe 1990; O’Hear 1988).
Giving schools a major responsibility for ITE was not therefore seen or
represented as a considerable new task for schools, and certainly not as a
challenge for them. All they had to do was to provide the contexts in
which beginning teachers could get the practice which they needed. No
extra resources were seen to be needed and certainly none were pro-
vided, either for schools to undertake this new task or for them to think
out what it might involve, although schools were to negotiate with uni-
versities to get a share of their teacher training income. 

From the beginning, then, neither the resources nor the rhetoric were
such as to encourage schools to be innovative in their teacher education
thinking or practices. Nor has that changed significantly over the inter-
vening years. It is true that the government has, through the Teacher
Training Agency, become more demanding of school-based teacher edu-
cators; but the demands have rarely been for them to develop or pursue
innovative approaches to facilitate the development of classroom teach-
ing expertise. On the contrary, the demands have been for increased con-
formity to a central government agenda, focused on what beginning
teachers should learn and especially on their assessment. In view of the
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problem of widely varying standards that we have noted in relation to the
pupil-teacher scheme – a problem which continued in another guise dur-
ing most of the twentieth century, in that each training institution pur-
sued its own distinctive agenda – we would not wish to contest the
importance of quality assurance and control. Nor would we argue that the
standards against which all student teachers in England have to be judged
are unreasonable. However, we do not believe that it is a sensible use of
school-based teacher educators’ limited time for them to spend much of
it collecting evidence, for each of the specified standards, to justify their
decisions about which boxes to tick for each student teacher. 

What have been the consequences of this professionally minimalist but
bureaucratically demanding regime? The impact of the government
reforms has been very informatively studied through two successive sur-
veys by the Modes of Teacher Education (MOTE) research team (Furlong
et al. 2000). From their complex and sophisticated analysis, we select four
key themes.

First, perhaps most obviously, they note that ‘Teachers were … being
asked to take on much more responsibility in relation to the developing
of students’ practical teaching competence’ (Furlong et al. 2000: 86). They
quote typical teachers involved in these new ‘mentoring’ roles: 

Up until a couple of years ago the class ... you just had a role as the
class teacher really and supported them and talked about how
they’d done and gave suggestions and advice, whereas now it’s
much more a tutoring role because we’re a partnership school …

(Furlong et al. 2000: 86)

I find it quite demanding but I also find it quite rewarding. Erm, I
really enjoy it. It gives me a kick up the backside quite honestly
when I see what some marvellous ideas they come up with … We
spend a lot of time talking …

(Furlong et al. 2000: 86)

Other research and our own experience strongly confirm both the sub-
stantial new roles that teachers have taken on and also the frequency
with which they as mentors have felt the stimulating and empowering
sense communicated in the second of the above quotations. Teachers’
expertise has clearly been used as never before, or at least not since the
nineteenth century, and many teachers have been delighted to be able to
contribute in this way. Yet it should be noted that it was most clearly in
the area of assessment that Furlong and his colleagues found teachers
being given primary responsibility; and we have already mentioned the
increasingly tight control by government, and its considerable demands,
in this area. Empowerment of teachers in ITE, respect for their expertise
and reliance on it, have been hedged around by central government pri-
orities, as well as by the limited time which teachers have been allowed
for such work.
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A second area on which the MOTE team focused was satisfaction with
the outcomes of the new system. So far as possible, they replicated the
HMI surveys of the 1980s which had had such a decisive influence in
preparing the way for reforms. They found that, by the mid- and late
1990s, student teachers and newly qualified teachers were reporting
almost universal satisfaction with their courses and with the adequacy of
their own preparation for teaching, and that headteachers were even
more positive. In most respects the majority of student teachers saw both
school and university elements of their courses as having contributed to
the development of their professional competences and understandings.
From this evidence, there can be no doubt that the practical effectiveness
of courses has been greatly enhanced by the shift to a more school-based
pattern.

A third area explored was what course teams saw themselves as trying
to develop. In both surveys, course leaders were asked whether any par-
ticular philosophy of professionalism informed their courses and if so,
what it was. In both cases, the majority responded ‘yes’, and dominant
among the philosophies identified was that of ‘the reflective practitioner’.
As the team comment, ‘the dominant model of professional learning
advanced by teacher educators has changed from the receiving of theory
to “theorizing’’ through reflection’ (Furlong et al. 2000: 137; emphasis in
original). Accordingly, they asked students about whether they recog-
nized and valued ‘reflection’ as a key part of their professional develop-
ment. They found that ‘many (though not all) students recognized the
importance of reflection within their course’ and ‘considered themselves
well prepared in this area’ (Furlong et al. 2000: 137). As to what ‘reflec-
tion’ meant, they found:

For some students … reflection … implied a critical process, review-
ing personal experience in the light of other forms of professional
knowledge (descriptions of practice; principles derived from prac-
tice; the findings of research; theoretical insights derived from the
‘foundation’ disciplines etc.). For the majority, however, it seems
that reflection was much more of a ‘lay’ activity where trainees
struggled to come to terms with their own experiences by articulat-
ing them and sharing them with others. … if reflection remains only
this, rooted in particular practical experiences, then its implications
for professionalism are significantly different from when trainees are
systematically provided with opportunities to engage with other
forms of professional knowledge.

(Furlong et al. 2000: 138)

Thus, despite the considerable benefits of the new system in enabling 
student teachers to develop practical competence as teachers, severe
reservations were being recorded about whether they were acquiring the
necessary critical abilities to develop real teaching expertise. While the
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inadequacy of the university-based system in preparing competent class-
room practitioners seemed to have been overcome, the new approach did
not seem to be effective for the two other basic purposes which we iden-
tified, those of student teachers learning how to improve their teaching,
and learning how to evaluate and assimilate new ideas for the improve-
ment of schooling.

Finally, one of the MOTE team’s particular interests was the nature of
the partnerships being formed between universities and schools within
the new dispensation. They found a few partnerships which approxi-
mated to the ‘collaborative partnership’ model exemplified by the Oxford
Internship Scheme (Benton 1990; McIntyre 1997), based on sustained
critical dialogue between the different kinds of expertise which teachers
and university lecturers could bring as equal partners to considerations of
teaching expertise. The most common type of partnership was, however,
one which they had not anticipated and which they described as the ‘HEI-
led model’. In partnerships of this type, under the influence of increasing
government control and severe financial constraints, the HEI played 
primarily a managerial role:

The aim, as far as course leadership is concerned, is to utilize schools
as a resource in setting up learning opportunities for students.
Course leaders have a set of aims (often set out as a set of compe-
tences) that they want to achieve and this demands that schools act
in similar ways and make available comparable opportunities for all
students. Within this idealized model, quality control – making sure
students all receive comparable training opportunities – is a high 
priority.

(Furlong et al. 2000: 117)

Two aspects of this finding may be highlighted. First, the consequences of
such managerially oriented partnerships, complementing as they did the
lack of either resources or rhetoric to encourage schools or teachers to
develop new approaches, were predictable. It is not difficult to under-
stand, for example, why such limited success was noted in the novice
teachers’ development of the skills and orientations for reflective practice.
Second, we noted earlier that in any apprenticeship system, where the
responsibility for training the apprentices is necessarily widely dispersed,
issues of quality control are likely to present difficulties. In a system
where priority is placed overwhelmingly on the learning and assessment
of centrally specified competences rather than on the expertise that the
many experienced practitioners involved have to share, such problems of
quality control are likely to assume a dominating importance. Is adequate
advantage being taken of the move towards school-based ITE if such lit-
tle importance is being attached to the expertise of experienced teachers?

It is perhaps a little alarming to find that the strengths and weaknesses
of the current English system revealed by the MOTE study are so reminis-
cent of our earlier analysis of the pupil-teacher scheme. The analogy
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should not be pressed too far, but in both cases we have found qualified
strengths in that

• the expertise of the experienced teachers is (within quite severe limits)
recognized and relied upon,

• beginning teachers generally acquire basic practical competence,

but limitations in that

• beginning teachers frequently do not learn how to critically evaluate
and improve their own practice,

• official concerns are focused more on a pervasive regime of quality
control than on the development of learning opportunities within the
system.

The way forward

We have in this chapter represented the history of ITE, at least in England,
as a kind of political ping-pong, with moves back and forward between
predominantly school-based and higher education-based ITE, each with
its characteristic strengths and limitations. We believe this to be a fair, if
simplified, representation of that history. It is not, however, a fair repre-
sentation of what it has been possible to learn from research and experi-
ence about ITE. On the contrary, we believe that teacher educators
internationally are now considerably better placed than ever before to
plan high-quality ITE programmes. To achieve this, however, we need to
stand back from the politics which has dominated debate in most coun-
tries, and to consider how best, in what contexts, with whose help, and
through what diverse processes beginning teachers can best learn what
they need to learn.

By the 1980s it seemed clear, from the massive international accumu-
lation of evidence throughout the second half of the twentieth century,
that there was a need for schools to play a much larger part in ITE.
Student teachers needed to spend more time in schools and practising
teachers needed to be involved much more in planning students’ learn-
ing experiences and in actually helping them to learn. We knew a great
deal then – and know more now – that could help us plan highly effec-
tive ITE curricula of a more school-based kind. Unfortunately, the devel-
opment of such curricula was inhibited by politicians with very different
agendas. Whether successful in imposing a move towards school-based
ITE, as in England, or unsuccessful, as in Scotland, the politicians effec-
tively prevented the improvement that was needed.

The Conservative government’s imposition in England in the early
1990s of more school-based ITE was justified primarily by the belief that
classroom teaching is a fairly straightforward business and that, provided
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one has a good command of what one is teaching, learning to teach
should just be a matter of practice. Our own rationale for a predominantly
school-based approach is very different. It is that the task of classroom
teaching is so complex that one cannot afford to use very much of the
limited time available for learning about anything other than classroom
teaching; that the best place to do most of one’s learning about the com-
plexities of classroom teaching is where that teaching is happening; and
that the best people from whom to learn most about these complexities
are those who are engaged with them on a daily basis.

We have suggested that the most important task of ITE is to enable
beginning teachers to develop classroom teaching expertise; that an
important second task is to prepare them for a situation in which they will
need to go on learning, primarily on their own initiative and on the basis
of their own classroom and professional experience, thus generating new
elements of their practice; and that the third important task is to prepare
beginning teachers to engage intelligently with ideas for innovation and
improvement.

We noted that the move in England in the late twentieth century
towards a more school-based ITE has led to widespread satisfaction with
what is being achieved in relation to the first of these tasks: beginning
teachers do generally seem to acquire basic practical competence. We do,
however, have doubts about the adequacy of this improvement. These
doubts stem first from the overwhelming dominance within this new
regime of a concern for ‘standards’ (Department for Education and Skills
2002; Furlong et al. 2000) as a way of thinking about quality in ITE, and
a consequent neglect of the ITE curriculum and of the quality of student
teachers’ learning experiences. Our second major reservation relates to
the simplistic and entirely untheorized understanding of classroom teach-
ing competence and expertise that informs these ‘standards’. In our view,
the planning of high-quality ITE is impossible if one has not first reflected
in an informed way on the nature of classroom teaching expertise. For
that reason, Chapter 2 of this book is devoted very largely to a consider-
ation of what research can teach us about teaching expertise.

As regards our suggested second and third tasks for ITE, preparing 
student teachers to go on learning, primarily on their own initiative and
on the basis of their own classroom experience, and preparing them to
respond intelligently to proposed innovations, the available evidence (e.g.
Furlong et al. 2000) suggests that the current English arrangements fre-
quently do not help student teachers to learn how to critically evaluate
and improve their own practice. On balance, it seems that there is still
enormous room for improvement in this new more school-based
approach to ITE.

It is not difficult to understand why this is so. The shift to a primarily
school-based approach to ITE was not accompanied by any suggestion
that those involved were faced by a major task of rethinking the methods
by which beginning teachers could best learn how to teach. Nobody – in
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schools or elsewhere – was asked to consider how the enormous poten-
tial advantages of a largely school-based approach to ITE could most fully
be realized. Far less were people given the necessary time and resources.
And so, as a result, we have a move back towards something like an
apprenticeship system, but of a kind which minimizes the changes from
the twentieth-century theory-into-practice system. Much the most signif-
icant change, apart from that of location, is that school-based teacher edu-
cators (mentors) have largely taken over the role that teacher educators
from HEIs (supervisors) used to fulfil in schools. Mentors are very well
placed to fulfil that role much more effectively; but it is not at all appar-
ent that they have been asked or encouraged to develop this or indeed
new roles and strategies in ways that take full advantage of their posi-
tions, knowledge and expertise. If this had been done, and done thought-
fully, we are in no doubt that very much more success would have been
achieved in relation to all three of our suggested tasks. 

There have been sustained efforts by successive English governments
since the early 1990s to introduce even more thoroughly school-based
programmes, through various initiatives such as School-Centred Initial
Teacher Training schemes, Training Schools and Graduate Teaching
Programmes. But however useful such initiatives may or may not have
been for teacher recruitment, the evidence (e.g. HMI 2003, 2005, 2006)
does not suggest that any of these schemes have led to significant inno-
vation in terms of the nature of student teachers’ learning experiences in
schools.

The main aim of this book is to contribute to the rethinking work that
so unfortunately was not undertaken earlier. What teaching and learning
strategies are likely to be realistic and useful elements of a largely school-
based ITE programme that effectively contributes to the three major
learning tasks that we have identified? What principles and considera-
tions should inform the planning and construction of the school-based
components of ITE curricula?

In Chapter 2 we shall consider more fully, on the basis of previous
research, what it is that student teachers need to learn. In Chapter 3, we
shall consider the rich range of opportunities which schools and practis-
ing teachers can provide for beginning teachers’ professional learning;
and we shall consider too what we know about beginning teachers’ learn-
ing processes. Finally, we shall identify a set of broad principles which
should, we believe, inform the planning of the school-based component
of ITE curricula.

Part B (Chapters 4 and 5) will then be concerned with exploring in
practice what is involved in planning and successfully implementing one
important component of the new kind of school-based ITE curriculum
which we envisage. 

Chapters 6 and 7 form the third and final part of the book in which we
shall consider the kind of school-based ITE curriculum that is needed, and
that could realistically be developed. In Chapter 6 we shall first reflect on
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what can be learned more broadly from the successes of the initiative
described in Part B and from the difficulties it faced. We shall then re-
examine and develop further the framework of principles outlined in
Chapter 3, offering a set of general organizing ideas for the construction
of a school-based ITE curriculum of high quality. In Chapter 7, we shall
focus on more particular ideas, outlining specific elements that could con-
tribute to a planned school-based curriculum. The book will end with an
exploration of some of the considerations and processes involved in
developing the kind of curriculum we are advocating.
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2 Understanding the practice 
of good classroom
teaching

Different approaches to initial teacher education reflect in large measure
the different goals and purposes which are prioritized. Such different
goals as that teachers should be generally well-educated people, that they
should have a good understanding of educational theory, or that they
should be competent classroom practitioners have been prioritized at dif-
ferent times and in different places. We have already made clear our view
that priority in initial professional teacher education should be given to
the classroom teaching expertise of beginning teachers, including both
their initial competence and also their capacity for continuing develop-
ment through their own personal learning and through their critical
engagement with suggested innovations. What such priorities imply for
the nature of teacher education programmes will depend heavily on how
good practice in classroom teaching is to be understood; and so it is to an
exploration of this issue that this chapter is devoted.

How good practice in teaching is best understood is a highly contested
matter. To some degree differences in ways of understanding good prac-
tice tend to reflect the positions people occupy and their needs in these
different positions. Thus teachers themselves have to find ways of under-
standing their lives in classrooms which are realistic and sustainable and
which also give them some sense of satisfaction in what they do. On the
other hand, politicians and educational managers often feel a need to
understand good practice in ways that allow them to hold teachers
accountable for the quality of their practice; and that can lead to very dif-
ferent ways of thinking about good practice. One might expect
researchers to have less of a vested interest since their task is simply to
understand good practice, but they have an obligation to give accounts of
practice which are explicit and which make sense to different audiences;
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and even such obligations can lead to distinctive ways of representing
good practice.

Fortunately, there are other and more objective grounds on which
understandings of good practice can be evaluated. Important among these
are the quality of the evidence available to support any one way of mak-
ing sense of good practice, the comprehensiveness with which it takes
account of the available evidence, and the coherence of the account of
good practice which it offers. Furthermore, while it is tempting to see dif-
ferent ways of understanding good practice as conflicting and mutually
incompatible, it is perhaps likely that a best understanding will result
from drawing on the strengths of several different approaches.

In what follows, we shall outline the nature, strengths and limitations
of three successive ways of thinking about good practice. We shall try to
show how the strengths of each can be harnessed, and the limitations
overcome, by assimilating each to its successor.

Good practice as what demonstrably ‘works’

The simplest way of thinking about classroom teaching is to view it as a
task with fairly obvious goals, with the problem being to identify and to
pursue the most effective means for achieving these goals. The goals of
teaching are of course those of pupils’ learning, and so good practice is
directed towards optimising pupils’ learning. If we can identify, describe
and follow those practices which best facilitate pupils’ learning, we shall
be engaging in good practice.

Although that is the simple core of this way of understanding good
practice, everyone would surely agree that usefully implementing this
way of thinking would be a very complex undertaking. The goals of class-
room teaching are never straightforward: the relative importance to be
put on the many different goals of any curriculum, on immediate learn-
ing as opposed to developing interest and enthusiasm for learning, on social
as opposed to academic educational goals, and on the diverse learning
needs of the different members of any class, all present teachers with fre-
quent tensions and dilemmas. Furthermore, in order to pursue such learn-
ing goals effectively, one needs to identify and to attain many key
intermediate goals, for example of order, attention, motivation, review of
prior knowledge and especially of establishing appropriate ways of working.

Nor is it obvious that there is always one best way of achieving any
given goal. If there is one best way, it is likely in many cases to be best
only within a particular range of teaching circumstances – a particular 
age group, accustomed to particular school and classroom practices, 
with particular kinds of prior achievements and attitudes towards learn-
ing, dealing with a particular kind of subject content. Circumstances,
experience suggests, are likely to be important in determining what will
work best.
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There is also a need to recognize that teaching, like other social activi-
ties, cannot be reduced simply to means and ends. The ways in which
teachers act towards their pupils are not, and could not be, merely instru-
mental towards the achievement of goals. Embedded in classroom teach-
ing activities are values – relating, for example, to human relationships,
subject disciplines and institutional norms – which have to be understood
less in instrumental terms than as expressing what is cared about by
teachers and within the school, subject, professional and local cultures
which inform their practice.

The extent of these difficulties should not, however, be exaggerated.
There is a high level of consensus among teachers and other interested
parties, we believe, about educationally valuable goals and also about
necessary intermediate goals, such as orderly classrooms and motivated
pupils. There is probably greater diversity among teachers about what
they believe to be effective means for achieving these goals; but that is
surely something on which research ought to provide guidance.

How much help can research offer on this? Especially during the
1970s, there was a great deal of research concerned with precisely such
questions, especially in the United States, but also in the UK and else-
where. Since then such research has been rather less popular; and, as
Hargreaves (1996), for example, has complained, in the UK there has
been very little research indeed of this kind, concerned to identify effec-
tive patterns of classroom teaching and learning, during the last twenty
years. Why has that been?

It is not that research of this kind was unproductive. For example, in
one authoritative review, Brophy and Good (1986) summarize some of
the replicated and reliable findings concerned with patterns of classroom
teaching which maximize pupils’ achievements. Those relating to ‘giving
information’ are summarized as follows:

Structuring Achievement is maximised when teachers not only
actively present material, but structure it by beginning with
overviews, advance organisers, or review of objectives; outlining the
content and signalling transitions between lesson parts; calling
attention to main ideas; summarising subparts of the lesson as it pro-
ceeds; and reviewing main ideas at the end. Organising concepts and
analogies help learners link the new to the already familiar.
Overviews and outlines help them to develop learning sets to use in
assimilating the content as it unfolds. Rule–example–rule patterns
and internal summaries tie specific information items to integrative
concepts. Summary reviews integrate and reinforce the learning of
major points. Taken together, these structuring elements not only
facilitate memory for the information but allow for its apprehension
as an integrated whole with recognition of the relationship between
parts.
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Redundancy/Sequencing Achievement is higher when information is
presented with a degree of redundancy, particularly in the form of
repeating and reviewing general rules and key concepts. … In gen-
eral, structuring, redundancy and sequencing affect what is learned
from listening to verbal presentations, even though they are not
powerful determinants of learning from reading text.

Clarity Clarity of presentation is a consistent correlate of achieve-
ment, whether measured by high-inference ratings or low-inference
indicators such as absence of ‘vagueness terms’ or ‘mazes’.
Knowledge about factors that detract from clarity needs to be sup-
plemented with knowledge about positive factors that enhance clar-
ity (for example, what kinds of analogies and examples facilitate
learning, and why) but in any case, students learn more from clear
presentations than from unclear ones.

Enthusiasm Enthusiasm, usually measured by high-inference rat-
ings, appears to be more related to affective than to cognitive out-
comes. Nevertheless, it often correlates with achievement, especially
for older students.

Pacing/Wait-Time ‘Pacing’ usually refers to the solicitation aspect of
lessons, but it can also refer to the rate of presentation of informa-
tion during initial structuring. Although few studies have addressed
the matter directly, data from the early grades seem to favour rapid
pacing, both because this helps maintain lesson momentum (and
thus minimises inattention) and because such pacing seems to suit
the basic skills learning that occurs at these grade levels. Typically,
teacher presentations are short and interspersed with recitation or
practice opportunities. At higher grade levels, however, where
teachers make longer presentations on more abstract or complex
content, it may be necessary to move at a slower pace, allowing time
for each new concept to ‘sink in’. At least, this seems to be the impli-
cation of wait-time data reported … 

(Brophy and Good 1986: 362)

Such findings surely offer a very valuable guide to good practice. More
research, which provided more such authoritative guidance, would surely
be useful. Some recent commentators would go much further and suggest
that it is exactly this kind of research that is needed if good practice is to
be shared and to develop:

Specifically, I believe we need to
(1) Develop the technology of teaching by more research, in order
to give us the teacher behaviours that are appropriate for children
of different ages, subjects, catchment areas and districts …
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(2) We need to ensure that all preservice teachers receive the
technology of their profession, as would any other group of pro-
fessionals. … All teachers must practise these effective methods or
the consequences are disastrous.

(Reynolds 1998: 28)

There are probably few teachers or researchers who would share
Reynolds’ view, but it offers a good starting point from which to consider
the limitations of the ‘what works’ approach to good practice, as well as
its neglected merits.

The idea of a ‘technology of teaching’, with scientifically established
rules of good practice which teachers would be obliged to follow, is not
attractive. But the idea is not simply unattractive; it is also wrong. Its suc-
cess would have to depend on there being a body of totally reliable and
generalizable scientific laws by which one could predict the effects upon
pupils’ thinking and learning of whatever teachers did. Not only would
this body of scientific knowledge have to be immense, to take account of
all the complex variations in the tasks and circumstances with which
teachers are faced; it would also have to be as precise and reliable as, for
example, the Newtonian physics which underpins civil and mechanical
engineering. But because pupils are thinking, creative and imaginative
beings, all living in distinctive and constantly developing cultural con-
texts, we know that they are not, and could not be, that predictable.
Generalizations such as those of Brophy and Good quoted above offer, we
believe, useful guidance for teachers, but with the following reservations:

1 They are generalizations about what is probable, telling us what is
likely to happen, other things being equal.

2 They are generalizations formulated in very abstract terms, and there-
fore need a great deal of interpretation in order to be useful in a 
specific context.

3 They are generalizations derived from research in specific cultural con-
texts and therefore, while probably generally valid for most other 
contexts, are not necessarily so.

4 They are generalizations about the thinking and activities of human
beings, who sometimes decide to behave differently.

We certainly do not have here, then, a basis for a ‘technology of teach-
ing’. What we have (and could usefully have much more of) is evidence
about how the practices of teachers seem to make systematic differences
to the attainments of their pupils. It is evidence about good practice, evi-
dence from which teachers, and especially beginning teachers, could very
usefully learn. It is not, however, and could not be, a comprehensive basis
on which to describe or prescribe good practice. And it has probably been
the recognition that such evidence could only tell a limited part of the
story that, more than anything else, has led British educational
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researchers in recent decades to do very little research of this kind. We
believe that this is unfortunate, and we hope that more of this very use-
ful kind of research will be done in future. 

The recognition that it was not going to be possible to develop a science
of teaching, through which good practice could be established as a set of
laws connecting appropriate teaching behaviour to high pupil achieve-
ment, was sensible, even though it unfortunately led researchers to lose
interest in research on ‘what works’ for the next quarter-century. The
good outcome was that, recognizing that what lay behind effective pat-
terns of classroom teaching and learning were thinking teachers and
pupils, researchers turned their attention to trying to understand the
thinking involved in good practice.

Good practice as expert pedagogical thinking

There has during the last twenty-five years been a great deal of useful
research into teachers’ thinking. Some of that research has been under-
taken with the specific purpose of identifying characteristics of expert
teachers’ thinking, frequently in direct comparison with novice teachers’
thinking. It is on such research that we shall focus in this section, before
going on in the next section to look at some of the research on teachers’
thinking undertaken with rather different purposes in mind.

Much of the research comparing the thinking of expert and novice
teachers has drawn deliberately on other work within a cognitive psy-
chology tradition aimed at understanding expert thinking in other con-
texts (e.g. Chase and Simon 1973; Chi et al. 1990). One important and
influential programme of this kind, directed by David Berliner and Kathy
Carter at the University of Arizona, reflected that tradition also in that
most of the research was focused on carefully designed and controlled
laboratory tasks on which the performances of expert, beginning and
totally inexperienced high school teachers were compared. The experts
were teachers nominated as excellent by school principals and whose
classroom teaching was judged to be excellent by knowledgeable
observers. Berliner (1987), for example, describes a simulated teaching
task in which the teachers were asked to take over another teacher’s task
in mid-year. Having been given information of various realistic kinds
about the class and what had been done with them, they were asked to
plan the first two days’ classes, to take any notes that would be useful and
to prepare for a debriefing. The experienced teachers were much more
selective in the information of which they took note, not for example
showing interest in individual pupils, but rather assimilating the given
information to rich existing schemas about types of students, and about
classroom activities and events; and their attention seemed to be much
more functionally focused on what they needed to know in order to select
and develop appropriate types of instructional plans for pupils’ work,
again derived from existing schemas. 

25Understanding the practice of good classroom teaching

BL2339-03-chapter 02  11/7/06  20:12  Page 25



Another task, concerned with visual information processing (Carter et
al. 1988), showed a similar distinctively selective focus on classroom work
systems by experts as they viewed a series of classroom slides. They alone
reacted quickly and predominantly to stimuli indicating whether or not
pupils were working well. In a third example of this team’s research
(Sabers et al. 1991), expert, beginning and novice teachers were asked to
express their thoughts as they viewed simultaneously three television
monitors, each focusing on a different work group of a junior high science
class. The aim here was to simulate the simultaneity, multidimensionality
and immediacy of classroom events (cf. Doyle 1980). Experts were found
to be able to monitor and interpret events in more detail and more ana-
lytically. They attended to the multidimensional nature of the classroom
differently, dividing their attention more evenly across the three moni-
tors, attending more to the instructional language used, and focusing
more on the possible causes of and possible solutions for inappropriate
behaviour, and less on the behaviour itself. 

Much of the research comparing expert and novice teachers has been
more focused on subject-specific aspects of teaching. An outstanding con-
tributor to such work (on mathematics teaching) has been Gaea
Leinhardt of the University of Pittsburgh. Like Berliner and Carter,
Leinhardt’s work draws explicitly on cognitive psychology, but her
research has been on real classroom teaching, thus discarding both the
artificiality and the control offered by laboratory studies. Her selection of
experts has also been done differently, the criterion used being that of
consistently high levels of attainment in mathematics by their pupils. We
quote an example of her summary of conclusions from one paper about
expert elementary school teachers of mathematics who teach in a rela-
tively didactic style:

Expert teachers use many complex cognitive skills. This paper will
focus on only a few of them. Expert teachers weave together elegant
lessons which are made up of many smaller lesson segments. These
segments, in turn, depend on small, socially scripted pieces of
behaviour called routines that teachers teach, participate in and
utilise extensively. Expert teachers have a rich repertoire of instruc-
tional scripts which are updated and revised throughout their per-
sonal history of teaching. Teachers are precise, flexible and
parsimonious planners. That is, they plan what they need to but not
what they already know and do automatically. Experts plan better
than novices do in the sense of efficiency and in terms of the
sharable trace that they operate from. From that more global plan –
usually of a unit of material – they take an agenda for a lesson. The
key elements of the agenda are available as mental notes the teacher
has before teaching. The agenda serves not only to set up and co-
ordinate the lesson segments but also to lay out the strategy for actu-
ally explaining the mathematical topic under consideration. The
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ensuing explanations are developed from a system of goals and
actions that the teacher has for ensuring that the students under-
stand the particular piece of mathematics.

(Leinhardt 1988: 47–8)

Leinhardt’s elaboration of these and other concepts, based on the obser-
vation and videotaping of teachers at work, and detailed interviews with
them, and especially of the nature of the explanations offered and of the
thinking underlying them, gives a rich insight into expert teaching of
mathematics in elementary schools. Much other interesting and useful
research, contrasting the thinking and practices of expert and novice
teachers of different subjects, has been reported, a large proportion of it
emanating from Shulman’s (1986) emphasis on the importance of what
he has called ‘pedagogical content knowledge’ (e.g. Ball and McDiarmid
1990; Grossman 1990).

Some of the most interesting research on expert teachers’ thinking and
practice has derived from a concern with the ecology of classroom teach-
ing. From this perspective, the nature of the expertise required for class-
room teaching derives in large measure from the conditions of teachers’
work. Most strikingly, as Dreeben (1970: 51) put it, ‘The most obvious
characteristic of schools is their division into isolated classrooms, each
containing aggregates of pupils under the direction of one teacher. This
fact itself determines much of what happens in classrooms’. It was from
such a perspective that Kounin (1970) conducted his groundbreaking
study of the expertise involved in classroom management. He found that
teacher qualities associated with high levels of pupil work involvement
were ‘withitness’ (‘having eyes in the back of one’s head’), ‘overlapping’
(being able to attend to several things at once), group rather than individ-
ual focus, and maintaining momentum and a flow of classroom events.

Doyle (1980) has argued that intrinsic features of the classroom envi-
ronment, which create constant pressures that shape the task of teaching,
include the following:

1 Multidimensionality, which refers to the large quantity and diversity of
events and tasks in classrooms.

2 Simultaneity, which refers to the fact that many things happen at once
in classrooms.

3 Immediacy, which refers to the rapid pace of classroom events.
4 Unpredictability, which refers to the fact that classroom events often

take unexpected turns.
5 Publicness, which refers to the fact that classrooms are public places

and that events, especially those involving the teacher, are often
observed by a large number of the students.

6 History, which refers to the fact that classes meet for five days a week
for several months and thus accumulate a common set of experiences,
routines and norms which provide a basis for conducting activities.
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One of the main foci of research on expert teaching from this perspective
has understandably been on the task of creating and sustaining order, and
specifically on ‘work systems’. Doyle (1986) suggests that the key to order
in classrooms is programmes of action which make clear the kind of order
appropriate for specific periods of time and which direct pupils along
identified paths. Carter (1990: 302–3) summarizes the expertise which
research has shown to be necessary for successful classroom management
in these terms:

First, successful managers, defined by indicators of work involve-
ment and achievement, design sensible and context-sensitive work
systems for their classes. In other words, they prepare in advance for
how students will be organised to accomplish work and what rules
and procedures will govern movements about the room and routine
access to resources and materials. Second, successful managers com-
municate their work systems clearly to pupils through explanations,
examples, practice and feedback. Finally, successful managers mon-
itor classroom events to make sure that the work system … is oper-
ating within reasonable limits and to notice early signs of potential
disruptions. By monitoring the flow of classroom activity, they
reduce the need for frequent reprimands and other interventions
and maximise the opportunity for students to engage in working
with the curriculum.

These, then, are some examples of research designed to offer a more
adequate understanding of classroom teaching expertise by studying not
simply what successful teachers do in classrooms but also the thinking
underlying it. It is clear that such research need not limit itself to a focus
on teachers’ thinking, but can fruitfully combine a detailed focus on
teachers’ thinking with an equally detailed focus on their classroom prac-
tice. It is also clear, we hope, that the findings from such research can pro-
vide insightful, sensible and useful guidance for teachers aiming to
develop their expertise; and that the limited examples which we have
mentioned offer only a small sample of the useful guidance that such
research can already provide, far less of what it could potentially provide
in future.

Good practice as professional craft knowledge-in-use

So far, we have looked at examples of the research on teachers’ thinking
which has sought to identify the distinctive characteristics of expert
teacher thinking. Much research into teachers’ thinking, however, has
been undertaken with the equally appropriate purpose of understanding
more adequately the kinds of thinking which generally inform teachers’
classroom practice. Such understanding does not necessarily provide any
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guidance as to what is good practice, but it certainly can help one to think
more intelligently about good practice and especially to avoid making
false assumptions about it. Clark and Peterson (1986), for example,
reviewed a number of investigations of teachers’ classroom decision-making
during interactive teaching and concluded that several of the preconcep-
tions which had informed earlier models, including their own, had been
misconceived. These misguided assumptions had included, for example,
the idea that decisions would generally involve choices among alterna-
tives and the assumption that decisions would generally be provoked by
judgements about pupils and their behaviour. Similarly, their review of
research on experienced teachers’ planning prior to interactive teaching
led them to conclude that the widely prescribed linear rational planning
model, according to which decisions about learning objectives lead on to
decisions about content, activities, and so on, was not generally followed
by teachers.

In our discussion of teachers’ practical thinking, we shall follow
Jackson (1968) in distinguishing teachers’ thinking in the ‘preactive’
phase of teaching, when they are not actively engaged in the classroom,
from their thinking in the ‘interactive’ phase when they are so engaged.
The importance of this distinction should not be exaggerated, since there
is of course a very high degree of similarity and continuity in teachers’
thinking between the two phases. Nonetheless, there is one important
difference in that during the preactive phase teachers can think in a more
deliberative way – on occasion, for example, engaging in collaborative
thinking and planning with colleagues –  than is generally possible during
classroom teaching. Schön’s (1983) accounts of professionals’ problem-
formulating and problem-solving of the kind that he describes as 
‘reflection-in-practice’ are much more reminiscent of teachers’ thinking
during this preactive phase than of any thinking that teachers can 
commonly do during classroom teaching. 

This preactive or planning phase is clearly important for teachers, pre-
cisely because it is then that they do have time for deliberative thinking.
The findings of research on teachers’ thinking while planning have been
well summarized by Calderhead (1996), who concludes that ‘research on
teachers’ planning has taken several different methodological approaches
but consistently has highlighted six main features of the processes
involved’ (Calderhead 1996: 713). These six features are: 

1 Planning occurs at different levels. Teachers plan on different time-scales,
such as yearly, termly, for particular units, weekly, daily and for partic-
ular lessons. ‘Teachers’ planning, therefore, … may be seen … as a con-
tinuous process of re-examining, refining and adding to previous
decisions’ (Calderhead 1996: 714)

2 Planning is mostly informal. Teachers generally do not find it helpful to
produce formal written plans. They plan, often at odd times of the day,
by mentally focusing on issues that need their attention. We have
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already noted how Leinhardt (1988: 47) described teachers as ‘parsi-
monious planners … they plan what they need to but not what they
already know and do automatically.’

3 Planning is creative. Teachers’ planning rarely follows a ‘rational’ model,
working from specified objectives to activities designed to attain them.
Instead, teachers tend to look for good ideas, for ways of seeing the task
or for formulating and then solving a problem, and then for ways of
translating these ideas into workable classroom activities.

4 Planning is knowledge-based. Teachers need to be able to draw on many
different kinds of knowledge and to be able to orchestrate these differ-
ent kinds of knowledge in the process of planning.

5 Planning must allow flexibility. Calderhead suggests that ‘a feature of
effective planning may be to prepare teachers to be able to adapt
planned activities to suit a variety of situations that might emerge
(Borko and Livingstone, 1989; Clark and Yinger, 1987)’. He suggests
that it is because ‘experienced teachers … possess a large repertoire of
plans in memory – clear conceptions of how particular types of lessons
are acted out, or of how particular topics are taught … [that] it may be
possible for them to be more adaptable to particular contexts’
(Calderhead 1996: 714).

6 Planning occurs within a practical and ideological context. Among the vari-
ous factors that are likely to influence the nature of teachers’ planning
are policy expectations at school, district or national levels, the text-
books or other materials they are using, and their own conceptions of
the subject they are teaching.

Teachers’ thinking during interactive teaching is necessarily framed by
decisions made in their planning; and as we have already suggested, there
is a very high degree of similarity and continuity between the two phases
in teachers’ thinking. Thus, all the above features of thinking in the pre-
active phase – continuity with previous decisions, informality, creativity,
orchestration of many kinds of knowledge, flexibility and responsiveness
to context – also characterize teachers’ thinking during the interactive
phase. We want to focus especially here, however, on teachers’ thinking
while engaged in interactive teaching, because it is this thinking which is
necessarily most distinctive and because any adequate consideration of
good practice in teaching depends crucially on understanding the distinc-
tive features of this kind of thinking. Perhaps most obviously, such think-
ing is tacit, in that teachers tend to be fully engaged in overt activities
involving interaction with pupils and have neither a need nor an oppor-
tunity to articulate to themselves the thinking embedded in their overt
actions. There has been considerable controversy as to how best to char-
acterize this tacit thinking. Some (e.g. Clark and Yinger 1987) have
argued that it is helpful to construe teachers’ thinking, even during this
interactive phase, as involving the use of what Schön (1983) describes as
knowledge-in-practice for routine tasks and also occasional reflection-in-
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practice for more problematic tasks. Others, following Dreyfus and
Dreyfus (1986), suggest that what most clearly distinguishes expert pro-
fessionals from others is that they have reached a stage where they can
respond effectively to patterns which present themselves holistically and
intuitively, without any conscious reflection at all. As we have already
seen, cognitive theorists such as Leinhardt emphasize the rich repertoires
of schemas and scripts which teachers gradually develop for making sense
of, and acting appropriately in, the various situations which confront
them. Still others, such as Olson (1992), put less emphasis on the psychol-
ogy of individual expertise and stress instead the professional communities
of practice, and the shared moral frameworks within which individual
teachers gradually learn good practice; the emphasis here is on the classroom
practice itself, with thought and action seen as inseparable facets of the same
thing, rather than on thinking as something that underlies practice.

Each of these perspectives seems to us to offer useful insights; and we
are not concerned to stress the merits of any one of them in contrast to
the others. Our concern is rather to emphasize that there is a high level
of consensus on the fact that classroom teaching does involve a great deal
of tacit thinking and/or judgement, that the expertise of teachers is very
closely bound up with this tacit thinking, and that in the normal course
of events teachers very rarely have either the opportunity or the need to
make explicit this tacit expertise.

A second important characteristic of the thinking involved in teachers’
practice is that it is highly personal. The work of Clandinin and Connelly
(1986; Clandinin 1985; Connelly et al. 1997), for example, shows very
clearly how the thinking and practice of individual teachers are given
coherence by the ‘images’ which inform them. Past experiences, present
patterns of teaching and future plans are shown to be held together in
personally meaningful unity, experience being continually reconstructed
as personal practical knowledge of a narrative kind which in turn shapes
the individual’s practice. They offer as an example a primary teacher with
an image of ‘classroom as home’, a powerful metaphor that impacts on
how she perceives her work and which, therefore, affects her interactions
with the children in her class, ways in which she manages the class, and
the kind of physical environment she creates. A substantial body of simi-
lar research now demonstrates very clearly the individuality of the think-
ing embedded in teachers’ practice, and how individuals’ practice is given
coherence by their distinctive repertoires of images and metaphors
(Munby 1986; Russell et al. 1988; Grant 1992).

The third characteristic of teachers’ practical thinking to which we wish
to draw attention is its immense complexity. While a great deal of quali-
tative research work is now available with which we could demonstrate
this point, it will be convenient for us to discuss it with reference to the
research by Brown and McIntyre (1993) which provided the starting
point for the research described in Chapters 4 and 5 of this book. Brown
and McIntyre’s study focused on the nature of ‘good teaching’ of four 
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primary school teachers and 12 secondary school teachers, ‘good teach-
ing’ defined as aspects of the teaching judged to be good on the particu-
lar occasion by the individual teacher and his or her pupils. Each teacher
was observed teaching a unit of work of 2–6 hours’ duration. Following
each lesson and again at the end of the unit, the teachers were asked to
talk about ‘those aspects of their teaching which had particularly pleased
them, they felt they had done well or had given them satisfaction’ (Brown
and McIntyre 1993: 32). The researchers described the rich and varied
ways in which the teachers evaluated and talked about their teaching in
terms of four main generalizable and interrelated concepts, as shown in
Figure 2.1.

Figure 2.1 The concepts which teachers use in evaluating their own teaching
(Brown and McIntyre 1993)

The teachers evaluated their teaching in relation to various types of
progress by the pupils and to the attainment and maintenance of steady
states of pupil activity that they had learned to recognize as appropriate
for particular kinds of lesson or task – summarized by the researchers as
‘normal desirable states of pupil activity’ (NDSs). The teachers’ actions
and the standards they felt were appropriate for evaluating the extent to
which their goals were achieved were both profoundly affected by a vari-
ety of conditions, the most numerous of which were those relating to
pupils. While each teacher appeared to structure their teaching in terms
of a quite limited set of individual goals (NDSs and types of progress),
each seemed also to have a large repertoire of kinds of action which could
be taken in order to attain these goals, with the actions used on specific
occasions being chosen according to the incidence of an even larger num-
ber of potentially relevant conditions. 
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Following the initial study of the 16 teachers, the researchers carried
out a more detailed study of the teaching of five of them, with the aim of
refining their initial understandings. They found that teachers rarely took
single actions to attain single goals, but rather that goals and actions were
interdependent in complex ways: 

Actions would … be chosen with several goals in mind, and several
actions might be taken with the same goal in mind. Goals, and there-
fore the actions to attain them, might be dependent one on another,
or mutually compatible, or in conflict … teachers were choosing
actions from extensive repertoires in view of a large number of pos-
sible conditions; they were also choosing various kinds of combina-
tions of actions to attain various kinds of combinations of goals.

(Brown and McIntyre 1993: 112)

Studies such as that by Brown and McIntyre do not help us to distin-
guish between expert teachers and others. They do tell us, however, that
teaching expertise must lie in very subtle judgements about what stan-
dards to set, what actions to take and what combinations of goals can
realistically be sought in the light of a multitude of potentially relevant
conditions. We also know that these complex judgements are made more
or less instantaneously, that they are made tacitly, and that they are made
by different teachers according to their own distinctively personal
‘images’ of classroom teaching.

This leads us to a very simple, but enormously important, conclusion
about understanding good practice in classroom teaching. It is this: teach-
ing expertise is so subtle, so complex, so individual and so context-related
that it can only adequately be understood in relation to particular prac-
tice, not in general. This means that research-based knowledge about
teaching can take us only a limited way towards an understanding of
good practice. It can, as we have seen in the previous two sections of this
chapter, offer a great volume of very valuable generalized insights into
expert practice. But since at the core of such expert practice is the need to
make the kinds of subtle judgements we have described about how to act
in unique situations, knowledge construed in such general terms must
always fall short of offering a full understanding of, or guide to, expertise.
As we promised earlier, and as we shall explain more fully shortly, we
shall argue that the kinds of research-based views of expertise outlined
previously will need to be taken into account and used; but our central
assertion at this stage is that expertise must basically be understood in a
way that takes account of the particularity of practice, as research-based
knowledge cannot do.

We are, then, suggesting that teaching expertise must be understood as
it is found, embedded in the practice of individual teachers. The term we
use to characterize this way of understanding expertise is professional craft
knowledge, with the following intended connotations:
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• This is a kind of knowledge embedded in everyday practice.
• Each individual teacher will have a distinctive craft knowledge,

although many features will be common across teachers.
• The teacher craftsperson can be expected to draw on an individual

repertoire of craft knowledge for appropriate use in each specific 
situation.

Craft knowledge can, however, have other connotations, which we do
not intend. For example, it is used by some (e.g. Elliott 1989) with pejo-
rative connotations, craft knowledge being contrasted unfavourably with
other more reflective and artistic kinds of professional knowledge-in-use.
We also need to distinguish our meaning clearly from that on which Tom
and Valli (1990) quote Scheffler: 

In discussing teaching as a practical art analogous to cooking or
coaching, Scheffler (1960) echoes the concerns of many about the
craft, or practical arts, tradition. This tradition, he notes, generates
rules of practice out of knowledge that is derived from ‘the heritage
of common sense, or folklore, or the accumulated experience of
practitioners’ (p. 73). … he argues that we need a scientific basis for
teaching so that we can increasingly ‘judge and choose procedures
on the basis of theoretical understanding, rather than their mere
conformity to cookbook specifications embodied in the lore trans-
mitted by previous generations’ (p. 74).

If, like Scheffler, we were to understand craft knowledge as ‘rules of prac-
tice’, we should be equally dismissive of it. For us, however, professional
craft knowledge is not rules of practice, but is instead all the complex,
largely tacit knowledge that informs the contextualized professional
judgements made by individual teachers in their everyday practice. Tom
and Valli (1990) rightly warn that there is little consensus about what
‘craft knowledge’ means and that there is therefore a need for great care
in using the term. Our own meaning is much closer to that of Tom him-
self, who in an earlier book, Teaching as a Moral Craft (1984), attempted
very impressively to describe and to celebrate the sophisticated art of
teaching.

We also, however, need to distinguish our view of how professional
craft knowledge relates to expertise from another point of view which has
been highly influential. It was McNamara and Desforges (1978) who in
the UK were most influential in leading others to see the importance of
professional craft knowledge. It was they who inspired the work of Brown
and McIntyre (1993), for example. What McNamara and Desforges 
were advocating at that time was the ‘objectification’ of teachers’ craft
knowledge, the ‘capturing’ by researchers of this knowledge in an
abstracted propositional form, which could then be shared easily with
others. It was with such an aspiration that Brown and McIntyre (1993)

34 Learning teaching from teachers

BL2339-03-chapter 02  11/7/06  20:12  Page 34



initially undertook their work. Their conclusion and our view now, how-
ever, is that most of the expertise embedded in professional craft knowl-
edge, and especially the subtle, fluent processes of making judgements in
and for unique situations, would inevitably be lost in such abstraction and
codification. It is true that we lack an adequate, or shared, theoretical
understanding of the nature of that knowledge; and studies like those of
Tom (1984) and Brown and McIntyre (1993) are important in helping us
towards better understandings. Our claim, however, is that even if we had
a much better theoretical understanding of professional craft knowledge,
the subtle, personal particularity of that knowledge is such that it can
never adequately be coded or formulated as a body of propositional
knowledge. It is, and must remain, knowledge-in-use.

It is, then, primarily in terms of professional craft knowledge, thus
understood, that expert teaching must in our view be understood. Yet in
making that assertion, we are still left with a problem in that, as we have
made clear, our general account of professional craft knowledge has not
offered any way of distinguishing between expert teachers and others. So
far as research has revealed, the practices of expert teachers and those of
other reasonably experienced teachers tend generally to share the fea-
tures of tacit, immediate, personal, highly complex and particular judge-
ments and actions which characterize professional craft knowledge. These
seem to be essential features of expert classroom teaching, but not distin-
guishing features. It is, we believe, appropriate to construe expert teach-
ing in terms of professional craft knowledge-in-use, but this is not
sufficient as a way of identifying expert teaching. What else is necessary
and possible?

The answer would seem to be that, in order to assess the level of
expertise involved in any person’s practice as a teacher, one has to ask
critical questions about that practice. At first sight that may seem like
going back to the beginning again; but it is not. Instead of looking for a
blueprint for expertise, and asking how well an individual teacher’s prac-
tice fits that blueprint, we are saying that it is first important to recognize
the individuality of the practice, and then to ask critical questions about
it. What goals is the practice, on any given occasion, directed towards
attaining? How appropriate and significant are these goals? How effec-
tively are they achieved? How significant, given the context, is this
achievement? Are the goals directly concerned with pupil learning? Are
they construed in terms of all the pupils’ learning? Are they successfully
attained for all the pupils? If not directly concerned with pupil learning,
how clearly and persuasively do they indirectly contribute to pupils’
learning? In so far as positive answers to such questions appear merited,
then this seems likely to be expert practice.

Among such critical questions, we should place a high level of impor-
tance on those deriving from the two other conceptions of good practice
and expert teaching which we considered earlier, those which involved
research aimed at identifying the classroom practices and thinking 
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distinguishing expert teachers from others. How does any given practice
relate to research findings about effective patterns of teacher and pupil
classroom activity, and to teachers’ ways of classroom thinking, relevant
to the attainment of goals such as those being sought? If the practice is
not consistent with what these research findings would suggest, are there
good reasons for this? And, given such divergence, is there strong con-
trary evidence that this nonetheless is indeed good practice? Thus the
kinds of propositional generalizations which research can offer about
good practice, although themselves not adequate for the generation of
good practice, can contribute significantly to the critical thinking through
which it is possible to recognize some cases of professional craft knowl-
edge-in-use as being expert practice.

Conclusion

We have concentrated in this chapter on articulating a point of view
about the knowledge necessary for expert teaching. We have suggested
that such knowledge is necessarily professional craft knowledge, includ-
ing the knowledge used by teachers in their planning, but also the subtle,
tacit knowledge embedded in the practice of experienced teachers, and
much too complex to be abstracted from that context and expressed in
propositional form. On the other hand, we have made clear our view that
not all professional craft knowledge is expert knowledge, and that a claim
that any particular teacher’s practice reflects expertise can be sustained
only by subjecting that practice to critical examination. Furthermore,
while research-based generalizations about effective teaching practices or
about expert teachers’ thinking cannot on their own provide definitive
knowledge about how to teach well, such research-based knowledge
should play a very important and useful part in the process of judging
claims of expertise.

This is not, we recognize, a tidy, complete or even very satisfying
answer to the question of what classroom teaching expertise involves, far
less that of what the beginning teacher needs to learn. It is above all an
open answer in that, while we believe it does offer some important guid-
ance, it also leaves room both for much more to be discovered and for
many different specific answers. Although we very firmly wish to reject
an uncritical acceptance of all claims to expertise, we equally recognize
that good practice will be different in important respects in different cul-
tural contexts, for different purposes, for different learners, under differ-
ent conditions, and even at different stages in any teacher’s professional
learning. And even for any one specific situation, there will often be more
than one equally good way of teaching. Furthermore, if our schools are
to improve as they ought to, new kinds of teaching expertise will need to
be developed during the coming decades: there are no grounds for com-
placency about our present performance.
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Nonetheless, the view of teaching expertise which we have offered
suggests some very important premises for our consideration of what ITE
should involve:

• It will be primarily in the practical contexts of schools and classrooms
that student teachers will be able to learn good practice as teachers.

• There are, however, very important research-based kinds of knowledge
which it will be vital for student teachers to acquire.

• Almost certainly the primary source from which student teachers can
learn is the craft knowledge of experienced teachers.

• Since the craft knowledge of experienced teachers is largely tacit and
embedded in their practice, they may have to work quite hard to make
it accessible to student teachers.

• There is a danger that both experienced teachers and student teachers
may content themselves with the latter gaining access to only the more
superficial elements of teachers’ craft knowledge, thereby neglecting
the rich veins hidden underneath. 

• Good practice will not be developed by student teachers through learn-
ing any easily accessible standard practices.

• Student teaching can only be the first phase of a long process of devel-
oping classroom teaching expertise.

• Since classroom teaching expertise involves a very different kind of
knowledge from that which student teachers are accustomed to learn-
ing in their academic studies, they are likely to need considerable help
in learning how to learn it.

• It is not obvious that we have inherited carefully and appropriately
conceived ways of helping student teachers to learn classroom teach-
ing expertise.

In Chapter 1 we suggested that priority in initial professional teacher
education should be given to three tasks relating to the classroom teach-
ing expertise of beginning teachers:

• the development of an initial level of teaching competence sufficient to
make them satisfactory classroom teachers;

• the development of their capacity for continuing development through
their own personal professional learning; and 

• the development of their capacity for critical engagement with sug-
gested innovations in classroom practice. 

What does the understanding that we have articulated of good practice in
classroom teaching imply for the ways in which these three tasks should
be pursued in ITE programmes?

The craft of interactive classroom teaching is dependent for its necessary
fluency and for its effectiveness on very personal and intuitive 
judgements, on holistic schemas, on selective perceptions and on thinking
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and knowledge which are overwhelmingly tacit and barely conscious. The
acquisition of such craft expertise is generally difficult and can be painful,
since novices necessarily have to spend considerable time engaging in the
task of teaching while lacking both much of the knowledge on which
effectiveness depends and most of the characteristics that make fluency
possible. The temptation to somehow, anyhow, and as quickly as possible
achieve sufficient competence to ‘get by’ is enormous. ‘Getting by’ means
performing in such a way that one’s students, mentors and examiners do
not make one’s life even more difficult. Learning to ‘get by’ is possible, for
example, through sustained practice and using occasional suggestions
about how to meet the official ‘standards’. The account by Furlong et al.
(2000) to which we referred in the previous chapter seems to imply that
this is how many student teachers currently complete their courses.

Our analysis of what good practice implies suggests, however, that such
‘getting by’ is quite inadequate in relation to each of our three tasks. Even
the competence necessary to be a satisfactory beginning teacher depends
on a level of craft knowledge that involves a modest repertoire of differ-
ent ways of attaining any desirable goal, an awareness of the need to take
account of many different circumstances in order to draw appropriately
on this repertoire, and some initial capacity to make such judgements
soundly. Even to have reached this basic level of competence, and cer-
tainly to be able to go on learning from experience, student teachers need
themselves to have developed the skills, understandings and dispositions
to evaluate their present practices and their craft knowledge against a wide
range of practical, theoretical and research-based criteria, and to use these
evaluations as a means towards further development. Similarly, they need
to have learned to use the same range of criteria, confidently and construc-
tively, in order to respond intelligently to suggested innovations.

We would emphasize, furthermore, that it is a teacher’s craft knowl-
edge, and the practical thinking that depends on it, not only the teacher’s
overt practice, that needs critical examination. It is of course possible and
useful for observers to explore with teachers the craft knowledge and
thinking that have informed the observed teaching; and such collabora-
tive exploration is likely to be a crucial contributory factor in any begin-
ning teacher’s learning. But the people who can most usefully, most
effectively and potentially most critically examine the thinking underly-
ing teachers’ practices are the individual teachers themselves. And it is
this, we believe, that has to be at the heart of all three of the key tasks we
have suggested for ITE. All three tasks will be successfully undertaken if
and only if student teachers develop the confidence, the commitment, the
analytic expertise and the habits necessary for critically examining their
own developing craft knowledge and thinking. It is primarily this that will
enable them to achieve a satisfactory level of initial competence, and it is
this that will enable them to go on learning from their professional expe-
rience and to develop new expertise throughout their careers. Above all,
such abilities and habits will enable them to examine analytically the
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implications of proposed innovations, and to assess the potential of these
to undermine, or possibly to improve, their existing classroom practices.

The view of classroom teaching expertise that we have outlined in this
chapter has one broad implication, therefore, for the construction of ITE
curricula aimed at fulfilling the three tasks we have suggested. This is that
the priority must be not only to enable student teachers to develop flu-
ency and practical competence in their classroom teaching, but at the
same time to teach them the understandings, skills, attitudes and habits
they will need if they are to engage systematically in informed examina-
tion of their own developing craft knowledge. In Chapter 3 we shall turn
our attention to a consideration of what that might involve.
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3 Towards a planned 
school-based curriculum
for ITE

The title of this chapter reflects the radically new enterprise with which
we are concerned, that of developing the neglected and underdeveloped
school-based component of the ITE curriculum. We are not arguing for a
greater proportion of time to be given to school-based work than is cur-
rently the case in England. We are indeed quite satisfied with roughly the
current proportions. Nor are we arguing about the merits of different
‘routes’ into teaching, such as the Graduate Teaching Programme in
England, or of schools with special status, such as Training Schools. Our
concern is instead with the planning of ITE curricula in schools.

We shall not be examining in detail the university-based component of
ITE although, since the school-based component cannot satisfactorily be
considered entirely in isolation, the nature of the university role in rela-
tion to the school context will have to receive some attention. Our cen-
tral concern is with what is done within the school component, which
should not be viewed as merely ‘school experience’ or ‘school placement’,
but rather as a planned school-based curriculum, planned and structured
with at least as much care and thought as the university-based curricu-
lum. But of course, since schools offer a very different learning environ-
ment from universities, what that means will be something very different.

In this chapter, we shall consider the rich range of opportunities which
schools and practising teachers can provide for beginning teachers’ pro-
fessional learning. We shall aim to identify some key principles that
should inform the planning of the school-based component of ITE curric-
ula and also some important questions that need to be explored.

We start by reminding ourselves of our conclusions from the first two
chapters. In Chapter 1, we emphasized that our rationale for wanting ITE
to be more school-based – in striking contrast to that of the English
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Conservative government of the early 1990s – is that the task of class-
room teaching is so complex that one cannot afford to use very much of
the limited available time for learning about anything other than class-
room teaching; that the best place to do most of one’s learning about the
complexities of classroom teaching is where that teaching is happening;
and that the best people from whom to learn most about these complex-
ities are those who are engaged with them on a daily basis. Because of the
contemptuous attitude of that early 1990s government, nobody at the
time was asked to consider how the enormous potential advantages of a
largely school-based approach to ITE could most fully be realized. It is cer-
tainly the case that teachers have replaced supervisors from higher edu-
cation institutions as the people who, in the new role of ‘mentor’, give
students feedback on their observed teaching and monitor their progress
towards meeting the ‘standards’. And in the intervening years, teachers in
their thousands have unquestionably developed their expertise in fulfill-
ing this new role, through experience, through individual and corporate
reflection, and in many cases through undertaking courses of study about
this specific role. Beyond this, however, there has been hardly any devel-
opment of new roles and strategies for facilitating student teachers’ pro-
fessional learning through taking proper advantage of their presence in
schools. We explained that the main task of this book is to contribute to
the rethinking work that so unfortunately was not undertaken earlier.

We argued that one very important starting point in planning an ITE
curriculum was the articulation of as clear as possible an understanding
of the nature of classroom teaching expertise. And so that was what we
sought to do in Chapter 2. We emphasized the centrality of the complex,
tacit, sophisticated, situated, personal nature of the craft knowledge
embedded in the practice of each individual teacher. We also emphasized
the need for each beginning teacher to be supported, enabled, empow-
ered and motivated to engage critically in the development of their own
craft knowledge. This, we suggested, was the core prerequisite for the ful-
filment of all three of the priority tasks that we suggested for ITE: the
development of satisfactory initial competence; learning how to learn
from professional experience; and learning how to engage intelligently
with suggested innovations.

Now we need to start examining what might be involved in planning
to optimize such learning. Our most central concern will be with the dis-
tinctive opportunities that schools offer as contexts for learning to teach.
We need first, however, to address two important preliminary themes.
The first of these is one about which we have learned a great deal from
research in the last quarter-century: the nature of student teachers as
learners and of their learning processes. Any thinking about curriculum
planning for ITE will be the poorer if it is not informed by this research-
based learning. The second theme is that of ‘work-based learning’: school-
based teacher education is of course only one example of the many work
settings in which learning occurs and is relied upon. We need to consider
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what we can learn from knowledge about work-based learning more 
generally.

Focus on the learners

When beginning teachers embark on training, they are no more empty
vessels than are children as they enter classrooms. It is now widely
accepted that the personal knowledge and beliefs they bring with them
are both complex and influential. This influence is exerted first through
their individual agendas, including what they choose to learn or not to
learn about teaching, and how they choose to set about that learning.
These agendas – which may develop substantially or very little – are active
and influential throughout the period while they are being formed as
teachers. In addition, individuals’ own values, preconceptions and con-
cerns shape their interpretations of everything they encounter and the cri-
teria by which they judge their success in every task that they undertake. 

Lortie (1975) is generally given credit for having first drawn the impor-
tance of student teachers’ prior learning to our attention. He plausibly
suggested that it is young people’s long ‘apprenticeship of observation’
while they are students at school that has a much greater influence on
them than has their later professional education as student teachers.
There has been much useful research since that time, but it has not yet
determined the relative importance of ‘the apprenticeship of observation’
and of other prior influences on student teachers’ preconceptions and
agendas. As Hagger (2002: 3) notes: ‘In addition to this extensive experi-
ence of teaching–learning interactions, they also come with knowledge of
people, of making and sustaining relationships, and they have theories –
albeit private ones – about how people do and should behave.’ 

Student teachers’ agendas are influenced, of course, by the official
expectations and demands of the professional education programmes
they undertake. They make efforts to learn what they are taught and they
generally seek to perform well in their assessed work. But these official
expectations and demands can go with or against the grain. They can
come close to coinciding with what student teachers believe they need to
learn in order to become good teachers or, at the opposite extreme, they
can be mere hurdles to be surmounted, without the concomitant learn-
ing having any lasting influence on their teaching.

Student teachers’ agendas for what and how they should learn have
tended to receive a somewhat negative press from researchers and
teacher educators. That may, however, be because of their lack of match
with these commentators’ expectations. For example, student teachers
have generally not been very ready to see their task in schools as being
one of putting the theory taught in universities into practice, being more
inclined to approach learning to teach as learning by doing and by trial
and error (Younger et al. 2004). More specifically, they have typically
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failed to implement in schools the innovative and progressive ideas taught
by university lecturers, finding it easier and more acceptable to imple-
ment the more familiar practices that they generally find being followed
in schools. On the other hand, while their practice in schools has fre-
quently been conformist, they have nonetheless often privately held on
to their own individual beliefs, thus avoiding the learning that could fol-
low from bringing their ideas into the open and putting them to the test
of more experienced teachers’ discussion and of practice. As Wang and
Odell (2002) note, even when student teachers’ agendas coincide with
those of their mentors in seeing the latter’s role as being primarily to give
them emotional support, they have generally been seen by university-
based commentators as having got it wrong.

Similarly, student teachers’ preconceived beliefs about teaching have
widely been perceived as problematic, being perceived both as generally
wrong and as highly resistant to change. Again, this can best be under-
stood as reflecting researchers’ and teacher educators’ own preconcep-
tions about what beginning teachers should believe. For example, Wang
and Odell (2002: 487) note that research findings tend to show that ‘pre-
service teachers’ beliefs about knowledge, learning and teaching often
mirror the prevailing picture of teaching as a process of transferring infor-
mation from teachers to students’, beliefs that university-based teacher
educators have typically wanted to change, yet have apparently fre-
quently failed to change. But, as Wideen et al. (1998: 143) conclude,
‘other studies suggest caution in accepting any generalised notion of the
entry beliefs of beginning teachers’. They go on to comment:

most recent studies on learning to teach focus on changing the
beliefs of beginning teachers. However, it seems pointless to seek to
change beliefs if evidence supports their enduring quality. A less
problematic alternative appears to be the perspective taken by
Feiman-Nemser and Buchmann (1989) and Calderhead and Robson
(1991), who suggest that the alternative to changing beliefs is to
build on the beliefs that already exist.

(Wideen et al. 1998: 144)

In recent years, research reports such as that of Pendry (1997) have
increasingly emphasized both the diversity of beginning teachers’ precon-
ceptions and the short-sightedness of viewing them in a negative way.
Burn et al. (2000: 275), for example, were struck by the ‘early awareness’
on the part of the student teachers they studied ‘of the complexity of
teaching, and their capacity to take into account a wide range of imping-
ing conditions in deciding what to do’. Reviewing such evidence, Hagger
(2002: 4) concluded that student teachers’ initial ‘understandings and
ideals cannot summarily be dismissed as naïve, misleading or unhelpful.
We need to take them and their thinking very seriously.’

How much has student teachers’ thinking tended to change under the
influence of their training courses, and in what ways? One of the most
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influential theoretical accounts of how beginning teachers’ thinking
develops is that constructed by Fuller (1969; Fuller and Bown 1975) in
terms of ‘concerns’. Fuller suggested that the concerns of prospective
teachers generally move ‘outwards’, with initial concerns about them-
selves and their own ‘survival’ gradually giving way to concerns about
classroom situations and tasks, with these in turn ultimately being
replaced by concerns about students and their learning.

Many research studies have explored the validity of this general pic-
ture, with somewhat conflicting results; and there has also been much
questioning of the centrality given by Fuller to the notion of ‘concerns’.
Conway and Clark (2003), for example, point out that the Fuller model
privileges concerns and anxieties over novice teachers’ aspirations and
hopes in a puzzling and inappropriate way. In their own study of six 
student teachers’ developing concerns and aspirations during a one-year
internship programme, Conway and Clark found no simple overall pat-
terns, although there was an ‘outward’ shift away from self in the most
prominent of the hopes and fears reported. These findings are similar to
those of some other recent studies, such as that of Furlong and Maynard
(1995), who found some tendency, though far from a universal one, for
concerns to shift in the direction Fuller had predicted. Pendry (1997: 84),
who found such shifts as occurred in student teachers’ thinking to be
much more subtle, varied and complex, sums up her own findings and
also, we think, the general situation as follows:

Whilst there may be common themes that can be useful to us in
understanding beginning teachers’ learning – for example, that their
preconceptions, of whatever nature, are likely to profoundly influ-
ence them – each individual is likely to develop in different ways,
even when they are engaged in the same programme.

Although Fuller’s linear development model is too simple, it does often
seem to be the case that student teachers’ concerns with themselves and
their own ‘survival’, in situations where they are in danger of being
humiliated through their lack of competence, may need to be resolved as
a necessary condition for more constructive learning to occur. Haggarty’s
(1997) study exemplifies this point well. Of the ten student teachers
whom she studied, five recognized classroom control as a matter of con-
cern to them from the beginning of the year. Therefore, during the more
sheltered first half of their course, they took full advantage of available
opportunities to learn about this aspect of teaching and so were well pre-
pared for it when they first had regular whole-class teaching responsibil-
ities. The other five, believing for various reasons that classroom control
would not be an issue for them, rejected these early learning opportuni-
ties, were therefore taken by surprise when they had difficulties in man-
aging whole-class teaching, and as a result, for varying periods of time
thereafter, were overwhelmingly concerned with their own ‘survival’.
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More generally, the interaction of student teachers’ preconceptions and
agendas with the learning opportunities that they perceive to be available
to them is likely to be of major importance in determining how success-
fully they attain the various goals towards which ITE should be directed.
The fruitfulness of such interaction must surely depend heavily in the first
instance on the extent to which a student teacher’s own ideas are articu-
lated, recognized, discussed and taken into account. It follows, therefore,
that both the agendas and the preconceptions of student teachers should
be taken as important starting points for negotiation of the successive
learning tasks that they are asked to undertake as they progress.

When we relate these thoughts and findings about student teachers’
prior understandings to our concern with a school-based curriculum for
ITE, one of the most striking things is that, in the twentieth century, 
university-based teacher educators tended first to ignore student teachers’
ideas and then to think only about trying to change them. It will be cru-
cially important not to make either of these mistakes in relation to a
school-based curriculum. Another even more directly relevant considera-
tion is that it has been especially in their school-based work that student
teachers have ‘gone underground’ with their ideas when they have
judged these ideas to be unacceptable to school authorities. Where this
has happened, it has meant that their school activities have had relatively
little impact on their thinking about how to teach, with the consequence
that the efforts of their school-based teachers have to a considerable
extent been wasted. Thinking about how to take more effective account
of student teachers’ ideas in a school-based curriculum will be a consid-
erable challenge.

Work-based learning

In many ways, the advantages of work-based learning are self-evident.
The workplace is where the relevant action is. That is where expert pro-
fessionals can be seen to be engaging in their expert practice, and where
the novice is most likely to have easy opportunities for informal but pur-
poseful conversations with them. The workplace is also usually where
one’s potential clients, in all their diversity, can be met. For anyone wish-
ing to learn to teach, it is in schools that all the young people who are
obliged to be there may be seen and met and studied, in classrooms and
in more informal settings, in groups and as individuals. In schools, educa-
tion is not just talked about; that is where people work to make it hap-
pen. And in schools, people have to confront and to deal with all the
complex, messy difficulties which make education a demanding real-
world task. For those who are in schools learning to teach, what they
learn will generally be about this real world that they will themselves
have to face.

In contrast to much professional learning, learning that is primarily
work-based has an enormous further advantage in that it need not 
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incorporate problematic distinctions between theory and practice.
Whenever learning is based in a university or college, the problem arises
of transferring what is learned there to the different world of practice, and
of relating the theoretical to the practical. One almost inevitable conse-
quence of this problem, for example, as Eraut (1994) points out, is that
professionals learn both kinds of theory distinguished by Argyris and
Schön (1974), the ‘espoused theory’ in terms of which professional prac-
tice is ideally conceived and publicly defended, and the ‘theory-in-use’
which actually informs practice. As these authors have clearly shown, the
co-existence of two such different kinds of theory tends to be highly dys-
functional. But if professional learning is framed within the activities of
the workplace, such dysfunctional dichotomies can perhaps be avoided.

In addition, we have benefited in recent years from very helpful theo-
retical and research-based accounts of work-based learning. Lave and
Wenger (1991), for example, have very influentially elucidated the social
learning processes that characteristically occur within ‘communities of
practice’ for new or junior members of these communities through their
‘legitimate peripheral participation’ in the communities’ life and work.
The incumbents of such roles are enabled and obliged, in their apprentice-
like roles, to make the modest contributions of which they are capable to
the communities’ work and also gradually to learn the craft expertise of
their seniors. Perhaps most crucially, they effortlessly and incidentally
learn, through living as full members of the communities, the rules, cus-
toms and culture of these communities. One can imagine the rich and
powerful learning of this kind from which pupil teachers benefited in the
nineteenth century through their extended participation in the work of
schools. And there can be no doubt of the even greater depth and value
of such benefits for a student teacher in the much more complex schools
of today. Learning the daily routines of schools, the range of events that
typically occur, the patterns of behaviour that are expected in different
contexts from both students and staff, the sources of satisfaction and of
irritation that teachers and students experience, and much else, is not only
easily possible for the observant student teacher but also immensely valu-
able in becoming attuned to the life of schools and the work of teaching.

Yet, even in this simplified account, we have found it necessary to
make distinctions between very different kinds of learning processes.
There is the incidental learning through which much social learning is
effortlessly achieved; also the deliberate learning of skills that have to be
acquired; and then the more subtle and less easily described learning by
the individual of his or her own very gradually developing role and pro-
fessional identity. Work-based learning is far from uniform, nor easy to
understand as a whole. 

It is, however, the incidental learning that people do in the workplace
that can be seen as most characteristic of work-based learning, since it fits
well with the idea that the primary reason for being there is to work and
that other benefits, such as learning, are incidental. For our part, how-
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ever, we are very cautious about relying in school-based teacher educa-
tion on such incidental learning. There are five major considerations that
lead us to this view.

The first consideration is that, as we have already noted, the knowl-
edge and thinking on which experienced teachers primarily rely is tacit,
rarely made explicit even to themselves. Even the most experienced of
observers can make only very inadequate guesses when observing teach-
ers at work and trying to work out what they are trying to do and espe-
cially why they are doing whatever it is they are doing and at that
particular time. Student teachers frequently report themselves to be bored
when asked to observe experienced teachers at work: what they see
seems ‘obvious’; and they generally have no idea of all the important
work embedded in the thinking that is guiding the observed teacher’s
practice, which they cannot see. So there is the problem that incidental
learning does not generally give one access to tacit expertise.

The second consideration is that expert teachers, like most experts,
tend to take their expertise for granted: to them, most of the thoughtful,
skilful things they are doing are obvious and need no explanation. So
they, the only people who can reveal what they are doing and why, tend
not to make any effort to reveal their tacit knowledge or thinking to
novices, because it seems ‘obvious’. Hargreaves et al. (1997) encountered
a very similar phenomenon in their study of advanced medical education.
There was a general consensus, they found, that it was from experienced
consultants at work on the wards that junior doctors’ most valuable
learning could occur; but, quite consistently, the junior doctors were left
guessing about the grounds on which the consultants had made their
clinical judgements, because the consultants took these judgements for
granted and did not ‘incidentally’ offer explanations for them. Hargreaves
et al. eventually concluded that the junior doctors themselves had to take
the responsibility for bravely asking their consultants for explanations. In
schools, too, incidental learning does not give access to experts’ expertise,
because the experts tend to take that expertise for granted.

The third consideration is that when people do incidentally talk about
their work, they may do so in misleading ways. It is ‘espoused theories’
rather than ‘theories-in-use’ that in many circumstances are more likely
to be articulated, and such espoused theories are likely to be misleading.
More generally, as Eraut (2000: 120) suggests,

there is also the possibility that language used in the workplace may
serve purposes other than making knowledge or actions explicit …
for example … the latent functions may be to keep clients happy …
to tell managers what they want to hear … In general, discourse in
many settings helps (1) to provide a defensible account rather than
a description of professionals’ actions and (2) to create an impres-
sion of professional control over situations which inspire confidence
in them as persons. It may seek to disguise rather than to share
uncertainty and risk-taking.
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The fourth consideration stems from our account in Chapter 2 of the
nature of expert teaching. Incidental learning, and especially learning
through ‘legitimate peripheral participation’, is immensely valuable in
enabling one to learn about how things are done in an established com-
munity, including many of the skills involved in a community’s work. It
is entirely appropriate for newcomers whose participation is legitimate
but peripheral to ask questions, as part of their informal learning about
what is happening, so that they can better understand. What is not appro-
priate, and is indeed highly problematic, is for such novices to question
what happens, asking critical questions about established practice. Few
communities would welcome such questioning from naïve and low-
status newcomers; and the professional communities of schools are no
different in this respect. Yet we have suggested in Chapter 2 that the only
possible basis on which beginning teachers can develop teaching expert-
ise is through not only developing their own craft knowledge but also
subjecting it to sustained critical examination. It is evident that in devel-
oping their craft knowledge, they have an enormous amount to learn
from the established practices of teachers in their schools; but it is equally
evident that in critically examining their own developing knowledge and
practice, they could very easily be critical of experienced teachers’ prac-
tices. Where such dangers are present and such care and delicacy are
therefore needed, one certainly cannot rely on incidental learning.

The fifth consideration relates to the social relations between teachers
and pupils in schools. Student teachers, junior and unestablished as they
are, unambiguously need to see themselves, and to present themselves, as
members of the teacher community. They are therefore automatically
outsiders to the rich and complex world of pupils; and it is not even as
peripheral members of their community, but only as observant outsiders,
that they can learn about the pupils’ worlds. Given that even established
teachers do not normally or routinely gain access to the pupils’ perspec-
tives on life in schools, what student teachers can learn about these per-
spectives through incidental learning is quite limited.

We are in no doubt, then, of the very great value of the incidental
learning in which beginning teachers can engage through legitimate
peripheral participation in the work of schools; but equally, we are in no
doubt that much of the learning in which they need to engage cannot be
dependent on such incidental learning, but must be systematically
planned, guided and facilitated. In other words, we need planned school-
based curricula for their learning.

In a useful contribution to the clarification of different kinds of learn-
ing in the workplace, Eraut (2000) distinguishes first between ‘formal’
and ‘non-formal’ learning. He defines ‘formal learning’ as occurring
where structuring frameworks of the following kinds are in place: ‘a pre-
scribed learning framework; an organised learning event or package; the
presence of a designated teacher or trainer; the award of a qualification or
credit; the external specification of outcomes’ (Eraut 2000: 114). A very
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large amount of the work-based learning in which beginning teachers
need to engage is unambiguously formal. There should, we believe, be
deliberate planning for each of the many kinds of learning from which we
would want student teachers to benefit in schools, at the very least in that
time should be allocated for each kind of learning and in that there should
be explicitly shared understandings of the nature of each kind of learning
and of why it is valued. Furthermore, each type of learning should be rec-
ognized as contributing to student teachers’ professional education and,
notionally at least, to their certification; and there should be designated
educators who should ensure that the necessary conditions are in place to
facilitate each kind of learning. So virtually everything that we are con-
cerned with, including even the incidental learning, has to be viewed as
‘formal learning’. We would indeed go further: it is just the kinds of struc-
turing that for Eraut characterize formal learning that for us are crucially
necessary for school-based ITE and to which we refer when we talk of a
‘systematically planned school-based curriculum’ for ITE.

There is another sense, however, in which the very essence of work-
based learning is that it should not be structured for learning purposes.
What distinguishes work-based learning is that it is the work itself that
gives shape and meaning to everything that happens, and that whatever
learning takes place follows from the nature of the work. It is of the 
greatest importance that the normal realities of how work is organized
and of how people do their work should not be distorted by the ways in
which learning tasks are structured. Otherwise the learning could more
sensibly and conveniently be conducted in laboratories or lecture the-
atres. The whole point of work-based learning is that the learning is about
the realities of the work. Unlike learning through ‘case methods’
(Merseth 1996) or in laboratories and lecture theatres, work-based learn-
ing has the distinctive and immensely important strength of being learn-
ing evidently attuned to the real world. To impose arrangements that
undermine that strength would be to defeat the purpose of work-based
learning.

Why then do we assert the need for, in Eraut’s terms, ‘formal learn-
ing’? This is because there are, in our view, two equally important facets
to the learning that are needed, two facets for which there are contrast-
ing requirements. On one hand there is the content of what has to be
learned, and that content should, we believe, be concerned primarily with
the realities of schooling and teaching, minimally distorted by learning
structures. On the other hand there are the processes of learning, which
involve gaining access to, and developing an understanding of, the reali-
ties of teaching. As we have explained, these processes present many seri-
ous difficulties; and student teachers need all the help they can get if 
they are to achieve the necessary understandings in the limited time
available. So for that reason we are in favour of strong and carefully
planned learning structures. A key principle in the planning of a school-
based curriculum for ITE is therefore that work-based learning needs to
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be structured as much as is necessary to maximize learners’ cognitive
access to the full normal realities of doing the work, but must not distort
these realities. 

Eraut (2000) also distinguishes various kinds of work-based learning in
terms of ‘the level of intention to learn’. On that dimension, he distin-
guishes ‘implicit learning’ at one extreme from ‘deliberative learning’ at
the other (with a third category, ‘reactive learning’, between the two).
From our perspective, all of these are important in workplace learning
and have to be recognized, valued, facilitated, attended to and accredited
in ways that make them formal kinds of learning. This is true even of
implicit learning, defined as ‘the acquisition of knowledge independently
of conscious attempts to learn and in the absence of explicit knowledge of
what was learned’ (Eraut 2000: 115).

Implicit learning is of the greatest importance in the learning of all
teachers. Eraut, following Horvath et al. (1996), suggests that implicit
learning occurs, in the first instance, through personally experienced
events being stored in ‘episodic memory’. Learning occurs through such
memories informing practice, either directly through new situations being
recognized as being similar, or in more complex ways through, for exam-
ple, the construction of more generalized representations. The gradual
building up of repertoires of recognized types of situations, with varia-
tions, seems, as noted in Chapter 2, to be a crucial part of the develop-
ment of fluency and expertise in teachers, as in other professionals. 

At the other end of the spectrum of ‘the level of intention to learn’,
Eraut (2000: 116) includes, under the general category of ‘deliberative
learning’, three subcategories distinguished by their relationship in time
to the learner’s actions:

Past episodes: review of past actions, communications, events, expe-
riences; more systematic reflection.
Current experience: engagement in decision-making, problem-
solving, planned informal learning.
Future behaviour: planned learning goals; planned learning oppor-
tunities.

It may be noted that these different kinds of deliberative learning not
only reflect very obviously the kinds of planned school-based learning
which we are suggesting is needed, but also are structured in ways
designed to take advantage of the ongoing work without changing the
structure of that work. Retrospective deliberative learning is actively
seeking to learn from the work done, including the learning implicit in it.
Deliberative learning from current experience is using engagement in the
work not only to get the work well done but also to learn from it. And
deliberative planning for future learning is thinking about how, in doing
the work effectively, the learner will also have useful opportunities for
purposeful learning. It is in such ways that learning can effectively and
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fruitfully be structured without the nature of the work itself being dis-
torted.

We have in this section recognized the very valuable incidental learn-
ing from which student teachers can benefit through being in the school
as a workplace and through being accepted as participants, albeit periph-
eral participants, in the professional teaching community of a school. We
have also, however, emphasized various ways in which incidental learn-
ing is limited and constrained, and we have argued for the importance of
planned structures to facilitate all the many different potentially helpful
kinds of workplace learning. But, of course, that must be done without
undermining the inherent distinctive advantages of workplace learning.
In the next section, we go on to consider more fully the nature of such
advantages in the particular case of ITE.

Distinctive opportunities offered by schools as contexts for
learning to teach

Learning to be skilful teachers

At the core of the work of teachers is the socially complex task of 
classroom teaching. Social psychologists such as Tomlinson (1995) 
rightly emphasize both the demanding social skills required of classroom
teachers and also the need for all these different social skills to be orches-
trated into complex integrated activities. The skills involved in engaging
effectively in such activities are certainly social skills, but they are also in
very large measure thinking skills and are heavily dependent on the
understandings that underlie them. How do people learn to engage effec-
tively in such complex social activities?

It is helpful to think of the learning of these complex, socially skilled
activities as being dependent on the same three basic processes that are
involved in learning any skills. Just as in learning a simple skill like driv-
ing a car, learners need models, to establish helpful symbolic or concrete
mental pictures to guide all or part of their activities. They also need 
practice, repeated opportunities to try out activities for themselves, to try
to get them right. And they need feedback, reliable evidence that tells them
how far they are getting the activity right and in what respects they are
getting it right or wrong. One of the biggest advantages of ITE being much
more school-based, and more especially under the control of school-based
teacher educators, is the enormously enhanced opportunities that this
creates for both the scale and the quality of these three processes in help-
ing people to learn to teach.
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Modelling 

The school-based teacher educator has the enormous advantage of being
able not only to explain to student teachers what they need to do but also
to show them. Modelling at its best always involves demonstration of
what is involved, explanation of how to do it, and drawing attention to
key elements; and all this can be done very much more easily and realis-
tically in a school context than elsewhere. Teacher educators can, for
example, draw attention before a lesson to the key social arrangements,
ways of structuring pupil tasks, patterns of discussion, and transitions
between lesson phases; and after the lesson they can, where appropriate,
focus the discussion on these same themes. Through such cueing, in
advance or afterwards or both, whatever is especially important for a par-
ticular student teacher’s learning at that time can be highlighted. If nec-
essary, for that stage in the student teacher’s learning, the key aspect of
the teaching can be presented in a very simple way; or, at a later stage,
the same aspect can be presented in its full complexity, with due attention
to context and to how the teacher adapted the action to meet the needs
of that particular context. The school-based teacher educator can focus on
very specific elements of the teaching, such as specific questions, exam-
ples or words of praise, or on much more complex elements, such as a
whole-class teaching and learning strategy. Nor is the school-based
teacher educator dependent on his or her own practice. Where appropri-
ate, student teachers can be shown a multiplicity of models for an impor-
tant aspect of teaching, such as getting pupils interested in a theme,
drawing on the practice of several experienced teachers. Or they can be
shown a model of one teacher chosen because he or she is especially
expert in doing that particular thing.

The scope for the flexible use of modelling in curriculum planning is
enormous for school-based teacher educators who know their own school
contexts and the rich possibilities that they offer. Student teachers can get
very much more help than they have traditionally been given through
both being shown key examples of the art of teaching as it happens in the
real world, and having these explained to them by the teachers observed,
examples appropriately chosen to meet their own learning needs at dif-
ferent stages of their learning. (The extended example of school-based ITE
that is explored in Part B of this book focuses especially on some of the
issues involved in giving student teachers access to expert modelling of
aspects of teaching which especially concerned them.)

Practice 

Nobody will argue with the idea that student teachers need lots of prac-
tice if they are to learn to be good teachers. But it is only too easy to have
a lot of practice of a kind that does not assist learning. Indeed, many
teachers will remember practice experiences when they were student
teachers that, far from helping them to learn, left them simply confused.
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So, what matters about practice is not simply the amount of it but its
appropriateness for promoting learning. As with most learning tasks, the
need is for practice tasks that are meaningful and challenging to the
learner, but that can with effort be successfully undertaken. They are not
impossibly difficult tasks, from which the learning is unpredictable and
may well be counter-productive. So at each stage of a student teacher’s
learning, the teacher educator ideally needs to devise practice teaching
tasks calculated to meet his or her learning needs.

Teacher educators who are also classroom teachers are ideally placed
for this task. The regular challenge they face is that of using the student
teacher as a classroom assistant in a way that will be helpful to pupils, and
in a way that also provides the student teacher with a valuable learning
opportunity. Often at early stages this will involve them in undertaking
specific tasks with small groups of pupils, such as helping them to formu-
late and share good ideas, or checking their understanding of a newly
explained idea. At other times, the student/assistant will be given respon-
sibility for a part of the lesson, such as managing a question-and-answer
session, introducing a new concept, or demonstrating an experiment.
While such activities should always be designed as real parts of the class’s
work that are useful to the pupils, they should also be planned to meet
identified learning needs of the student teacher at that stage in his or her
development.

Teachers have always, of course, used student teachers as classroom
assistants, and have generally done so very sensibly. For the school-based
teacher educator, however, the immense value of being able to plan 
student teachers’ practice of teaching using tasks that are considerably less
demanding than that of complete responsibility for a whole class, can
hardly be overestimated. In the 1970s, many teacher educators put an
enormous amount of effort into exploring an idea called microteaching,
developed at Stanford University (Allen and Ryan 1969; Brown 1975;
McIntyre et al. 1977) and concerned with giving student teachers focused
practice in the use of important teaching skills in simplified and sheltered
conditions. At its best, microteaching worked very well, or did so except
for the problem of transferring skills learned in the microteaching labora-
tory to the very different environment of the school classroom. Although
microteaching was a well-conceived idea, the scale of the transfer prob-
lem often proved too great. The focused learning of teaching skills needs
to be done in the classroom, and as part of the ordinary real work of the
classroom, but still with simplified and protected conditions for the novice
student teacher. The problem in the 1970s was not only that the teacher
educators were neither in nor responsible for the school classrooms but
also that the classroom teachers were not expected to be teacher educa-
tors. Now things have changed, and now it is possible for thoughtful
school-based teacher educators to plan for their student teachers to have
just the kinds of practice tasks from which they will learn most at each
stage of their development. 
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As Burn (1997) has shown, this kind of simplified practice for student
teachers within the framework of experienced teachers’ lessons brings
other substantial benefits for the student teachers’ learning. Effective
integration into the teacher’s lesson of the part for which the student
teacher is responsible depends on close collaboration between the two of
them, especially but not only at the planning stage; and this kind of col-
laboration gives student teachers highly educational access to models of
how experienced teachers set about their planning and decision-making.

It is of course essential, at later stages of their ITE programmes, for 
student teachers to experience extended practice in teaching whole classes
on their own. Even at these later stages, school-based teacher educators,
working in collaboration with their teaching colleagues, are exceptionally
well placed to ensure that student teachers’ practice is well judged for their
learning needs. While all the time taking account also of the pupils’ needs,
it is possible to place student teachers with more or less challenging classes,
and over time with classes providing different learning opportunities, per-
haps because of their different academic levels, the diversity of their cul-
tural backgrounds, or simply the difficulty of managing them.

Feedback 

This third key element in learning any complex skilled activity is almost
certainly the one that school-based teacher educators have developed
most fully and most widely. The provision of critical feedback used to be
primarily the task of visiting supervisors from HEIs, but it is a task that
mentors and their school-based colleagues are well placed to carry out
much more effectively. Their great advantage is their far greater and more
intimate knowledge of all the different contextual factors that are relevant
to the provision of helpful feedback. As people on the spot, they are well
placed to monitor on almost a daily basis student teachers’ developing
skills, so that they can praise improvements, reinforce attention to neg-
lected aspects, and move on when appropriate to new considerations.
Knowing also the classes being taught and their histories, and the individ-
uals in them, they are well placed to know how easy or difficult specific
teaching tasks were, and what opportunities and problems the teaching of
these pupils was likely to present. Similarly, an intimate knowledge of
constraints and opportunities of space, time, course structures, assessment
arrangements and available resources should allow school-based teacher
educators both to recognize student teachers’ achievements and to bring
neglected possibilities to their attention. 

In all these three ways, then, the possibilities for ITE have been enor-
mously enhanced by it becoming largely school-based. It is not difficult to
imagine how thorough flexible curricula could be developed much more
fully in order to enable beginning teachers to develop their expertise in
the complex skilled activity which is teaching. We believe that these
opportunities should be taken. At the same time, we must recognize that
teaching is much more than a complex skilled activity.
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People becoming teachers

The usefulness of the analogy with learning to drive a car is limited, and
not just because the task of classroom teaching is infinitely more complex.
Of even greater importance is the fact that the main instrument used by
teachers in teaching is not an external object but themselves. The human
dimension of becoming a teacher is both of central importance and also
multi-faceted (cf. Tabberer 2005). And here, too, new possibilities are
added when ITE is school-based.

The emotional challenge of becoming a teacher 

Thoughtful commentators on the teaching profession (e.g. Nias 1989;
Clandinin 1993; Connelly et al. 1997) have noted how closely teachers’
personal and professional identities tend to be intertwined. Teaching is for
relatively few people a job taken on during a limited number of prescribed
hours of the week but not relevant to the kind of people they see them-
selves otherwise to be. Those who spend many hours each week endeav-
ouring to stimulate, to engage, to guide, to manage and, most critically, to
educate young people in groups of twenty or thirty, but each with minds
of their own, generally find it neither easy nor helpful to detach them-
selves from their work. Most teachers find that their individual humanity
and the totality of their human experience are essential resources on
which they draw as classroom teachers.

This being so, the process of becoming a teacher can for many be quite
an emotionally demanding experience. Student teachers are generally
people who have been at least reasonably successful students at school
and, in most cases, at university. Some have had successful careers else-
where and some have already experienced the responsibilities of parent-
hood. Furthermore, people are not generally accepted into ITE
programmes unless they seem to be mature, confident and emotionally
secure people. In addition, most people who are motivated to become
teachers have some kind of vision of the teacher that they want to be, and
many are inspired by high social and educational ideals (e.g. Edmonds et
al. 2002; Younger et al. 2004). But the work of classroom teaching is very
different from any that most student teachers have previously under-
taken; and so the emotional demands of learning to do it are often unex-
pected. Young people in classrooms frequently do not respond generously
to novices’ eager, benevolent but unskilled attempts to teach them. It is
only too easy for student teachers’ high expectations for their relation-
ships with students, and for their inspirational influence upon them, to be
undermined by the brutal realities of direct experience. It is equally easy
for student teachers to suffer feelings of incompetence to which they are
most unaccustomed. Most, of course, learn quite quickly. But the easiest
thing to learn can be to fit in with what appear to be the institutional
norms of the school; and that may involve a very uncomfortable feeling
for student teachers of having to appear to be what they are not. It may
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also mean their abandoning their ideals, or at least temporarily setting
them aside, and so learning in ways that are not influenced by them. Thus
student teachers who start off with a confidence in themselves grounded
in past experience, and with visions and ideals that have inspired them to
be teachers, can become subdued and much less enthusiastic conformists,
or else be turned off teaching altogether.

That is something that need not happen, but which certainly did hap-
pen all too frequently when ITE was predominantly university-based.
Encouraged as they were to debate educational ideas, student teachers in
their university environments tended to develop increasingly radical, ide-
alistic and child-centred attitudes. But, faced with the reality of working
in schools, most of them responded sensibly by going into reverse, tend-
ing either to change their minds or else at least to express views strategi-
cally consistent with school norms (e.g. Morrison and McIntyre 1967;
Lacey 1977; Zeichner et al. 1987). The problem was not just, or even
mainly, that schools and universities were pulling in different directions.
The much more serious problem was that student teachers were not being
helped to build realistically on the educational values and high ideals that
had brought many of them into teaching, nor to come to terms rationally
with the complex problems of relating their roles as teachers to them-
selves as persons. Somehow, most muddled through; but it seems likely
that much unnecessary pain was suffered and that the teaching profession
was denied a great deal of idealistic energy that it could fruitfully have
used.

Has making ITE more school-based automatically overcome these
problems in England? To some extent, perhaps. And certainly it has
changed the nature of the problems. Today there is far more realism built
into ITE programmes from their beginning: it is much more difficult for
student teachers to pretend to themselves about the kinds of teachers
they will be and about how their students will respond to them – and that
is a clear improvement. It is less obvious, however, that student teachers
are helped more effectively to make sense of themselves, their values,
their ideals and everything that they bring to teaching, and to work out
how all that can best contribute to the task of teaching as their schools
define it. How might that be done? We shall return to that question after
considering some more intellectual facets of people becoming teachers.

The process of developing a teacher’s craft knowledge 

The importance of the human dimension of becoming a teacher does not
lie only in the emotional stresses and struggles involved. At least equally
important is the intellectual challenge involved in developing the expert-
ise needed by teachers. In Chapter 2 we articulated a view of classroom
teaching expertise which, we suggested, implied that the priority task of
ITE must be to enable student teachers to develop fluency and practical
competence in classroom teaching and also the necessary understandings,
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skills, attitudes and habits for systematically engaging in informed critical
examination of their own developing craft knowledge. The idea of devel-
oping fluency and practical competence in classroom teaching fits well,
we believe, with the idea that we have discussed of learning teaching as
a complex, socially skilled activity. But systematically engaging in
informed critical examination of their own developing craft knowledge
goes far beyond such learning of skilled activities; it involves student
teachers as individuals in accepting the intellectual responsibility for
ensuring that what they do is consonant with their position as profes-
sional public educators.

It must be accepted that this is an awesome responsibility to ask 
student teachers (and also, of course, practising teachers) to accept; but
we can see no alternative. We have not been able to find any credible 
theoretical understanding of classroom teaching which could allow 
teachers to rely, in the complex, subtle, tacit, situated judgements which
they constantly need to make in their teaching, simply on the authorita-
tive judgements of others. While teachers can of course draw heavily on
the wisdom of others, it is ultimately only they themselves who can be
sufficiently aware of what they are doing in their teaching for them to be
able to subject their developing or established practices to anything like
the necessary degree of regular critical scrutiny. 

The problem is that none of the elements of any skilled teaching are
merely the kinds of instrumental moves necessary in, for example, driv-
ing a car. Everything a teacher does, from her facial expressions through
her choice of language to the relationships she seeks and establishes with
pupils, is replete with significant value judgements and theoretical
assumptions about what is educationally valuable and about how educa-
tional ideals can most effectively be realized. So, when student teachers
begin developing their ideas about what they want to happen in their
classrooms and about what they can do to promote such happenings, the
practical ideas which they gather and select are already heavily theory-
and value-laden; and it is partly the theories and values implicit in 
these practical ideas that will have made them attractive. So then there is
the need for critical examination of all these ideas, both as ideas and,
where relevant, as elements of the developing practice of the student
teacher.

What is the significance of predominantly school-based ITE in relation
to this need for student teachers to engage in systematic critical examina-
tion of their own developing craft knowledge? The need is certainly not a
new one; but school-based ITE provides a magnificent new opportunity
for the need to be effectively met. Student teachers have throughout the
twentieth century been encouraged to engage both in critical evaluation
of educational ideas and also in constructive development of their teach-
ing repertoires and skills. In the twentieth century, however, these tended
to be two separate activities, with the former ‘theoretical’ activity being
mainly valued and primarily pursued in the universities, and the latter
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‘practical’ activity being relatively more highly valued and necessarily pri-
marily pursued in the schools. School-based ITE provides the opportunity,
not for everything to be done in the schools, but for the work to be 
sufficiently concentrated in schools that it becomes both necessary and
possible for these two activities to be integrated. Most crucially, the ideas
that student teachers can and should be obliged to evaluate most critically
are those same ideas that they are actively using in developing their
teaching practices. ‘Practical theorizing’ thus becomes the core activity.

Practical theorizing as the core activity of school-based ITE

We use the term ‘practical theorizing’ where others might talk of ‘reflec-
tive practice’. The problem with the latter term is the wide diversity of
meanings which it can be given. It will be recalled from Chapter 1 that
one of the central weaknesses found by Furlong et al. (2000) in their sur-
veys of predominantly school-based teacher education in England was
that the majority of student teachers tended to interpret reflective prac-
tice as a kind of common-sense evaluation of their own practice. Useful
as that can be, it is a quite inadequate way of learning to teach. As argued,
for example, by McIntyre (1993), beginning teachers need primarily to
learn in their practice from other people’s ideas, both those of experienced
practitioners and those of educational researchers and scholars; and they
need to submit all these ideas, and of course their own, to a critical exam-
ination that goes well beyond common sense. It is for this much more
demanding kind of reflective practice that we use the term ‘practical 
theorizing’.

Practical theorizing means both looking for attractive ideas for practice
and subjecting these ideas to critical examination. To become competent
practitioners, all beginning teachers need quickly to develop large reper-
toires of practical ideas to draw upon as the need arises; and they need to
practise using these ideas. The usefulness of all of these ideas depends,
however, upon their having been effectively evaluated against a variety
of criteria. Some of these criteria are properly of a practical nature. Most
obviously, are the ideas acceptable for use in the particular school context,
are they practicable in terms of the time, space and resources available,
and can student teachers use these ideas effectively to achieve particular
educational purposes in the given context? Immediate answers to such
questions may be found relatively easily, either from authoritative advice
or through trial and error. Longer-term questions, however, will be more
complex, partly because of the need to consider other criteria and partly
because of the need for more generalized thinking. Such questions will be
concerned, for example, with the values and assumptions embedded in
different practices, the purposes for which they are appropriate and the
circumstances in which they tend to be effective. For example, for what
purposes and in what circumstances is it beneficial for school pupils to
plan and conduct their own experiments, rather than carrying out exper-
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iments planned by their teacher? How, if at all, and under what condi-
tions is it possible to enable students to engage in truly authentic class-
room conversations in the target foreign language? Such more complex
questions will not generally be answered quickly or readily. Answers to
them may emerge not only gradually as a result not only of quite exten-
sive experience and very careful consideration but also through debate
with experienced colleagues and through reference to relevant research
and scholarship. During his or her initial professional education, a teacher
can expect to reach confident answers to only a few such questions, but
provisional answers to many more; but even more important than such
answers is acquiring the habit of engaging effectively in such practical
theorizing.

It is both more difficult and more important for some practical ideas to
be examined than others. Among the most difficult and most important
are those ideas to which individual student teachers are themselves most
attached and which may have been significant in attracting them to a
teaching career. For example, student teachers frequently combine high
ideals about helping others or about sharing their love of their chosen
subjects with what can be quite naïve ideas about what they will be able
to do and about how responsive their pupils will be to them. As we have
noted, such beliefs and values may be important to student teachers in
defining their own identities, so questioning them can be a highly stress-
ful and emotional process. On one hand, therefore, the high ideals and
strong motivation that such student teachers bring to teaching are greatly
to be welcomed and should surely be carefully cherished. On the other
hand, they need to be helped to engage in demanding practical theorizing
processes to ensure that their professional commitment comes to be based
on intelligent understandings of the realities of schooling.

Other practical ideas that are equally difficult to examine, but for quite
different reasons, are those that are embedded in the practices of the
schools and teachers by whom student teachers are inducted into the pro-
fession. Here the primary problem for student teachers is a social one:
while critical examination of their school’s practices is essential for 
student teachers’ professional education, and is often not difficult for
them intellectually or emotionally, it is socially not their place as novices
to question the well-established practices of their host institution.

At first sight, the difficulties of questioning those practical ideas to
which student teachers are themselves deeply attached and those that are
embedded in the practices of schools may seem very different. In practice,
however, they are often experienced as two sides of the same problematic
coin, rather than as separate difficulties. It is the contrasts between the
way things are done in the school and how the student teacher has imag-
ined she would do them, between the ways in which teachers are obvi-
ously expected to relate to pupils and her vision of the relationships she
would foster, between the National Curriculum and Key Stage 3 strategy
and her conception of how young people can be inspired to love her 
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subject, that can be most disturbing. So the delicate social problems, the
stressful emotional problems, the inherently very complex intellectual
problems and the fundamental practical problems about what to do and
how to do it effectively can easily all get combined into overwhelming 
difficulties that are just too complex to be faced, especially on one’s own.

The basis for a way forward

What can be done to help beginning teachers as they each struggle to
come to terms with their own version of such difficulties? The answer is
certainly not simple; and, even by the end of this book, we shall not be
pretending to give a complete answer. Here, however, we can offer three
important foundations on which we believe an answer can be built.

First, we introduced the idea of ‘practical theorizing’ by pointing to the
crucial importance of integrating practical and theoretical agendas: as we
said, the ideas that student teachers can and should be obliged to evalu-
ate most critically are those same ideas that they are actively using in
developing their teaching practices. The important practical work has
always had to be done in the schools, but so long as the universities were
at the centre of teacher education, the theoretical work was almost
inevitably done there, detached from the practical world of schools. Even
the sometimes quite frequent visits of university supervisors to their 
student teachers in schools tended to be seen as an extension of the the-
oretical perspectives of the universities into schools, clearly distinguished
from the student teachers’ everyday work there. Because of its separate-
ness, the theoretical work was often very nearly useless; and for the same
reason, the complex practical work of learning to teach was largely unin-
formed by the disciplined intellectual analysis that it crucially needs. Now,
in so far as it is accepted that the main work has to be done in schools,
then it is possible to begin confronting the task of how practical theoriz-
ing in schools can effectively be supported. 

Second, we already have the beginnings of a solution to that problem.
Practical theorizing was not facilitated in schools in the past because all
the professional teacher educators were employed in and by the univer-
sities. Tutors based in universities were, and continue to be, well able to
lead student teachers in their thinking about the issues in generalized
terms, and also to help them to cope with many of the tensions and
stresses they experience as student teachers. But, having neither detailed
knowledge of school situations nor any status within schools, they have
not been in a position to deal with issues as school issues. It is in schools,
not in universities, that the most committed and idealistic of student teach-
ers often face identity crises; and it is in schools that student teachers have
needed to find ways of avoiding the social confrontations to which hon-
est questioning of established ways of doing things could easily lead. In
the past, there was nobody in schools whose task it was to recognize that
these were not just private problems for individual student teachers, but
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systemic problems. Student teachers have not generally, therefore, been
able to think through the issues that concerned them as matters of prac-
tice, because nobody else in schools seemed to be engaged in theorizing
about these things. Now in England we have thousands of dedicated pro-
fessional school-based teacher educators. It is true that they are generally
given very little time, and perhaps true that most of them do not yet see
their key role as one of ensuring that student teachers are stimulated and
enabled to engage in practical theorizing. But we do have professional
school-based teacher educators; and so for the first time there are people
who are in a position, and do have the capacity, to plan school-based pro-
grammes that take account of the real problems and needs.

Third, however, it is true that student teachers are individuals, each
attracted into teaching for their own reasons, each with their own ideals,
values and preconceptions. They are first and foremost, as we noted at the
start of this section, people; and it is their humanity and individuality that
will be their greatest assets as schoolteachers. Inevitably, therefore, the
intellectual, practical, social and emotional problems with which they
have to grapple as student teachers are different for each of them. We
have argued that they will grapple with these problems most fruitfully if
they deal with them as serious intellectual issues, which therefore must
first be articulated explicitly and examined. That is not, however, the sort
of thing that many of us do readily on our own. We need someone else to
ask us questions, to probe, to challenge and sometimes to support and to
guide. And, given the individual nature of the issues, that needs to be some-
one working with us on a one-to-one basis. We are fortunate, therefore,
that the system of school-based teacher education that has already been
established in England is one geared to such individual support. In striking
contrast to the often unavoidable mass-processing systems of higher educa-
tion, we can build on foundations already in place for a school-based
teacher education system that is in large measure individualized.

The roles of schools and of others in ITE partnerships

We have explained that our primary concern in this book is with school-
based ITE. We are not, however, suggesting that the whole task can be
done most effectively by schools; we believe that any of the routes into
teaching necessarily involves three partners – government, schools and
higher education. The function of this section, therefore, is to begin to
clarify the part that we believe should be played by schools and how that
part needs to be complemented by contributions from their partners.

The most common current patterns of ITE for graduate student 
teachers in England are 36-week courses, in which a minimum of 24
weeks for prospective secondary school teachers and 18 weeks for
prospective primary school teachers must be spent in at least two schools
(Department for Education and Skills 2002). The shorter period in 
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primary schools does not derive from any arguments about a lesser need
for school-based preparation, but rather from a recognition that even
acceptable first degrees generally provide prospective teachers with a less
satisfactory preparation in the content of the primary school curriculum
than they do for secondary school curricula; and that university or college
education departments are best placed to provide, within a period of a few
weeks, the necessary minimal supplementary preparation for this aspect
of teaching. It is evident that in these circumstances primary school
teacher educators are faced with an especially difficult task; and that more
effective preparation for primary school teaching would be possible if
courses were extended to allow 24 weeks to be spent in school-based
work, as in secondary schools. While the requirement for school experi-
ence in at least two schools is sensible enough, we are in no doubt that
effective school-based teacher education is possible only through a 
student teacher’s engagement in one school over a sustained period.
Apart, however, from these few words, we are content for our discussion
to take for granted such current organizational frameworks; our concern
is with what can most fruitfully be done within them.

The idea of partnership in ITE was vigorously debated in the 1980s, by
ourselves among others (e.g. McIntyre 1980, 1988, 1991; Benton 1990;
Booth et al. 1990). At that time, we were primarily concerned about part-
nership between schools and HEIs; and a significant concern was to assert
the importance of mutual respect and equality of esteem between the two
partners. Since then, two important things have changed. One of these is
the emergence of government, not initially as a partner but certainly as a
very active and dominant player in teacher education. Second, we now
have considerable experience of school–HEI partnerships for ITE and 
can learn both from their strengths and from their problems; and 
furthermore, both sets of partners have become sufficiently accustomed
to such partnerships for there to be less concern about equality between
them and more about who can do what best. We need, in the light of
these two changes, to think about the general terms of partnership for the
future. 

The government and teacher educators 

We have become accustomed in England to being told what to do in
teacher education by national government, whether directly or indirectly
through the Teacher Training Agency. And, although in recent years the
Teacher Training Agency has been acting more like a partner, engaging
readily in widespread consultation, we in schools and HEIs have on the
whole acquired the habit of doing what we are told to do, sometimes
grudgingly, without perhaps reflecting enough on how our own roles and
that of government or Teacher Training Agency might more clearly and
most appropriately be defined to complement each other. Assuming that
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government involvement is here to stay, we should be more active in
seeking to define the parts that we should play.

There are things that governments are entitled to do and are well
placed to do, and there are things that they cannot competently do. It is
proper that an elected government should define broad national educa-
tional priorities and that it should determine also what priorities it has for
ITE. And only government can decide how much it will spend on educa-
tion and how much of that expenditure should be devoted to ITE. Schools
and educational scholars should of course advise government about real-
ities that need to be taken into account, including what is and is not pos-
sible through ITE and under what conditions, including financial
conditions. Government also needs to identify, with the advice of profes-
sionals, the matters on which it is necessary to establish the best possible
national consensus; and it is, in addition, well placed to co-ordinate pro-
cedures for establishing such consensus. Thus, it seems to be widely rec-
ognized that establishing consensual national standards about what
beginning teachers need to be able to do competently in order to be
awarded qualified teacher status, and doing so through careful processes
of consultation (Department for Education and Skills 2002), was, at least
in principle, a constructive government initiative. There seems, on the
other hand, to be much less acceptance of the wisdom of imposing, with
much less consultation and on the basis of questionably expert opinion,
methods of teaching that student teachers must be taught to use. In our
view, and in the light of our discussion in Chapter 2 of the nature of good
practice in teaching, governments go beyond the limits of their compe-
tence when they attempt to specify how teachers should do what they
need to be able to do.

But the less we would like government to do, the more we as the other
partners in ITE have to accept responsibility for doing well ourselves. If
we wish the government to stop short at specifying the professional stan-
dards for qualified teacher status, then it becomes our responsibility, as
school–HEI partnerships, to plan well-conceived curricula through which
student teachers will be enabled to meet these standards (and others that
we ourselves believe to be important). There has, we suspect, been too
much readiness simply to place student teachers in schools with mentors
and to ask the mentors to create opportunities for the student teachers to
practise meeting, and eventually to demonstrate their ability to meet,
each of the separate standards. This list of standards is not, and could not
be, anything more than a list, an unintegrated, untheorized list. Nobody
could seriously argue that learning to meet each of the standards sepa-
rately could be equated with learning to teach. Nor is being able to meet
all the standards anything like a guarantee that anyone is well prepared
for teaching. For each and all of the standards, the competent beginning
teacher needs a repertoire of different ways of meeting them, suitable for
different circumstances, including the need to meet at the same time dif-
ferent combinations of other standards. The distinctive merits of each way
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for meeting each standard need to have been considered by the beginning
teacher in relation to various criteria of practicality, of effectiveness and of
educational values, and through drawing on various sources of informa-
tion. Furthermore, what is most important is the development of peda-
gogical ways of thinking that will enable student teachers to go on
increasing their repertoires intelligently as and when necessary. And such
practical theorizing will not be done most effectively by treating specific
means to specific ends in isolation, but will instead view these specifics as
elements of coherent overarching strategies for teaching. We as teacher
educators need to generate much better curriculum frameworks for 
student teachers’ learning than can be offered by the standards.

For example, the pedagogical implications of different ways of constru-
ing and taking account of differences among pupils in their past academic
achievements (cf. Hart et al. 2004) would need to be considered in rela-
tion to the concerns embedded in a number of standards. There is not a
lot wrong with these standards, but to be useful in ITE they need to be
integrated into a coherently planned curriculum for practical theorizing as
well as for the development of teaching practices and skills. Furthermore,
as is obvious to anyone experienced in working with beginning teachers,
it is not sufficient just to consider, practise and master each element, then
to tick it off the list. All the many important facets of teaching need to be
considered from different perspectives, using different approaches, and in
increasing depth, within spiral curricula. And all this has to be planned to
allow the flexibility that, as we have noted, is needed to take account of
the individuality of each student teacher.

The task of constructing a coherent and well-conceived curriculum for
ITE that takes adequate account of such specifications of standards as
those for qualified teacher status currently in operation in England is thus
a formidable one; and it is a task that only professional teacher educators,
in schools and in universities, are equipped to undertake. One very
important consideration in constructing such curricula has to be about
what mutually complementary roles schools and universities are best
equipped to play.

The roles of schools and of universities 

The effectiveness of school–university partnerships for ITE depends on a
carefully considered, realistic, shared understanding about how the con-
tributions of the two partners can best complement each other. In consid-
ering what that division of labour might most fruitfully be, we can best
start by reminding ourselves of two very obvious asymmetries of which
account should be taken in the positions of the two.

First, there is a severe asymmetry in the extent to which the two types
of institution were designed for educating adults. Higher education insti-
tutions are built, staffed and resourced with the specific purpose that they
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should be cost-effective for the education of adults, including at least part
of their professional education. Schools, in contrast, generally seem to
have been designed with no thought as to their suitability for the contin-
uing professional education of the adults who work in them. Schools 
and the teaching profession are changing. More and more schools, for
example, are enthusiastically embracing mentoring and coaching at all
levels of the workforce, and engagement in continuing professional
development is becoming accepted by teachers and support staff as both
an entitlement and an obligation. It remains the case, however, that in
many schools adults who are focusing their energies on their own profes-
sional education, rather than ‘getting on with the work’ of the school,
generally seem to be going against the grain. For example, the organiza-
tion of time and of space, the facilities that are and are not available, and
the social climate of schools all tend to make such adults feel out of step.
Recognition of these obvious differences was probably an important fac-
tor underlying the location of most ITE in HEIs throughout most of the
twentieth century, in England as elsewhere.

Whereas that first asymmetry is a consequence of what are presumably
largely alterable assumptions in the design and running of schools, the
second asymmetry seems inescapable, and yet has not in our view 
been given the importance that it merits. It is this: whereas what student
teachers learn from and for the practice of teaching in schools cannot but
be a relevant part of their professional education, the relevance to their
professional lives of anything that they learn in HEIs is far from certain.
The significance of any seminar or workshop that they engage in at uni-
versity, of any book from the university library that they read, or of any
essay that they write for a university tutor is dependent on its significance
to them for their practice in schools. Practice is the only touchstone against
which relevance in initial profession education can be assessed, and prac-
tice happens only in schools. However well founded the ideas learned in
a higher education context, however profound, and however potentially
helpful they are, they are useless unless their usefulness for practice in
schools, now or in the future, is established in the minds and in the 
practice of the student teachers. The failure of those of us in higher edu-
cation to recognize this simple truth has led to much of the excellent
thinking that we have shared with our students over the last century
being wasted.

What are the implications of these two asymmetries for how schools
and HEIs can best complement each others’ efforts? On the one hand, it
seems that it will be in schools that many crucial things can be done most
effectively, because that is where the practice of teaching is. That, broadly,
is the premise on which this book is based. Most fundamentally, whatever
student teachers need to learn to do as teachers in schools for their future
careers, it is in schools that they need to learn to do these things. That
means not only that it is in schools that teaching as a complex, highly
skilled activity needs to be modelled and practised; it also means that it is
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in schools that they most need to engage in the complementary and
equally important activity of practical theorizing. 

So is there any need for HEI involvement, and if so, why? The most
fundamental reason for the involvement of universities, it is widely sug-
gested, is that the access they can provide to bodies of theoretical and
research-based knowledge, and even more their traditions of independ-
ent, questioning, critical inquiry, are central to the development of 
student teachers’ thinking. Wilkin, for example, writes of ‘the critical tra-
dition of the universities’ (1999: 2) and the importance of that tradition
for ITE because it is ‘essential for the student teacher to acquire the habit
of critical thinking’ (1999: 5). She also quotes Darling-Hammond (1999:
24–5), who suggests that it is the spirit of inquiry which characterizes 
a university education, and the knowledge and understanding that 
flow from this, that ‘render the teacher’s practice more intelligent, more
flexible … Seeing more relations, he [sic] sees more possibilities, more
opportunities’.

We concur that it is the distinctive relevant kinds of knowledge that
universities can offer and their traditions of critical questioning that are
the most important reasons for their involvement in ITE. But we have to
be very cautious here. For one thing, university-based teacher educators
have not shown themselves to be at all expert at those important kinds of
thinking concerned with questioning the practicality of apparently good
theoretical ideas. Second, as we have emphasized, the twentieth century
should have taught us the inadequacy of valuing academic knowledge
and thinking when it is offered separately from practical learning in
school. Far from it being enough to teach student teachers such knowl-
edge and such critical questioning in universities, the need is to find ways
of teaching them to engage in informed and disciplined practical theoriz-
ing as a part of their everyday practical learning in schools. That, quite
evidently, is not something that university-based teacher educators can
do on their own.

It can, however, be argued that school-based teacher educators also
cannot do it on their own: 

Because of the nature of their work and the institutional context in
which they are based, professional teacher educators (in universities
and colleges) are able to support this sort of learning in a way that
is impossible for teachers or even whole schools acting alone. Good
teachers do reflect on their own experience and that is a vital part of
professional learning and development. But, given that they work in
schools, few teachers can have access to the range of other forms of
knowledge that good (HEI-based) teacher educators can bring to
bear … if they are to learn and to move forward, teachers and
schools therefore need to work in partnerships ... with those in uni-
versities and colleges, who have ready access to a wide range of
other forms of knowledge.

(Furlong 2000: 14–15)
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The most important reason, then, for school–university partnership is
that high-quality support and guidance in practical reasoning depends on
both school-based and university-based teacher educators. But, as the
need for both groups implies, there are two very different roles to be
filled. School-based teacher educators are needed alongside student
teachers in schools not only because of the importance of their own
school-situated professional expertise but also because it is in schools that
they need to help student teachers to learn to engage in disciplined every-
day practical theorizing, and more generally because it is on a school-
based curriculum that the student teachers’ professional learning directly
depends. The core ITE curriculum has to be a school-based curriculum.
University-based teacher educators, in contrast, are needed because they
have a vital service role to play in feeding into and supporting the core
school-based curriculum. They need to help both the student teachers
and the school-based teacher educators to draw on research-based and
other academic kinds of knowledge, and to support them in asking criti-
cal questions, so that the school-based learning can draw strongly on uni-
versity traditions of independent and disciplined thought.

What, then, in more concrete terms is this service role that HEIs should
play? We need to take account of not only the central argument about
universities’ traditions of critical scholarship and inquiry but also the asym-
metry that we noted between, on the one hand, universities as purpose-
built centres for adult education and, on the other hand, schools as not
generally at all geared to adult learning. Therefore, whatever can equally
well be done in either place should be done in HEIs, because it is they that
are set up for such adult education enterprises. Most obviously, as seems
already to be widely recognized, ITE programmes can most easily be man-
aged by HEIs; and it is also in HEIs that subject knowledge can most sen-
sibly be taught. Second, for similar reasons, universities frequently hold
relevant scarce resources, such as their libraries and scholars with special-
ist expertise, and appropriate advantage should be taken of these
resources. For example, HEIs should act as flexible resource centres to
support student teachers and school-based teacher educators in their pur-
suit of their school-based practical theorizing work. 

The third and most fundamental role for HEI-based teacher educators
is to contribute whatever can effectively be dealt with at a general or
abstract level and does not depend on engaging with particular school stu-
dents, circumstances and activities. One very important element of this
should be a meta-role, helping student teachers to understand the nature
of teaching and teaching expertise in general and also the processes
through which teaching expertise is developed. This should include in
particular the nature of the agreed practical theorizing agenda and its
importance in developing their own expertise, and the central role that
they as student teachers have to accept in their own development within
the course. Equally important is the need to enable student teachers to
understand in conceptual terms the theoretical and research-based
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knowledge that will have to be the focus of much attention in the core
school-based curriculum.

A partnership can be effective, however, only when its enterprise is a
joint one; and even more important than the partners’ shared under-
standing of their different contributions is their shared understanding of
the joint enterprise itself. One of the most important roles of both schools
and HEIs in ITE partnerships is therefore jointly developing appropriate
and realistic plans for a shared curriculum, a curriculum that they com-
mit themselves to pursuing in a co-ordinated way in both types of location.
This needs to be a very well-planned curriculum, with at its core the school-
based curriculum, but with a very carefully co-ordinated university-based
curriculum designed to support that core curriculum. Themes about
which all student teachers need to learn should be agreed. A set of core
practical ideas in relation to each of these themes should include, first,
what are generally regarded as good practices in the partnership schools;
second, all alternative ideas reflecting, as suggested by experience, com-
mon preconceptions of student teachers; and third, any alternative ideas
for good practice favoured by the university-based teacher educators and
viewed as worthy of serious consideration by most of the school-based
teacher educators. It is especially crucial that this third set of ideas, stem-
ming from academic sources, should be chosen through an active consen-
sus, especially of school-based teacher educators, since a basic principle
has to be that the university-based support curriculum should introduce
only ideas that are going to be actively pursued in the school-based core
curriculum.

The curriculum planning should also involve reaching agreement on a
core set of questions to be pursued, appropriately and flexibly, in practi-
cal theorizing about all suggested ‘good ideas’. Among these questions,
some should identify practical issues to which it would be wise for student
teachers always to attend, about for example the availability of, or the
practicability of preparing, necessary resources; the time required to 
pursue a suggested practice effectively; the arrangements of space and of
furniture necessary to optimize the intended learning processes, and the
practicability of making such arrangements. Other questions might con-
cern assumptions that suggested practices make about school students’
thinking, attitudes, skills and interests and the understanding that they
will need in order to succeed. Diverse other kinds of questions might be
concerned with, for example, the clarity of the suggested ideas, the pur-
poses for which they are proposed to be appropriate, the grounds for
believing that they will be effective for these purposes, the circumstances
in which they are likely to be appropriate and effective, the educational
values implicit in the practices and the teaching skills necessary for their
effective use.

Such joint curriculum planning seems essential both at whole-school
level and also for each subject curriculum area in secondary partnerships
and for each phase level in primary partnerships. It should provide the
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core agenda for practical theorizing and skills development, to be pursued
in school by each student teacher, working with the support of the appro-
priate school-based teacher educator. That agenda would of course be
developed and pursued in a unique way in each case, taking account of
the aspirations, concerns, values and preconceptions of the student
teacher, the realities and practices of the school and department, the
opportunities and difficulties experienced by the student teacher in prac-
tice, and the questions, judgements and concerns of the school-based
teacher educator.

This whole-school-based curriculum should be concerned with provid-
ing optimal activities for the modelling, practice and feedback of good
ideas for skilful teaching and for the complementary activity of practical
theorizing about these ideas. The choice and use of these activities and
ideas should be directed towards attainment of the goal that student
teachers should become competent beginning teachers and also of the
goal that they should acquire the understandings, skills and habits to go
on developing their expertise critically as practising teachers. But it is
important to note that the achievement especially of that second goal will
depend not only on the ideas and activities of the planned curriculum but
also on the climate within which these are pursued. Unless the school-
based teacher educators and other teachers with whom student teachers
work themselves reflect a self-critical concern to develop their own teach-
ing, it cannot be confidently expected that the student teachers will be
inducted into such a conception of professionalism in teaching. 

It may be noted that, having suggested earlier that schools have not
traditionally been at all well geared to fostering the learning of the adults
who work there, we are now suggesting that schools’ effectiveness as ITE
institutions does depend on their developing a general climate character-
ized by active and evident professional learning. 

This issue of the school context in which student teachers are learning
becomes even more important in relation to the third priority goal that
we suggested for ITE, that of student teachers learning to respond con-
structively but critically to innovative ideas. Such learning depends on
experiencing and dealing with the serious tensions that innovations
always bring with them, between the uncertain rewards that new ideas
might bring and the certain costs of abandoning well-learned practices in
which much has been invested and of having to learn new ways. Since
student teachers’ own practices tend to be still far from stable and well
learned, their learning about such tensions must in large measure be
vicarious. A very important condition for the effective pursuit of this goal
is therefore that the host school or department would need to have com-
mitted itself to exploring the merits of such innovations for its own improve-
ment. Schools committed to their own improvement can indeed benefit
greatly from their engagement in this aspect of ITE, both through having
student teachers and through their partnerships with universities. We
would envisage that a partnership planning group might agree on a menu
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of innovations that seemed attractive to the schools or departments
involved. The HEI could appropriately take on the roles of advocate and
facilitator for each of these innovations, with the task of leading both
teachers and student teachers in thinking about the benefits to be looked
for and about necessary conditions and changes for the realization of
these benefits. The student teachers in each school or department could
appropriately be the main action researchers, with responsibilities both
for implementing the innovation on a small scale and for investigating its
advantages and its problems. Such action research projects should offer
excellent professional education for student teachers in relation to the
processes and problems of innovation. But the value and indeed the prac-
ticality of such projects would depend crucially on the schools or depart-
ments having the active level of interest in them that would come only
from seeing them as potentially contributing to their own improvement.

Towards a school-based approach to ITE

We have in this chapter outlined some elements of the kind of predomi-
nantly school-based approach to ITE that we believe will best prepare
teachers for twenty-first-century schools. It is an approach that builds on
the developments of recent years, during which thousands of school-
based teacher educators in England have taken on major ITE responsibil-
ities and have thoughtfully developed a high level of competence and
considerable confidence in that role. It is, however, an approach that will
depend on these teacher educators and their partners in universities tak-
ing on the task, deliberately neglected in the early 1990s by the then gov-
ernment, of fundamentally rethinking the ITE curriculum and how it can
most effectively be pursued. It therefore both builds upon the strengths,
and takes account of the weaknesses, of current ITE practice in England.

At the core of the proposed approach is our analysis of the nature of
classroom teaching expertise, outlined in Chapter 2, which concludes that
it is primarily from the craft of classroom teaching, embedded in the prac-
tice of experienced classroom teachers, that both student teachers and
also we as analysts can derive our best understanding of such expertise.
Our analysis puts emphasis on the sophisticated, contextualized decision-
making in which classroom teachers have to engage, taking account of
multiple and complex considerations, and necessarily doing so to a con-
siderable extent in a tacit and intuitive way. But it also emphasizes that
any claims that particular cases of such practice represent good practice
must be based on searching, critical analysis, drawing on, among other
things, the fullest learning possible from diverse traditions of classroom
research.

Accordingly, in this chapter we have focused primarily on the kinds of
learning necessary for the development of such expertise. Our concern
has been to identify in general terms the kinds of learning activity that
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can most purposefully and effectively be directed to the fostering of such
development and towards the three goals that we identified: a high level
of competence as beginning teachers; ability to continue learning with
experience; and ability to respond constructively and critically to innova-
tions. We have considered the advantages of work-based learning in 
general, and those of school-based learning more specifically. While
acknowledging the advantages of incidental learning, we have concluded
that effective learning for teaching will need to be quite highly structured.
More precisely, we have emphasized the need to combine a firm mainte-
nance of a normal realistic work context with provision of the necessary
structures to give student teachers effective access to that reality and espe-
cially access to the expertise used in practice by experienced teachers. For
example, appropriate assessment structures are valuable in order to disci-
pline and give shape to the learning, but they should not – as we fear they
all too often do at present – distort the realities with which the learning
should be concerned.

In this chapter, we have discussed in rather abstract terms the kinds of
learning activities that are necessary to enable student teachers to develop
the expertise that they need. On that basis, we can with confidence assert
some general guiding ideas:

1 The idea of ‘school experience’ or ‘school placement’ in ITE should be
replaced by that of a coherently planned, structured and comprehen-
sive school-based curriculum which should form the core of the 
whole ITE curriculum, closely integrated with a supporting HEI-based
curriculum.

2 The curriculum should be directed towards student teachers’ acquisi-
tion of the distinctive kind of expertise required for skilled and self-
critical classroom teaching and also towards the ability to develop that
expertise critically from experience and the ability to respond construc-
tively and critically to proposed innovations.

3 The school-based curriculum should be planned to take account of the
distinctive opportunities offered by school contexts for professional
learning:
• It should place a very high value on the professional craft knowledge

of experienced teachers.
• It should be structured as much as is necessary to maximize learners’

cognitive access to the realities of schooling, including especially
teachers’ craft knowledge, but not in ways that distort those realities.

• It should provide time and appropriate opportunities for diverse
kinds of learning, including incidental learning, implicit learning and
deliberative learning.

• It should give particular attention to the modelling, practice and
feedback processes necessary for developing skilled teaching and to
the practical theorizing processes necessary for critically evaluating
ideas for practice.
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4 It should enable learners to deal effectively with the considerable emo-
tional, cognitive, practical and social difficulties involved in finding and
critically examining good ideas for practice and developing the skilled
use of these practices.

5 It should treat student teachers as key players in their own professional
education, with their own values, beliefs and agendas being accepted
as highly significant for shaping the content and activities of the 
curriculum. 

6 Theorizing and practical learning need to be closely integrated as prac-
tical theorizing in schools, with each student teacher being challenged
and supported on an individual basis by school-based teacher educators.

7 While ITE curricula must be planned in the light of the current reali-
ties of school life and organization, it is also the case that their effec-
tiveness will depend on the general school climate being evidently
supportive of ongoing professional learning. 

Very little is known, however, about what such coherent and compre-
hensive school-based curricula would look like in practice, far less how
we can best move towards them from the basic school-based activities in
which student teachers are commonly asked to engage at present. We
need, therefore, to explore both questions about the content and struc-
ture of such curricula and also questions about what may be involved in
the development of such curricula. Some of the questions which seem to
arise from our reflections in this chapter are the following:

• How can student teachers effectively gain access to experienced teachers’
professional craft knowledge? How is this possible given the tacit and
intuitive nature of teachers’ craft knowledge? How can the problem of
teachers taking their own expertise for granted be overcome? How can
the need for student teachers to think critically about all practices of
teaching be made compatible with the need for them to be respectful
to experienced teachers? What factors facilitate or constrain such desir-
able processes?

• How can effective account be taken of student teachers’ ideas in a
school-based curriculum? How is it possible to respond positively and
constructively to student teachers’ agendas? How is it possible to pre-
vent student teachers’ preconceptions from interfering with necessary
learning? How can curricula take account of the wide diversity in stu-
dent teachers’ values and preconceptions? How can the curriculum
take account of student teachers’ cognitive and affective development
without making false assumptions about common patterns in their
development? What factors facilitate or constrain such desirable
processes?

• How can a structured curriculum for student teachers be made com-
patible with the realities of schooling, when these realities are both the
context and the content for learning? How can the quality of model-
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ling, practice and feedback for student teachers be optimized in ways
that support and do not distort the normal work of schools? How can
a systematic curriculum for practical theorizing about agreed themes
and ideas be effectively fitted into the ordinary work of schools? How
can the curriculum be structured to help beginning teachers cope with
the emotional, social, intellectual and practical difficulties of learning to
teach through practical theorizing? How can universities most usefully
support such desirable processes? What factors facilitate or constrain
such desirable processes? 

• What kinds of processes of curriculum development seem to be neces-
sary in order to establish acceptable, viable and effective ITE curricula
in schools? 

In Part B of this book, we give an account of an experimental initiative
undertaken in order to develop one possible element of a school-based
ITE curriculum. Our aim is to use that experimental initiative to test out
some of the ideas we have outlined, and especially to begin to answer
some of the above questions. We shall also expect, of course, to discover
new guiding ideas, new problems and new questions.
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Part B

Tapping into Teachers’
Professional Craft Knowledge
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4 An experiment in the 
modelling of teachers’
professional craft
knowledge

In Chapter 3, we pointed to the need to develop, to test and to learn to
use new methods for school-based teacher education. We argued that a
largely school-based approach offered exciting new opportunities for ITE,
opportunities which have as yet remained largely unexplored. But, while
we were able to articulate in generalized and abstract terms the consider-
able potential advantages of a planned school-based ITE curriculum, we
had to admit that we knew very little about what such a curriculum
might look like in concrete terms. Furthermore, we knew equally little
about what might be involved in practice in the planning of such a cur-
riculum. We suggested therefore that there was a need for experimental
projects to explore these issues.

Accordingly, this chapter and the next are devoted to an account of
such an experimental project. The project is concerned with a new
method for school-based ITE, one aimed at enabling student teachers to
tap into experienced teachers’ professional craft knowledge. This project
was carried out within the framework of the secondary Postgraduate
Certificate of Education (PGCE) course at Oxford University, more com-
monly known as the Oxford Internship Scheme.

We need to be careful not to exaggerate, but also not to underestimate,
the importance of the method with which the project is concerned. It was,
from the beginning, viewed as only one small experimental part of the
whole programme, although a very significant part. Its significance stems
from the fact that student teachers do not generally seem to gain access
to very much of experienced teachers’ professional craft knowledge. This
enormous potentially available and highly relevant knowledge resource
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was not effectively tapped during the twentieth century simply because it
was not sufficiently valued. It is more highly valued now, but lack of care-
ful thought about school-based ITE has meant that it is still far from ade-
quately accessed. Traditional school-based ITE methods do not provide
such access. Observation of experienced teachers has been common but,
for the various reasons discussed in Chapter 3, it has not been used effec-
tively for this purpose. Novices do not know what there is to be learned,
nor how they can learn it; experienced teachers take their tacit, intuitive
expertise for granted and are not therefore motivated to reveal and
explain it; and schools are busy workplaces, in which time is not generally
scheduled for such professional learning. In so far as, in recent years, time
has been scheduled for student teachers to learn from their mentors, the
focus has very largely been on the student teachers’ teaching, and therefore
on what mentors see as directly and immediately relevant to that. So the
method explored in this project is significant because it is one possible
method for redressing this major previous failure to find ways for student
teachers to gain access to, and so to learn from, the professional craft
knowledge of experienced teachers. It was for that reason that the 
project was undertaken.

In the context of this book, however, the project that we are about to
report has an additional significance: it exemplifies both the new methods
that are needed for school-based ITE and the kinds of investigation of
these methods that are needed. Furthermore, it exemplifies in its findings
the kinds of opportunities and problems of which curriculum planning for
school-based ITE will have to take account. There are three main reasons
for its appropriateness for exemplifying these things. First, as we have
noted, it is concerned with what should be one of the core purposes of
school-based ITE, the sharing of experienced teachers’ expertise with
novices. Second, it involved, as all new such methods will, facing up to
the tensions between wanting student teachers to learn about schools as
they are but needing to plan systematically so that they could gain access
to the complex knowledge available. Third, it took as its starting point, as
we believe all such new methods should, the best research-based theoret-
ical understandings of which we were aware both about what we wanted
the student teachers to learn and about how this learning might be facil-
itated.

This part of the book, reporting this specific project, consists of two
chapters. This chapter explains first what we were trying to do, how we
set about it, and what we learned from our first two years of exploratory
studies, especially about necessary conditions for the proposed ITE proce-
dure to be feasible. It then goes on to report our testing in the third year
of the investigation of the core hypotheses by which our action research
was driven, using our most fully developed version of the procedure.
Could we persuade and enable the student teachers to do what we
believed they needed to do? And would such actions on their part lead to
their getting access to teachers’ professional craft knowledge? Then, in
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Chapter 5, we report on our evidence, from interviews in that third year,
of the reflections of the teachers and the student teachers on their expe-
rience of the method in use and of its advantages and limitations. 

The initial rationale

Given our commitment to helping student teachers to gain access to the
rich and expert professional craft knowledge of experienced teachers with
whom they were working in schools, how were we going to try to do
that? Our starting point was some research on teachers’ professional craft
knowledge in which one of us had been involved, research reported in
Brown and McIntyre (1993).

Brown and McIntyre’s study is important in two respects. First, it offers
an empirically grounded model of the nature of the knowledge that
teachers use in their everyday classroom practice. Second, and of equal
importance, their study suggests that it is possible to gain access to teach-
ers’ professional craft knowledge. This led to the question that was fun-
damental in shaping the research and development project in Oxford: if
researchers can gain access to and describe teachers’ professional craft
knowledge, is it not possible to learn from their approach in order to give
guidance to student teachers? The question facing us then was: in order
to access the knowledge embedded in the practice of the teachers with
whom they work in schools, could student teachers use the same general
approach as had been successfully used by Brown and McIntyre? 

They summarize that approach as:

• emphasizing what was good about the teaching, in the eyes of the
teachers and pupils;

• focusing on specific classroom events which occurred when both
teacher and researcher were present;

• determinedly avoiding the imposition of any researcher preconcep-
tions about good teaching or about how to make sense of teaching;

• helping teachers to remember what was involved in doing the things
they did well, the most important element in this being to interview
the teachers very soon after the observed lessons (1993: 48).

It could not be assumed that by employing such an approach student
teachers would be equally successful in tapping into that knowledge
which is not generally made explicit and which teachers are not necessar-
ily always conscious of using. The summary above does not do justice to
the detailed preparation, extensive preliminary negotiations with schools,
teachers and pupils, and the high level of interviewing expertise that
characterized Brown and McIntyre’s research approach. Moreover, even
if the student teachers were able – and indeed willing – to adopt key fea-
tures of the approach, there was no guarantee that experienced teachers
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would respond at all in the same way to trainees as they had done to
respected academics. 

At a broad level, the concern of this project was then with the possibil-
ities and the implications of student teachers gaining access to the profes-
sional craft knowledge of experienced practitioners, and more specifically
with exploring the possibilities of building on the work of Brown and
McIntyre for that purpose. The questions to be investigated were about
the procedures for gaining access to teachers’ craft knowledge as an inte-
gral part of an ITE programme.

A number of studies were conducted over a three-year period in order
to collect evidence, and thereby acquire understandings which in turn led
to successive developments in the procedures to be used, and in the
choice of contexts within which they were used. This series of studies can
be seen, therefore, as following a classical action research pattern. 

The research carried out in the third year represented the culmination
of the three-year programme, with procedures and contexts for their use
having been chosen and shaped in the light of considerable evidence and
experience acquired over the first two years of the project. Our first task
therefore is to explain what was learned from these first two years.

Getting started

Our interest in whether teachers could articulate their professional craft
knowledge to student teachers within the constraints of everyday life in
school found expression in the following question:

• Given how busy the practising teacher normally is, how can student
teachers get access to practitioners’ professional craft knowledge?

In addition to this central question were the following three subsidiary
questions:

• What are the environmental and organizational conditions that
encourage articulation of professional craft knowledge?

• How is it possible to get teachers to talk about their teaching in a non-
defensive way that genuinely reflects the ways in which they do
things?

• Are there particular problems and/or possibilities associated with
teachers articulating their professional craft knowledge to student
teachers?

While the research depended very heavily on the work of Brown and
McIntyre (1993), it was a project of a very different kind to the one 
they had carried out. The main concern of this study was with student
teachers and their professional learning. We were interested in the inter-
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actions between experienced teachers and student teachers, not those
between teachers and their pupils.

Before embarking on any preliminary trials or pilot studies, we set
about sensitizing ourselves to issues revolving around student teachers
learning from the teaching of experienced teachers. To this end we inter-
viewed two teachers who were generally acknowledged to be good prac-
titioners and effective mentors. The focus of these lengthy but informal
interviews was on how the teachers worked with student teachers, their
suggestions for improving the ways in which teachers and student teachers
worked together, and their views on our thinking about how to enable
student teachers to access teachers’ professional craft knowledge. In addi-
tion, in the context of the student teachers’ programme of general profes-
sional studies, a session on observation was set up in which four groups
of them were asked to write about the most interesting things they had
learned from observation and the advice they would give other student
teachers to enable them to get the most from observation. 

The interviews and the written responses of the student teachers
served to reinforce the view that if student teachers were to access 
teachers’ craft knowledge they would need considerable help. That such
help would be valuable and necessary seemed clear on a number of
grounds:

1 There was a widespread view apparent among student teachers and
their mentors that observation of the latter by the former, while of
some value in the first few weeks of the PGCE year, was of limited
value overall and was therefore rarely undertaken in the middle and
later stages of the year.

2 Available evidence suggested that, even when observation was under-
taken, little time if any was given to teachers’ explanations of what
they had been doing and why; teachers seemed widely to believe that
what happened in their lessons was ‘obvious’ and generally not very
interesting.

3 From Brown and McIntyre’s study it was apparent, from the pleasure
shown by teachers who had been helped to talk about the knowledge
and expertise they had used in observed lessons, that despite their
experience in supervising student teachers, the articulation of such
knowledge was a new experience for them.

4 The complexity, sensitivity and incisiveness of teachers’ accounts of
their use of knowledge in specific observed situations contrasted with
a tendency towards simplicity and overgeneralization in their decon-
textualized talk about teaching.
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Designing the study: preliminary trials

It was one thing to know that student teachers would need help if they
were to tap into teachers’ professional craft knowledge, but it was quite
another to know what form that help might take. In order to work that
out, we carried out a series of preliminary trials.

Before involving any of the student teachers in the trials, we needed to
know more about how to facilitate teachers’ readiness and ability to
reveal their professional craft knowledge in a way that took account of
time constraints in a ‘normal’ school week and was not dependent on a
video or audio recording of the lesson. In a school where one of us had at
one time been professional tutor, three teachers were observed, each on
four occasions, and within 24 hours of each lesson were interviewed
about the observed teaching. Following the main principles of the strat-
egy used by Brown and McIntyre (1993) in helping teachers talk about
how they made sense of their teaching, the emphasis in the interview was
on what was good about the teaching, as seen by the teacher, and the
focus was on specific events of the observed lesson.

As in the studies carried out by Brown and McIntyre, teachers’ talk of
particular classroom situations and actions revealed a richness of knowl-
edge use which went well beyond what the observer had surmised from
observation, and which pleased and excited the teachers themselves. These
early attempts held out the promise, then, of gaining access to teachers’
craft knowledge through the relatively simple procedure adopted. However,
a question to be considered was whether the teachers would talk in this
way when they were being interviewed by student teachers. The readiness
of teachers to reveal their thinking seemed in this case to flow from their
sense of security with a trusted ex-colleague and from their knowledge that
the interviewer would understand and sympathize with what they had
been doing. The trials had also indicated that access to teachers’ craft
knowledge would depend on skilful, disciplined and thoughtful behaviour
on the part of the observer/interviewer: from our own experience we were
acutely aware of the temptation to ask generalized questions such as ‘Is this
a feature of your teaching?’, and of the difficulty for the interviewer in
refraining from offering one’s own preconceptions about how to make
sense of teaching. If these were problems for us, it was anticipated that they
might also be problems for the student teachers.

This indeed proved to be the case when the same three teachers were
each observed and interviewed by the two student teachers attached to
them. From the audio recordings of the discussion following observation,
it became clear that the student teachers’ questions – most of which did
not conform to the guidelines they had been given – had not enabled the
teachers to talk about the observed teaching and the thinking underlying
that teaching as they had done with their ex-colleague or in a way that
was helpful to beginning teachers. There was, however, a great deal to be
learned from this failed first attempt, not least about the student teachers’

82 Learning teaching from teachers

BL2339-05-chapter 04  11/7/06  20:12  Page 82



concerns and preconceptions. It was now possible to draw up revised
guidelines – partly through the use of telling examples – that were more
relevant to the distinctive position and problems of the student teachers.
Among the points which emerged and the consequent actions taken were
the following.

Types of conversation. The student teachers were eager to acquire generally
helpful information and ideas – for example, about the differences among
pupils, about the qualities that a good teacher needs, about how to moti-
vate pupils, or about how to make lessons interesting. They therefore
tended to seek the kinds of conversations in which they could learn such
things and in which the talk was not tied to specific contexts. The indica-
tion was that they did not recognize that the kind of conversation they
could most usefully have about a teacher’s teaching following observation
of that teaching would be different from the other kinds of conversations
that as student teachers they were likely to have with experienced prac-
titioners. To value this kind of conversation does not imply any devaluing
of the other kinds of conversations, but it does imply a recognition of its
distinctiveness and of the necessity of it not getting mixed up with the
other kinds. This was one of the more important insights gained, and
arguably the most difficult one to act on, because it suggested that success
was dependent on student teachers understanding the differences among
types of conversation, and also valuing teachers’ professional craft knowl-
edge to the extent that they would be prepared to restrict themselves on
given occasions to the appropriate context-bound kind of conversation.

Revised guidelines included commentary on the notion of different
kinds of conversations with experienced teachers. In addition, in discus-
sion with both the student teachers and the teachers, it was pointed out
that as the post-observation conversation would be much more useful if
confined to this distinctive context-bound kind of talk, it might well be
more formal in tone than other kinds of conversations.

It was also recognized that any future plans should take account of the
need for more time to be given to helping the student teachers to gain a
fuller understanding of, and to place greater value on, the idea of profes-
sional craft knowledge.

Sticking to specifics. The student teachers had found it very difficult to relate
all of their questions to the particular observed lesson. 

To address this, the general rule was formulated that all the questions
asked of teachers should be in the simple past tense. Second, examples
were given of the kinds of questions to be avoided, such as ‘Do you think
lots of gestures are important for teachers?’ or ‘Do you always arrange
pupils in groups like that?’. It was also pointed out that, in answer to a
question about a specific event in the observed lesson, the teacher might
very revealingly move away from the starting point in the lesson under
discussion by talking about how they might have acted differently had the
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topic, or time of day, or phase of the lesson, or the pupils involved, been
different; but that such talk, in response to a specific question, was very
different from the talk that would be prompted by the question being
posed in general terms.

Student teachers’ own agendas. The student teachers found it difficult to
accept that experienced teachers might formulate and think about issues
in ways quite different from their own. Such was their concern with the
issues as they saw them that they had great difficulty in avoiding closed
either/or kinds of questions, and in asking instead the open kinds of ques-
tions to which teachers can more easily respond. A pervasive concern of the
student teachers in this trial was with planning as opposed to spontaneity.
Questions such as ‘Did you decide to do that on the spur of the moment?’
and ‘Is that what you planned to do?’ were frequent, and the teachers gen-
erally seemed to find such questions confusing and unproductive.

Since access to craft knowledge seemed clearly to depend on the avoid-
ance of closed questions of this kind, attempts were made to explain more
fully to the student teachers why this was so, and relevant examples of
open and closed questions were added to the guidelines. 

Teachers’ defensiveness. It was not difficult for the teachers, who had been
working amicably with their student teachers for several months, to be
put on the defensive by the substance and tone of the student teachers’
questions. The student teachers, themselves very sensitive to criticism of
their teaching, seemed to have little understanding of the vulnerability to
such criticism of their supervising teachers. Not only did they ask teach-
ers to justify their teaching, but also their general demeanour and way of
asking questions meant that even innocent questions seeking explana-
tions could be experienced as demands for justification. In these situa-
tions, teachers could quickly become prickly, and switch from revealing
the thinking behind their practice to standing on the dignity of their sta-
tus and experience. 

It was evident that earlier attempts to explain the importance of the
part played by student teachers in helping teachers to talk about their
observed teaching had failed. This time the discussion about the impor-
tance of their contribution to the exercise focused on extracts from the
audiotapes of their conversations with the teachers. In addition, the diffi-
culty for teachers in unpicking the practices that are normally taken for
granted, and the ease with which they could feel threatened, were under-
lined. More specifically, an additional rule was added to the guidelines: a
favourite question of the student teachers – ‘Why didn’t you … ?’ – was
banned.

As part of the attempt to overcome this problem of teacher defensive-
ness, the teachers themselves were reminded of the great value that the
University placed on their professional craft knowledge, and they were
urged not to undervalue it themselves. Finally, it was suggested to them
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that it was not unusual for student teachers to give the appearance of
being critical when in fact they were simply eager to understand.

The complexity of teaching. As in Brown and McIntyre’s study, it had been
noted that teachers’ initial response to questions about what they had
done in the observed lesson tended to be brief, but that with patient prob-
ing they had a great deal more to say. In their conversations with the stu-
dent teachers, however, this initial reticence was not so easily overcome.
The student teachers tended either to join in with suggestions of their
own about the teaching or to accept the first response as representing the
totality of the teachers’ use of their craft knowledge. 

Efforts were made, therefore, to persuade them to pursue most issues
further, and not be shy of probing for explanations or more extensive
responses. ‘Could you tell me what made you decide to do that?’ and
‘Could you say a little more about that?’ were offered as examples of
questions that could be helpful in getting the teachers to elaborate on 
initial responses.

The revised and extended guidelines were then tried out with 12 student
teachers, some of whom worked with teachers who had been involved in
earlier trials, while others observed and interviewed teachers who had no
previous experience of the procedure.

Although results were mixed and, with small numbers involved, the
effects of different factors could not be disentangled, the revised guide-
lines certainly seemed to have offered effective guidance. Several of the
student teachers had learned to use the procedure skilfully and produc-
tively, making it relatively easy for teachers to share their craft knowledge
with them. It was also noted that some of the teachers, having become
fully convinced of the value of the enterprise, became less dependent on
the student teachers’ questions. For example, they would convert closed
questions into open ones which they could more usefully answer, suggest
questions which they thought might be asked, or ignore the aggressive-
ness which might have seemed implicit in a question. 

The one entirely unproductive follow-up conversation suggested that,
even with clear guidelines, the attitude of the student teacher when inter-
viewing the teacher was of crucial importance: a judgemental stance
could undermine the possibility of teachers being able to articulate their
craft knowledge. In this particular case the student teacher made it clear
that he had no interest in knowing how the teacher went about maintain-
ing the kind of working classroom atmosphere she saw as desirable, as he
did not ‘approve’ of it. 

At a theoretical level, these preliminary trials had highlighted the fun-
damental difficulty of the task of enabling student teachers to gain access
to the craft knowledge of experienced practitioners. Why was it so diffi-
cult? There appeared to be three reasons:
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• It is not only easier for student teachers and teachers to concern them-
selves with more generalized kinds of knowledge about teaching, it can
also superficially seem more useful; so, for both these reasons, it can be
considerably more attractive.

• Experienced teachers take for granted the expertise and thinking
embedded in their day-to-day teaching, do not easily or ‘naturally’ rec-
ognize its complexity or importance, and often find it difficult to unpick
it in any detail.

• Student teachers are primarily concerned with their own very differ-
ently structured problems, seek general solutions to these problems,
and tend to be unaware of the sophistication, subtlety and importance
of teachers’ professional craft knowledge. In their innocence and at this
stage in their learning, the questions they want to ask are not gener-
ally related to the craft knowledge of teachers.

To sum up: the trials involving the student teachers had served to
remind us of the multi-faceted complexity of the problem. They had also
indicated that it was both possible and useful to enable student teachers
to gain access to the craft knowledge of experienced teachers. We had
learned the following: 

• It was possible for student teachers to gain access to the craft knowl-
edge of experienced practitioners within the constraints of everyday
life in schools.

• In so far as student teachers could recognize that they do not know
what they need to know, their very ignorance could help experienced
teachers to talk about those things they usually take for granted.

• By revealing their professional craft knowledge teachers could help
student teachers to learn from them.

• Both teachers and student teachers could come to see engaging in the
procedure as a valuable use of their time, and to welcome it as a valu-
able way of learning about effective teaching.

• Both teachers and student teachers recognized the process as some-
thing they had not experienced before. This newness was important,
indicating as it did that both teachers and student teachers would not
only have to learn how to engage in this kind of conversation, but also
have to be persuaded that it was a valuable and perhaps the only
source for a particular kind of learning.

The culmination of this first stage of the study was the production of a
package of training materials, including a training videotape showing
negative and positive models, intended both to be persuasive and to give
practical guidance to student teachers about how to engage in observation
with follow-up discussion. 
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Institutionalizing the proposed procedures: first attempts and
initial evidence

The next step was to move, in the second year of the project, from work-
ing with small groups of student teachers and teachers to institutionaliz-
ing the procedure. That student teachers should gain access to the craft
knowledge of experienced practitioners was an agreed element of the
PGCE programme, which meant that all the student teachers on the
course and their mentors within the partnership scheme were being
encouraged to engage in the procedure.

In testing the adequacy and usefulness of the preparation of student
teachers and mentors, we were seeking answers to the following ques-
tions:

• Do mentors and student teachers understand what they are being
encouraged to do? If not, why not?

• Do those student teachers who do understand get the opportunity to
engage in the procedure?

• Are the student teachers willing and able to translate that understand-
ing into action?

• If they are willing and able to do so, does such action lead to the kind
of mentor talk deemed desirable by the researchers and recognized as
useful by the student teachers and mentors? 

To prepare them for this particular kind of observation and interview,
the procedure was introduced to the student teachers in the university
during the two-week period of induction to the PGCE course. In the ini-
tial oral presentation the following three key points were emphasized: 

• the contrast between student teachers’ conscious and deliberate plan-
ning for teaching and teachers’ routine and largely hidden use of craft
knowledge, and the importance and difficulty of getting access to the
craft knowledge; 

• the complexity and skilfulness of the teaching which would usually
underlie an apparently straightforward lesson;

• the pitfalls of learning to teach through trial and error, and the value
of learning from the teaching of experienced practitioners. 

The presentation was followed by a showing of the training video.
Written materials were distributed and the session ended with discussion
of the procedure and its purpose.

Mentors and university tutors had been introduced to the procedure
and to the thinking behind it at a series of seminars held as part of a two-
day conference during the previous summer. Copies of the materials
given to the student teachers were now sent to the mentors who were
encouraged to engage in the procedure on a regular basis, perhaps once a
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fortnight. University tutors were also reminded of this element of the PGCE
programme and were asked to encourage the mentors and the student
teachers in their subject areas to use the procedure on a regular basis.

One further point was important about the initial guidance given: the
student teachers were strongly encouraged to audiotape the post-lesson
interviews with mentors or other teachers. Although it was mentioned
that the tutors (the researchers) who had introduced the procedure
would value the opportunity to listen to the tapes in order to asses the
adequacy of the advice given, this was not offered as the major reason for
audiotaping. Earlier experience had suggested that a good deal of student
teachers’ talk during such interviews was aimed at checking that their
understandings of what the teacher had said were correct; so the sugges-
tion that the interviews should be recorded was aimed primarily at giving
the student teachers the opportunity to listen to what had been said and
to reflect on it, and it was in these terms that the suggestion was
explained.

The initial response of the student teachers and of the university tutors
to the meetings about gaining access to teachers’ craft knowledge seemed
very positive. Furthermore, reactions from the schools were encouraging.
A number of schools asked for an opportunity to view the training 
videotape, while others invited the researchers to talk to mentors about
teachers’ professional craft knowledge and ways in which it might be
accessed by their student teachers. It was therefore with a growing sense
of disappointment that we came to realize that the suggested procedure
was being used very rarely. We now had to find out why this was so. 

Unsystematic evidence derived from participant observation suggested
that we had grossly underestimated the pressures on time for student
teachers and mentors. The initial suggestion that they engage in the pro-
cedure on a fortnightly basis now seemed naïve in the extreme.
Furthermore, this initiative was jostling with many others in the PGCE
course for the attention of student teachers and mentors; a feature of two
of the curriculum programmes, for example, was the need for student
teachers to carry out audiotaped interviews with their mentors. 

The first structured attempt at gathering evidence to help us to under-
stand what was going wrong was the distribution of a brief questionnaire
to the PGCE students early in the second term. This was also seen as an
opportunity to encourage them to engage in the procedure during the
coming weeks: the letter accompanying the questionnaire reminded them
of the presentation during the induction period, was sympathetic to their
not having engaged in the procedure, and suggested they observe and
interview a teacher – and audiotape the interview – on two occasions
before the end of the term. 

Of the cohort of 143 PGCE students, 120 returned completed question-
naires. The first question invited them to choose from among five options
the statement that best described what they had done following the pres-
entation in October. The results are presented in Table 4.1. To begin with,
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Table 4.1 PGCE students’ reported activities following the October 
presentation

Frequency (%)

1 I have a tape of an interview with my mentor (or other 
teacher) following an observed lesson. 12

2 I have attempted to follow the procedure outlined, but I 
have not taped an interview. 23

3 I observed my mentor (or other teacher) and talked with 
him/her afterwards, but did not restrict myself to the kind 
of interview suggested. 59

4 I have not attempted to observe and interview my mentor 
(or other teacher), but the way in which I have approached 
teachers has been influenced by what was said in the 
presentation about the professional craft knowledge of 
teachers. 7

5 I do not think I have been influenced in any way by the 
presentation in October. 0

it was encouraging that none of the respondents chose the fifth and most
negative option, ‘I do not think I have been influenced in any way by the
lecture in October’. However, the dominant response, from 59 per cent of
respondents – ‘I observed my mentor (or other teacher) and talked with
him/her afterwards, but did not restrict myself to the kind of interview
suggested’, sent out a clear message: two-thirds of the PGCE students had
not been successfully persuaded to try and adopt the kind of procedure
that had been developed.

Ninety per cent of the respondents accepted the invitation to comment
on their reasons for doing what they had done. Fifteen per cent of the
comments indicated that the guidelines or at least the ideas behind them
had been useful, for example:

After some initial embarrassment, the interview proved to be hon-
est, illuminating and very helpful in terms of understanding the
methodology and management techniques of an experienced
teacher. I also found that the questions asked were directed in such
a way (because of the formal setting) that they would not have been
asked in our normal exchanges with our mentor.

A useful exercise and the lecture was helpful in stressing the need
for the student not to seem antagonistic during the interview.

Almost all the other comments fell into three clear clusters, of roughly
equal size, concerned with time, taping and formality. 

It was felt simply that there was not enough time to use the procedure.
While some pointed out that ‘teachers don’t have time to talk after 
lessons’ or that ‘We have so many other things to observe and think about

89Modelling teachers’ professional craft knowledge

BL2339-05-chapter 04  11/7/06  20:12  Page 89



in the first term that we just haven’t had time to organise the interview’,
in most cases it was not clear whether the perceived problem was with
the mentor’s or the PGCE student’s lack of time.

Three main kinds of problems with the taping were mentioned, all with
more or less equal frequency. First, the student teachers themselves con-
sidered taping unnecessary or inappropriate, and preferred taking notes:

It would be a rather artificial kind of interview which would be
altered fundamentally by the ‘silent presence’ of the tape recorder. I
get all I need from notes and they don’t get in the way.

I’m not happy about this taping business. 

Second, mentors were reported as not liking to be taped:

They don’t like being taped, it makes them react unnaturally – they
try and give us the answers they think the University would like
them to give us …

Finally, there were practical problems such as the need for a quiet room,
the lack of a tape recorder, or technical problems when recording was
tried:

It seemed unduly intimidating to actually tape the interview – I was
quite relieved when we couldn’t find a power point in the room.

In addition, several of the student teachers who had been set specific tasks
in relation to their curriculum programmes which involved taping con-
versations with their mentors, commented that it would be unreasonable
to ask for any more taped conversations.

Turning to the issue of formality, student teachers reported that they
found it easier, preferable and more useful to talk with their mentors
informally. In their view the formality of the suggested procedure was
artificial and contrived, mentors did not see the need for it, and the guide-
lines could be followed roughly in an informal way:

I feel that any useful information can usually be picked up in a
casual 5–10 min. chat after the lesson, and so I haven’t bothered
with the more structured and formal approach.

My mentor does not seem to be the kind of person who would enjoy
this type of close analysis after a lesson. Also I feel it would be a
rather artificial kind of interview.

These problems of time, taping and formality were closely interrelated.
In schools, teachers’ time – other than that timetabled with pupils – is
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rarely available in clear, structured units. The tendency is for time to be
found when doing something else – having coffee, walking to the next
lesson, preparing apparatus, marking books; talking ‘on the hoof’ is com-
monplace. Given such a situation it is not surprising that structured and
disciplined conversations among adults are the exception rather than the
norm. It was clear that the kind of formalized interviews that PGCE stu-
dents had been encouraged to engage in with their mentors was alien to
the culture of school life. And the taping of those interviews had served
to exacerbate their alien formality.

Digging deeper: interviews with student teachers and mentors

As the PGCE year progressed, it continued to be clear that the recom-
mended procedures were rarely being followed. A lot had been learned
from the questionnaire survey, but we needed to get a fuller and broader
picture. We needed to understand more about, for example, how mentors
and student teachers construed teachers’ expertise and learning about
teaching; and how they saw access to teachers’ craft knowledge – whether
by the proposed procedure or in other ways – fitting into the totality of
what there was to be learned from teachers and how it could be learned.
After two years of trying to work out how to enable student teachers to
gain access to experienced teachers’ professional craft knowledge, we
needed as full an understanding as possible of what was happening. To
that end, a stratified random sample of 24 students and 24 mentors, rep-
resenting four students and four mentors from each of the six subject
areas, were interviewed in the final month of the course.

Since one of the purposes of the interviews was to find out how the
student teachers and the mentors saw teaching expertise, learning to
teach and learning about teaching, the interview questions were very
open. This meant that the only basis for the analysis of the interviews was
the data itself, from which understandings were inductively generated.

The views of the student teachers

Emerging from an examination of the transcripts of the interviews with the
student teachers were seven propositions that offered some insights about
the factors on which student teachers’ access to experienced teachers’ pro-
fessional craft knowledge might depend.

• Ideas about alternative methods of learning. If student teachers believe that
experienced teachers’ teaching can be understood through observation
alone, or that experienced teachers can pass on all their valuable
knowledge through giving advice to student teachers, then discussion
of observed teaching will be seen as superfluous.
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• Conceptions of how the knowledge accessed could be used. If student teachers
see useful knowledge as that which they can use immediately in their
teaching rather than that which adds to their understanding of teach-
ing or is such that it can be stored for future use, then the motivation
to gain access to experienced teachers’ craft knowledge is not high.

• Conceptions of good teaching. The tendency to see teaching in ‘holistic’
terms and to think in terms of overall teaching styles leads easily to the
belief that it is only possible to learn from the kind of teacher of whose
style one approves.

• Recognition of the complexity of teaching. Only when student teachers rec-
ognize that ‘rules of thumb’ are of limited value, and that skilled teach-
ing depends on taking account of the many conditions impacting on
each situation, can they appreciate the kinds of things it is possible to
learn from the teaching of experienced practitioners.

• Own experience of teaching. The capacity and motivation of some student
teachers to learn from observation and the follow-up discussion of the
observed teaching appears to increase in so far as they can relate expe-
rienced teachers’ observed actions or remembered actions to situations
they have faced in their own teaching.

• Suspension of one’s perceptions. It is only in so far as student teachers can
set aside their own ways of formulating the issues of concern to them,
and listen to the ways in which experienced teachers construe situa-
tions, that they can learn from those teachers’ craft knowledge.

• Good relationships with experienced teachers. As student teachers are anx-
ious to get on well with and be accepted by the teachers with whom
they work, they tend not to press teachers to engage in the suggested
procedure if the teachers themselves do not seem keen to do so.

The views of the mentors

There were some interesting differences between the talk of the mentors
and that of the student teachers. Whereas, for example, the students had
focused exclusively on classroom teaching, the mentors talked of the
teacher’s wider role; and for the mentors the starting point in thinking
about teachers’ expertise and student teacher learning was what there was
to be learned, rather than how such things are learned. It was also inter-
esting to note that although they had not been asked to, virtually all of
the mentors talked of the professional benefits they saw accruing to them
through working with student teachers. The most striking feature of these
interviews, however, was the distinctiveness of the concerns and logic of
each mentor. This meant that only a small number of propositions could
be formulated and sustained as reflecting the thinking of mentors gener-
ally, as revealed in the interviews:
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• Recognition of one’s own craft knowledge. Teachers’ motivation to make
their professional craft knowledge available to student teachers
depends on their recognition of the expertise used in their daily teach-
ing and the realization that it is embedded in their teaching rather than
readily available as prescriptive generalizations.

• Recognition of the importance of long-term learning. Teachers are less likely
to take time and trouble to make their professional craft knowledge
available if they are overwhelmingly concerned with student teachers’
capacity to cope adequately with their immediate teaching responsibil-
ities.

• Recognition that understanding can lead to autonomy. Teachers are fre-
quently sceptical of the merits of student teachers observing them or
other teachers because they reject any idea of student teachers learn-
ing by imitation. They are more likely to be motivated to make their
craft knowledge available through observation followed by discussion
if they recognize that student teachers are better placed to develop
their own autonomous practice through understanding how experi-
enced teachers engage in their teaching.

Preparing for the third year of the project 

The results of the questionnaire, and the insights from the interview data,
together led to modified plans being made for the forthcoming academic
year and a fresh cohort of PGCE students. It was clearly necessary to 
create the conditions which would make it relatively easy for the PGCE
students to engage in the suggested procedure, to persuade them to take
the time to do it, and to help them to use in a productive way the expert-
ise that they might get hold of. It seemed necessary, therefore, to effect
change in three areas.

First, the procedure should become an integral part of the subject cur-
riculum programmes. In this way it would not have to compete with all
the other demands on students and mentors, as it would have its place in
a programme jointly planned by curriculum tutors and mentors.
Furthermore, the ‘artificiality’ of the procedure would be something that
had been negotiated at a general level and would not have to depend on
personal initiatives from them. 

Second, there was a good deal of evidence to suggest that the kind of
questions that student teachers were being encouraged to ask following
observation were more meaningful for them in the second half of the
PGCE year when they were engaged in learning how to evaluate their
teaching. Moreover, it was much more likely that in the second half of the
year they would be in a position to appreciate the complexity of teaching.

Third, it seemed that student teachers were more likely to be motivated
to gain access to teachers’ craft knowledge in relation to an aspect of
teaching that was of particular concern to them, rather than to teachers’
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craft knowledge in general. It was, therefore, important to take much
more account of the agenda of the individual student teacher. 

It was for these reasons that we worked in the following year through
curriculum tutors. It was not difficult to enlist the support of the curricu-
lum tutors in history, maths and English in making this aspect of the
PGCE course – the accessing of teachers’ craft knowledge – part of the
programmes that were jointly planned by curriculum tutors and mentors.
It was also agreed that the students in these three areas should engage in
the procedure as part of the self-evaluation task that was set and assessed
by the university. The co-operation of the mentors in these three subject
areas was sought, and it was explained to them that the student teachers
were being asked to carry out this procedure as part of both the self-eval-
uation process and assignment, and that the audiotaping of the conversa-
tions following observation would not only help the student teachers to
reflect on what they had learned, but would also assist the researchers
who would use the taped conversations as data.

In the lecture about learning from experienced teachers delivered at
the beginning of the academic year, we put far greater emphasis on the
use to which student teachers might put the accessed craft knowledge,
using concrete and authentic examples from the questionnaire and inter-
views with PGCE students from the previous year. Following the lecture,
the student teachers watched the training video, had follow-up questions
to discuss in seminar groups, and were given revised guidelines. Then,
towards the end of their second term, and as part of the preparation for
the self-evaluation assignment, the students in the three areas were given
a much more elaborated explanation of the rationale and the procedures
for getting access to teachers’ professional craft knowledge. 

Having thus, in the light of the preliminary studies, been able to struc-
ture the context for the use of the suggested procedure in a way that
seemed as optimal as was realistically possible, we planned the research
strategy for the following year.

Testing our hypotheses about the procedure

During the first two years, we had identified quite a lot of difficulties to
be resolved in using our proposed procedure for helping student teachers
to gain access to experienced teachers’ professional craft knowledge. As a
result we made new arrangements in the third year, designed to over-
come these problems. By then, the time had come to put our procedure
to the test: was it going to be effective for the purpose for which we had
designed it? The emphasis now was less on developing the procedure and
more on research into its strengths and limitations.

We still had two main kinds of research questions. There were crucial
questions about how far the procedure worked. That is, how far had we man-
aged to establish conditions in which the student teachers did what we
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thought was necessary? And, if they did, to what extent did that lead the
experienced teachers to share their professional craft knowledge with the
student teachers? These were quantitative questions, about the extent to
which the actors did what we hoped they would do. So answering them
was a matter of categorizing what the student teachers and the experi-
enced teachers did, as revealed by tape recordings of their conversations,
and then of working out how much they had done of different kinds of
things. As tends to be the case for such quantitative research, a good deal
of quite technical work was involved, both in the development and use of
valid categorization systems and in the statistical analyses. Guessing that
most readers will not be interested in these technical details, we have in
the remainder of this chapter provided a non-technical account of our
investigation of these questions. For those who are interested, a full tech-
nical account may be found in Hagger (1997).

But whether or not the procedure was found to work effectively, there
were other important research questions about why this was so. These
questions were about the ways in which the student teachers and the
experienced teachers perceived the tasks they were set, and how they
thought about and approached these tasks. Answering these questions
therefore depended on qualitative research, mainly involving interviews
with those involved. In Chapter 5 we report the findings from that qual-
itative research.

All 56 PGCE history, maths and English student teachers were involved
in the study. As part of their school-based curriculum work during the
final term of their three-term postgraduate course, they were each asked
to observe lessons by two teachers, selected by the student teacher on the
grounds that the teachers had expertise of interest to them. As soon as
possible after each observed lesson, the student was to interview the
teacher in order to gain access to the craft knowledge used in the lesson,
and the interview was to be audiotaped.

Although nearly all of the student teachers claimed to have taped at
least one conversation with a teacher following an observed lesson, some
of these tapes were not delivered to the researchers, and some of those
delivered were blank and others inaudible. However, 28 of the student
teachers produced audible tapes of their conversations with at least one
teacher, and the quantitative analysis included one such conversation for
each of these student teachers. The analysis was aimed at answering the
following three research questions:

• To what extent do the student teachers use the various suggested kinds
of questions and actions that were suggested to them?

• To what extent do the teachers appear to articulate craft knowledge
that they have used in the observed lessons?

• To what extent does the student teachers’ use of the various suggested
kinds of questions and actions correlate with the teachers’ apparent
articulation of the craft knowledge they have used in the observed 
lessons?
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The investigation and findings for each of these questions are discussed
in turn below. However, to set the scene, we can first look at the overall
structure of the conversations. The intention was that the conversations
should be about the student teachers exploring the teachers’ professional
craft knowledge, and so it was anticipated that they would be dominated
by questions from the students and responses from the teachers, with 
follow-up questions and reactions from the students figuring promi-
nently. That is exactly what happened: of the total number of ‘moves’ in
all the conversations, 21 per cent were questions, with a further 12 per
cent of follow-up questions, from the student teachers; 34 per cent of the
moves were responses from the teachers; and 12 per cent were reactions
from the student teachers. There were no questions from the teachers nor
responses from the student teachers. The student teachers, furthermore,
made very few statements, and hardly any of these were about their own
teaching. So the general shape of the conversations was as we had
wanted.

To what extent do the students use the various suggested kinds of
questions and actions that were suggested to them?

Although this is a descriptive question, there is an implicit hypothesis
that, if our suggestions were sensible, if we had introduced the student
teachers appropriately to the procedure and if we had made appropriate
arrangements, they would generally act in the ways that had been sug-
gested. We needed to develop reliable ways of describing the extent to
which their actions matched the suggestions made to them.

The student teachers had been advised to ask open questions, to probe
for elaboration and to focus their attention on the specific lessons
observed. They had also been encouraged to ask questions about the
teacher’s successes or achievements in the lessons, the actions taken to
bring about any such achievements, and the reasons for the actions taken.
From this advice, we developed a content analysis system to categorize
the student teachers’ talk as outlined in Table 4.2. To what extent did the
student teachers follow the guidance they had been given?

Openness

The student teachers had been encouraged to ask open questions, so that
the teachers could respond to them in their own terms. However, only 
42 per cent of their questions were classified as open, while 53 per cent
of their questions were closed. In most of the 28 conversations, about half
the questions were open or partially open. Either the student teachers
found it quite difficult to ask mostly open questions, or they had not been
persuaded of the merits of doing so. 
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Table 4.2 Outline of content analysis system for student teachers’ talk

Dimension Categories 

Openness
The extent to which student teachers 3 categories of degrees of openness
followed the advice to ask open questions

Nature of questions
The extent to which student teachers 3 categories: ‘why’, ‘how’, ‘other’
followed the advice to seek explanations 
of why or how teachers had done or 
achieved things

Specificity
The extent to which student teachers’ 4 categories of degree of specificity
questions were related to the specific 
observed lesson

Evaluation
The extent to which student teachers 3 categories: positive, negative, 
followed advice to focus on what had qualified
gone well in the lesson

Probing
The extent to which student teachers 8 categories differentiating various
followed advice to probe teachers’ kinds of reaction, including two
responses asking for elaboration categories for probing questions 

seeking elaboration and those
seeking justification

Nature of questions

It had consistently been stressed that observation with follow-up discus-
sion was an opportunity to learn how an experienced teacher made sense
of a lesson. To this end student teachers had been encouraged to get the
teachers to talk about how they had done or achieved things in the les-
son or why they had done things. Only modest success was achieved
here: on average, 25 per cent of the questions sought causal or purposive
explanations, most of them framed as ‘why’ questions; 16 per cent of the
questions sought procedural explanations, most of them being ‘how’
questions; and 59 per cent fell into the residual category, typically ‘what’
questions.

Specificity

One important concern was with the extent to which the student teachers
had focused their questions on the particular observed lesson, as they 
had been advised to do. In 13 of the 28 conversations, there were no
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questions that were not related in some way to an aspect of the observed 
lesson and, of all the questions asked, only 19 per cent fell into this cate-
gory. In this respect, then, the student teachers seemed to have followed
the guidelines.

Evaluation

The student teachers had been advised to focus on what had gone well in
the lessons. So were their questions positive? We found that, while there
were no questions containing negative evaluations, only 10 per cent were
positive. In the great majority of questions, there were no embedded eval-
uations, either positive or negative.

In the conversations more generally, the student teachers were equally
sparing in the evaluations, but similarly positive when they did express a
view. Thus, while there were expressions of ‘positive affect’ in only 5 per
cent of their reactions to what teachers said, there was virtually no ‘neg-
ative affect’.

Probing

Since experience had suggested that most teachers can with encourage-
ment say much more about their use of their craft knowledge than they
initially tend to say, the student teachers had been advised to use probing
to encourage the teachers to elaborate on their initial responses. It was
emphasized that such probing should be clearly concerned with elabora-
tion, not with justification, of what the teachers had said. The student
teachers generally followed this advice, in that 38 per cent of their reactions
included probes for clarification or elaboration, while only 2 per cent
included probes for justification. The success that this implied was, however,
severely qualified by the fact that the student teachers tended to formulate
these follow-up questions in more closed terms, and to ask even fewer
‘how’ or ‘why’ questions, than they did in their questioning generally.

In summary, the student teachers generally seemed to understand and
to accept a good deal of what they had been advised to do. In line with
the guidance given to them, they tended to:

• take on the questioning role;
• refrain from talking about their own teaching;
• focus on the teacher’s observed teaching;
• be far more positive than negative;
• ask follow-up questions (probes).

On the other hand, they tended only to a limited extent to heed the
advice to:

• ask predominantly open questions;
• ask predominantly questions seeking explanations (‘how’ or ‘why’

questions).
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Furthermore, they generally did not follow the advice to: 

• ask follow-up questions that probed initial responses more deeply and
fully.

We may speculate that the student teachers generally understood very
well the task and the opportunity that they had been given and were well
motivated, but that they were also motivated by a concern to seem sensi-
ble and knowledgeable and to assure the teachers that they understood.
So they found it difficult to ask open questions, to seek explanations and
to probe for deeper explanations, any of which might in their eyes have
made them look like ignorant student teachers. It is important to note,
however, that the apparent tendency for the student teachers not to have
fully accepted the advice given reflects considerable variations among
them, variations on which we shall focus later.

To what extent do the teachers appear to articulate craft knowledge that
they have used in the observed lessons?

How were we to recognize the articulation by teachers of the craft knowl-
edge they had used in the observed lessons? As for the student teachers’
questions, one key characteristic was that the teachers’ talk should be
about the specific observed lesson. For the rest, we depended on Brown
and McIntyre’s (1993) model, according to which teachers’ professional
craft knowledge typically involved pedagogical actions directed towards
the attainment of several types of short-term classroom or pupil out-
comes. Teachers’ professional craft knowledge was described as also
involving consideration of a wide range of factors both in the choice of
actions and in judging the adequacy with which outcomes were achieved.
The content analysis system for analysing the teachers’ talk is outlined in
Table 4.3.

To what extent did the teachers appear to articulate their craft knowl-
edge? We have already noted that, as intended, the role played by the
teachers in the conversations was overwhelmingly that of responding to
the student teachers’ questions. Our interest therefore is in the nature of
these teacher responses. As we had hoped, the responses were concerned
with the teachers’ teaching; and, like the student teachers’ questions, the
responses predominantly related to specific aspects of teaching in the
observed lessons. So what precisely did the teachers talk about in the
observed lessons? 

Pedagogical actions

In 69 per cent of the teacher ‘moves’ in the conversations (most of which
were responses) teachers mentioned pedagogical actions they had taken.
Such actions were therefore clearly a primary focus of their talk.
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Table 4.3 Outline of content analysis system for teachers’ talk

Dimension Categories 

Specificity
The extent to which the teachers’ 4 categories in relation to degree
responses were related to the observed of specificity
lesson

Pedagogical actions
Actions taken by teachers or decisions A single category
about how to act

Types of outcomes
The kinds of outcomes identified by 5 categories, 3 characteristic of
Brown and McIntyre as characteristic of craft knowledge and 2 other
craft knowledge, distinguished from categories
other kinds of outcome (e.g. longer-term 
outcomes)

Factors of which account is taken
Factors of which account is taken either 9 types of factor distinguished and,
in deciding what action to take or in for the ‘pupils’ category, a further
evaluating outcomes nine subcategories

Explicit links
Explicit links made between actions, A single category
outcomes and/or factors

Types of outcomes

Overall, teachers mentioned on average at least one outcome in each
move. Of these, 65 per cent were outcomes of the craft knowledge kinds
identified by Brown and McIntyre (1993), concerned with pupils’ short-
term progress and with classroom activities, atmospheres and relation-
ships. This aspect of professional craft knowledge was therefore also a
primary focus of the teachers’ talk.

Factors taken into account

Like the teachers studied by Brown and McIntyre (1993), the teachers
mentioned many factors, and many kinds of actions, with those concern-
ing pupils being much the most frequently mentioned as shown in Table
4.4. Again, this seems clearly to suggest that the teachers were indeed
articulating their craft knowledge.

Links between actions, outcomes and factors

Teachers’ craft knowledge consists of course not only of the different
actions, outcomes and factors which they consider but also crucially of the 
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Table 4.4 Factors taken into account in teacher talk moves

Factor Proportion of total number of factors (%)

Pupils 69
Time 4
Resources 3
Content 14
Phase 3
Social acceptability 0.3
Teacher state 5
Classroom circumstances 1
Average number per conversation 45
Average number per move 1.69

connections they make between these. So an important test of whether
teachers were articulating their craft knowledge lay in how far they
revealed such connections. It was found that, on average, teachers made
28 such links per conversation.

In general, then, the teachers responded to the student teachers’ ques-
tions by revealing what seemed to be a substantial amount of their craft
knowledge. But just as we noted that there were considerable variations
among the student teachers, so there were even wider variations among
the teachers. We go on next to ask about how far such variations among
teachers might have been due to variations in the student teachers’ ques-
tioning.

To what extent does the student teachers’ use of the various suggested
kinds of questions and actions correlate with the teachers’ apparent
articulation of the craft knowledge they have used in the observed
lessons?

The central hypothesis underlying this action research, it will be remem-
bered, was that the teachers would be more likely to articulate their craft
knowledge if the student teachers acted in accordance with the advice
they had been given. We tested this hypothesis by asking whether or not
there were positive correlations between our measures of how far the dif-
ferent student teachers followed the advice given and our measures of the
extent to which the teachers had articulated their craft knowledge. A cer-
tain amount of caution is needed here. First, we cannot be certain about
how well our variables have operationalized the abstract ideas with which
we were concerned. This is especially the case in relation to how far our
simple quantitative measures have captured the complex idea of teachers’
articulation of their professional craft knowledge. Second, correlations
between variables do not, of course, tell one anything about patterns of
causation or influence. It might be the case, for example, that the student
teachers’ questioning was influenced by the way that teachers acted,
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rather than (or as well as) the other way round. We were, however,
somewhat reassured by the strong finding that the conversations were
dominated by questions from the student teachers, responses from the
teachers and reactions from the students. As intended, it was the students
who took the initiative, and it is plausible to assume that the ways they
acted had a dominant influence on the ways in which the teachers
responded. More generally, we were sufficiently confident about the ade-
quacy of our operationalization of the hypothesis to at least explore what
it could show us.

So, were there positive correlations between our measures of how far
the student teachers followed the advice given and our measures of the
extent to which the teachers had articulated their craft knowledge? Since
we had all these measures for each of the 28 conversations, it was easy to
calculate all the correlation coefficients. It was much less easy, however,
to inspect the resulting large array of correlation coefficients intelligently.
While we could see that many of the correlations were highly positive, it
was also clear that some were not, and it was difficult to reach a balanced
view simply by inspecting the whole array. We were able, however, to
solve this problem by using principal components analysis, a form of fac-
tor analysis and the standard statistical technique for summarizing large
arrays of correlation coefficients. It does this by inventing new variables –
‘principal components’ – to represent sets of variables that all correlate
with each other.

For the student teacher variables, there was one dominant principal
component which suggested a tendency among the student teachers to
adopt the advice in a generalized way to greater or lesser degrees. It sum-
marized the fact that those student teachers who focused their questions
on the specific lessons also tended to ask questions seeking explanations
and to be positive in their reactions to what teachers said. These positive
connections did not, however, extend to asking open questions or to the
use of probing.

For the teacher variables, there was one dominant principal component
which very clearly was a general craft knowledge factor. Those teachers
who tended most or least to articulate one aspect of their craft knowledge
also tended correspondingly to articulate other aspects most or least; speci-
ficity, pedagogical actions, short-term outcomes, number of factors men-
tioned, and number of links made were all positively connected.

The principal components analyses had thus very helpfully generated
for us two new overarching variables, a student teacher variable which
we could interpret, with some qualifications, as measuring students’ ten-
dencies to follow the advice of the guidelines, and a teacher variable
which seemed unambiguously to measure how far the teachers had artic-
ulated their craft knowledge. We could therefore use these two newly
defined variables to test our hypothesis: what kind of relationship was
there between these two new overaching variables?

The relationship between the two variables is shown graphically in
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Figure 4.1. This shows that there is a strong linear relationship between
‘students following advice’ and ‘teachers articulating craft knowledge’:
the more student teachers tended to follow the given advice, the more
teachers tended to articulate their professional craft knowledge. The cor-
relation between the two factors was 0.73. We conclude, therefore, that
the evidence strongly supports the central hypothesis.

Figure 4.1 Relationship between factor scores for the variables ‘teachers
articulating craft knowledge’ and ‘students following advice’

We are left, however, with some loose ends to which we must attend.
The general tendency to follow the advice given, reflected in the ‘students
following advice’ factor, included neither openness in student teachers’
questions nor the use of probing. We needed to look more closely at these
variables. And sure enough, the original correlation coefficients show no
significant positive connections between these student variables and any
of the measures of teachers’ articulation of their craft knowledge. There
were even negative correlations between probing and measures of the
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specificity of teachers’ responses. So the conclusion that our hypothesis is
strongly supported by the evidence has to be qualified in that it does not
extend to those aspects of the advice we gave to the students. It is perhaps
significant that these were two aspects of the suggested pattern of ques-
tioning which student teachers seemed least inclined to follow.

For Brown and McIntyre (1993: 36), openness was ‘a crucial strand’ of
their research strategy: ‘Openness on our part was seen as essential if the
teachers were to be encouraged to bring to consciousness their own per-
ceptions, concepts and decision-making processes’. Nor had we, in our
preliminary studies, found any reason to doubt the importance of such
openness. The lack of correlation between the openness of questions and
the accessing of craft knowledge is therefore puzzling. The problem may
be that the simple number of open questions is not in itself an important
influence. From the transcripts of the conversations, it appears that the
context of the questions is very important: the open questions that
worked well tended to be asked when the teacher had already been
helped to paint quite a full picture of the lesson, often through respond-
ing to more closed questions. This is clearly something that needs further
exploration.

Probing is the second area of the procedure that calls for further work.
The results show that the student teachers, while successful in avoiding
follow-up questions that put teachers in the position of having to justify
their teaching, tended to use probing in order to clarify or confirm their
understanding of responses to earlier questions, in effect saying ‘Have I
understood you properly?’. Moreover, the negative correlations between
student teachers’ use of probing and the specificity of teachers’ responses
suggest that the probes were frequently seeking wider generalizations,
encouraging the teachers to talk in decontextualized terms. Clearer and
more persuasive guidance about the kinds of probing that will not appear
negative but can give access to richer information about teachers’ craft
knowledge seems to be needed.

Conclusions

In this chapter we have described the extensive investigations carried out
over a two-year period in order to develop this new element of the
school-based curriculum, and then the findings of our quantitative
research through which, in the third year, we tested the effectiveness of
the new procedure.

From the developmental studies, we came to recognize that, to make it
possible for such a new element of the curriculum to be effective, we
needed to take very serious account of the preconceptions, attitudes and
concerns of both the student teachers and their mentors. The student
teachers especially, working from very strong agendas of their own,
could, for example:
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• find it difficult to suspend their own ways of thinking to listen to 
teachers;

• look for generalized solutions to the problems of teaching;
• ask questions that sometimes made teachers defensive;
• reject ‘formal’ or ‘artificial’ kinds of conversations with teachers;
• be very concerned about the lack of time available for innovative 

procedures;
• see useful knowledge as that which they could use immediately;
• take considerable time to learn to recognize the complexity of teaching;
• be most motivated to learn from teaching that they connect with their

own;
• be anxious above all to get on well with, and be accepted by, teachers.

To take account of such student teacher preconceptions and agendas, we
judged it necessary and found it practical to make important changes in
the third year of the study in the arrangements for this element of the
curriculum:

• integration of the new element into the formal assessed curriculum;
• timing of this element in the second half of the PGCE year;
• linking this element to student teachers’ individual agendas;
• much fuller attention to student teachers’ understanding of the 

rationale;
• emphasis on the distinctive nature of the conversations involved.

The main conclusions that we can draw from the quantitative research
findings can be summarized in four propositions:

1 The parts played by the student teachers in the conversations corre-
sponded with varying degrees of closeness to the guidance they had
been given. In general, they tended to:
• adopt a questioning role;
• be positive (or at least avoid being negative) about the observed

teaching;
• ask follow-up questions;
• focus on the specific issues.
On the other hand, their activities corresponded less consistently with
the advice to:
• ask open questions;
• ask questions seeking explanations;
• ask follow-up questions of the kind that probed more deeply and

fully the teachers’ initial responses.
2 In many respects, and especially in the kinds of outcomes they empha-

sized, the multiplicity of factors and links they discussed, and the con-
centration on pupil factors, the teachers’ talk tended to be similar to
teachers’ articulation of their craft knowledge as described by Brown
and McIntyre (1993).
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3 A strong linear relationship was revealed between the extent to which
the student teachers tended broadly to follow the guidance offered and
the extent to which the teachers with whom they engaged in the exer-
cise appeared to articulate their craft knowledge.

4 The readiness of the student teachers to follow certain aspects of the
guidance offered – in particular, on openness and probing – was not
positively correlated with teachers’ apparent articulation of their craft
knowledge. Further investigation is needed of these aspects of the pro-
cedure.

This quantitative part of the study therefore indicates that we were able
to develop an element of the school-based curriculum, based on proce-
dures broadly similar to those used by Brown and McIntyre (1993),
through which student teachers could access experienced teachers’ craft
knowledge. It is also, however, important that we should take account of
the reactions of the people involved. In Chapter 5, we go on to explore
the student teachers’ and teachers’ own reflections on the procedure.
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5 The experience of the 
student teachers and
teachers

The focus of this chapter is on the findings from the semi-structured inter-
views carried out with the student teachers and teachers. The interviews
were undertaken in an attempt to find out about their experience of the
procedure, and their understanding and perception of the place of the
procedure in relation to other ways of student teachers learning from
experienced teachers.

Within each of the three curriculum areas – English, history and maths
– seven student teachers from among those who claimed to have engaged
in the procedure and audiotaped the conversation were randomly
selected for interview. In addition, one of the two teachers with whom
each of the 21 student teachers had carried out the suggested procedure
was interviewed, selection determined by the toss of a coin.

The potential problems attendant on interviewing as a means of col-
lecting data – for example, interviewer bias and the desire of interviewees
to please the interviewer – are compounded in an action research study
in which the actor is the research instrument used to collect evidence
from other actors about the impact of his or her actions. There was no
escaping the fact that the interviewer was an enthusiastic advocate of the
procedure about which the student teachers and teachers were being
interviewed; so the normal problem confronting interviewers of respon-
dents telling them what it is assumed they want to hear was magnified.
We addressed this problem in two ways. First, the interviews took place
at a time when student teachers and teachers were less likely to be con-
cerned about how the interviewer reacted to their accounts: the student
teachers were interviewed after all their work had been assessed and they
knew they had ‘passed’ the course, and interviews with the teachers took
place after the student teachers had left and the PGCE year was over.
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Second, we decided to be transparent both about the researcher’s agenda
and the potential problems for interviewees of giving honest answers to
questions put by someone they knew was not a disinterested observer.
The teachers and student teachers were explicitly asked, recognizing this
situation, to be honest in telling us of limitations or weaknesses of the
procedure, and they were constantly assured that it was their experience
and their perspective that were of interest.

For student teachers and teachers alike, the interview opened with
straightforward questions about the observed lesson and follow-up con-
versation – including, for example, the making of arrangements – as it
was assumed that inviting them to talk in descriptive terms about their
experience made it more likely that subsequent responses would be
rooted in what had happened. The second sequence of questions focused
on the place of the procedure in relation to other ways in which student
teachers learned from teachers. The final sequence of questions for the
teachers revolved around the practicability of the procedure. In the final
part of the interview with the student teachers, they were presented with
some ideas which the previous year’s study had suggested could be barri-
ers to the success of the procedure, ideas which were couched in terms of
statements to which they were asked to respond. 

The interviews, each of which lasted for 35–90 minutes, were audio-
taped and subsequently transcribed. The interview data was qualitatively
analysed: within a broad and explicit framework of the research questions
and the interview agenda, the shape, structure and texture of the themes
and categories were determined by what the respondents had to say.

Student teacher interviews

Effects and adequacy of the steps taken to improve the procedure

The student teachers’ understanding of the procedure

The student teachers, as well as being clear that they were being asked to
carry out a focused observation of a teacher with whom they would have
a follow-up conversation about the observed teaching as soon as possible
after the lesson, showed that they were familiar with the guidelines sug-
gesting how the follow-up conversation might be conducted. They were
also conscious that the conversation they were expected to engage in was
different from other conversations with teachers, as is illustrated in Neil’s
comments:

What we’d been told was that this was a different way of talking with
teachers, and they’d have different things to say … I knew we’d been
advised to stick to a particular lesson to get more out of it, and that it
was important to let the teacher do most of the talking.
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While as a group they had a shared view of what they were being
asked to do, their accounts of what they actually did reveal the differences
among them. The variation in practice makes it possible to group them in
the following four ways:

• those who understood the guidelines and were apparently successful in
following them;

• those who understood and attempted to follow the guidelines but with
a limited degree of success;

• those who misunderstood the guidelines;
• those who consciously rejected all or some of the guidelines, and mod-

ified the procedure to suit their individual purposes.

To judge by their own accounts, some of the student teachers managed
to use the guidelines in an exemplary way and reaped the appropriate
rewards. Georgina, for example, had as her focus discussion lessons,
describing her own attempts at them as ‘total disasters’, but knowing her
mentor to be particularly skilful at them. In accordance with the guide-
lines, the observed lesson was followed by a lengthy discussion held in a
private office. According to Georgina, her mentor, in responding to her
questions about his actions during the observed lesson, was able to
explain ‘what he had done and why he had done things, so that I could
understand’, with the result that her ‘whole discussion lessons changed’.

Those students falling into the second group encountered the kinds of
difficulties discussed later in this chapter, the unnaturalness of the proce-
dure and their perceived inadequacies as interviewers. 

There were a number of students who talked confidently of having
‘found the guidelines very helpful’ and then in reporting what they had
done revealed that they had misunderstood them. Ingrid, for example,
explained that ‘the conversation was of a general type and took place two
weeks after the lesson’, while Hakim commented that ‘it was a two-way
conversation because it ended up with us discussing my own frustrations
about classroom management’. 

The largest group comprised those who modified the procedure, the
two most common reasons for such modifications being a desire to have
a more natural conversation with the teacher, and an interest in broad
concerns such as the teacher’s overall philosophy: 

a lot of what you gave us as a formalized way of presenting some-
thing and actually getting concrete answers is there for you to use,
but if you actually get a teacher who you actually get on very well
with, those kinds of things tend to come quite naturally and you
don’t tend to have to use such a formal thing … so with Paul
[teacher] there was none of this ‘Can you tell me a little more
about?’ He knew what to focus on. The important, the useful point
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is actually telling them what you want to focus on so that they’re
ready to talk to you about that.

(David)

Within each of the four broad categories outlined above there is, of
course, more subtle variation, not least because a number of students,
while remaining true to their respective category, made changes to the
way in which they conducted the interview with the second teacher. In
virtually every case, changes were made to accommodate the teacher’s
personality, as did Maria, for example: 

obviously it’s judging the person you’re talking to – it’s important to
make them feel at ease. With Kate [mentor] I find she’s very relaxed
and I could ask her anything, and I didn’t have to worry what I said,
whereas when I did the other one, with Sarah, I was much more
sort of polite and careful because she’s different, much more cold … 

Reasons for engaging in the procedure

It is clear that the students engaged in the procedure because it was part
of the self-evaluation process which in turn was an important and
assessed component of the PGCE course. Thus, even those who did not
follow the suggested guidelines – either through lack of understanding or
because they found them unhelpful – did observe two lessons and have
follow-up conversations with the respective observed teachers. That they
took seriously the self-evaluation is shown by the extent to which their
chosen foci for observation emanated from their appraisal of their teach-
ing, in particular on one or more aspects of their practice that they wished
to improve. Adrian’s comment is typical:

I was focusing on … pupil–pupil discussion, and what I’ve been try-
ing to do – because I feel that my own teaching is not right, I’m still
not using this style of teaching that will maximize learning, and I
would say pupils could learn so much more than when we’re inves-
tigating mathematics. Or I’m using discussion at the wrong point of
the day … so I was looking at, basically styles of teaching – how can
I maximize the learning process? This is what is going on in my
mind – what is appropriate in particular circumstances and particu-
lar learning situations? 

For some of the students the choice of teacher to observe was straight-
forwardly governed by the nature of their chosen focus; they approached
a teacher whom they regarded as especially skilful at that aspect of teach-
ing on which they were focusing. Deborah, for whom this was the case,
explains her choice of teacher in the light of her concern with classroom
control and discipline:
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She’s got very good classroom control. She can get absolute silence
in the class. She’s always got her eye on everything that’s happen-
ing … I’d seen her with her Year 9 before displaying that kind of
strength. 

Virtually all of the students chose to observe teachers within their
respective host departments. Such decisions were taken for a variety of
reasons. To begin with it was easier to arrange to carry out what they saw
as a ‘demanding and elaborate’ procedure with teachers whom they both
knew and knew to be approachable, and for most of them here was the
opportunity to delve further into the expertise of a teacher with whom
they were familiar. Generally, then, the choice of teacher came from a
mixture of expediency and sincere interest in, and admiration for, aspects
of the teacher’s expertise. Their reasons for engaging in the procedure as
a whole are less complicated, and are best summed up by Elaine who
explained that they ‘had to do it’. 

Setting up the procedure

In the student teachers’ talk about setting up the observation and discus-
sion – which for most of them was anything but straightforward – two
topics recur: time constraints in school and teacher co-operation.

As well as being very conscious of how busy teachers are, the students
were mindful of their own busy schedules, and in their description of the
time it took to make arrangements a certain amount of resentment can be
sensed. Normal time constraints were exacerbated by the elaborate nature
of the procedure, demanding as it did discussion with the teacher both
before and after the observed lesson. Not only was what they were being
asked to do time-consuming, it was also complicated since it necessitated
finding a time when both student teacher and teacher could be free of all
other commitments. 

The extent to which the students saw the success of the arrangements
as dependent on teacher co-operation is very marked in their responses;
indeed, for a number of them one of the criteria in deciding which 
teachers to observe was the teachers’ ‘approachability’. Most students
found the teachers ‘genuinely wanted to help’, even to the extent of 
taking account of the students’ concerns when planning the lesson to be
observed. 

Difficulties experienced

There were difficulties, too, in carrying out the observation and discussion
in accordance with the guidelines. A number of students attributed what
they saw as disappointing outcomes to their own inadequacies as inter-
viewers, but most of the difficulties experienced stemmed from the pro-
cedure itself. 
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All of the students were conscious of what they saw as the unnatural-
ness of the procedure. It was planned; observation was carried out with a
specific, agreed focus; there were detailed suggestions about the way to
conduct the follow-up conversation with the teacher; and the conversa-
tion was to be audiotaped. All these ingredients gave to this particular
way of engaging with teachers a much greater degree of formality than
was usually the case. One or two of them welcomed what they saw as
‘formalized learning’, arguing as Helen did that in ‘casual chats after 
lessons’ not only was there no time in which to think of questions one
might want to put to the teacher, but also ‘you’re not going to take spe-
cial note of what was said and take it in’. For most of them, however, far
from giving rise to ‘a deeper level of concentration’ the formal nature of
the procedure was a source of great discomfort. A number admitted that
they found it ‘difficult’ because they were ‘unsure actually how to
approach it‘, while for others the problem was that they were not used to
doing it. Their attempts to follow the guidelines led to a situation that was
negatively described as ‘stage-managed’, ‘contrived’, ‘artificial’, ‘unnatu-
ral’, ‘too restrictive’, and ‘too ritualized’. More than anything else, the
perceived unnaturalness came from the fact that this was a new experi-
ence for most students who during the year had not had opportunities to
have extended conversations with teachers following observation; the
procedure simply did not fit in with the relationships that had developed
over the time they had been in school.

For most of the students who talked of the difficulties they experi-
enced, their perceived inadequacies as interviewers and the unnatural-
ness of the situation were mitigated by the teachers’ attitude and behaviour.
In their talk of the importance of the part played by the teachers in the suc-
cess of the conversation, they tended to highlight one or more of the fol-
lowing features: the teacher’s personality; their capacity for reflection on
their own teaching; and their familiarity with, and interest in, working
with student teachers. Teachers who ‘made it easy’ are variously
described as ‘a great person who produced open arms even when the
questions weren’t good’, or ‘very secure in his teaching … chatty and
talkative’, or as Georgina commented:

He was out to analyse his own teaching anyway … he thought this
was a brilliant idea … The questions, he didn’t find them difficult.
There are some who would say, ‘I don’t know why I did that sort of
thing’, but he wasn’t like that at all. He generally very quickly
understands what you’re talking about and he talks right to the 
kernel of the issue and he doesn’t need a lot of probing.

Matching styles of teaching

In the discussion of the preliminary trials in Chapter 4, it was pointed out
that one of the obstacles to the students engaging in the procedure was
their generally held belief that they could only learn from teachers whose
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overall style was similar to their own. This time, the students’ unanimous
rejection of this notion was very striking. A small minority argued that
although they each had their own style of teaching, it was possible to
learn from teachers with different styles, but for most of the students, the
notion was untenable because they questioned the concept of overall
teaching style. For these students, there was an important difference
between, on the one hand, the skills and strategies used by teachers and,
on the other, the overall ‘attitude’, ‘philosophy’ or ‘teaching personality’
of individual teachers. Jane and Chris are typical of the students who
claimed that it was possible to select what one wanted to learn from
teachers:

there are always things that you can pick up and either incorporate
in your teaching wholesale or in adapted form. Things that you can
see are really effective and clearly make sense in the classroom, that
you can learn from, although you might not want to buy the whole
package.

(Jane)

I’ve found with most teachers that even if I’ve thought ‘I don’t want
to teach like that’ there is something in their teaching that I really
like, or I realize they do very well. There’s millions of things I respect
about Claire [mentor] but I don’t want to teach like her – though
there are lots and lots of things I can learn from her.

(Chris)

Reactions to the experience

Perceptions of the observed lessons

In talking about the observed lessons, the students focused, as we had
hoped, on the teachers, referring to the pupils only in so far as their activ-
ities illustrated the teachers’ achievements. Barbara, for example, in
recalling a maths lesson she observed, comments:

She [the teacher] pitched it just slightly above their heads all the
time so that they were having to think to be able to answer her all
the time. And she must have used about ten different activities
throughout the lesson, things like the weather, counting, things like
that. And she moved from one activity to the next beautifully
smoothly, as if there was no transition really … They were all so
keen to get it right, and really enthusiastic.

The second noteworthy feature of their reports of the lessons is the
extent to which they evaluated them. Most such evaluations were posi-
tive; comments such as ‘a bit boring after a bit’ and ‘I thought it wasn’t a
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very good lesson’ were rare. Far more typical of the judgements passed
are the following:

the children were really involved – an exciting lesson
(Simon)

they are usually difficult children, but they just sat there, they did
their work, they joined in. It was just a kind of perfect classroom
atmosphere.

(Ray)

Reactions to what the teachers had to say

For every student the starting point in making judgements about what
the teacher said was to ask themselves the simple question:

• Did I get what I wanted?

Since there was variation among them as to what constituted a successful
conversation, it follows that what was frustrating for one might well be
welcomed by another. So, for example, conversations in which the
teacher talked about specific aspects of the observed lesson – a feature of
a successful conversation according to the guidelines – were seen as
unhelpful by those students who were seeking more generalized talk. 

The other questions posed by the students when deciding on the value
of the teachers’ talk were:

• Could I have accessed this knowledge by engaging with teachers in
other more straightforward, less time-consuming ways?

• Am I learning about the reasons behind the teachers’ actions, and get-
ting access to their theories about their teaching?

For some the talk of teachers with whom they had worked very closely
left them with what Ingrid called ‘a feeling of rehearsal’ as they felt they
had already heard what the teacher had to say, and they were thus disap-
pointed that the time invested in the procedure did not pay dividends. In
addition, there were those who found that what the teachers had to say
added nothing to their understanding of the teaching acquired through
observing the lesson, and the discussion was therefore ‘a waste of pre-
cious time’, in direct contrast with those students who in talking about
what they had learned from the conversation made explicit mention of
the fact that they ‘wouldn’t have known that just from observation’. 

The other yardstick by which teacher talk was evaluated was the per-
ceived capacity of the teacher to go beyond a narrative account of the 
specific lesson: the students wanted the teachers to reveal their thinking
behind the observed lesson, and when appropriate to call on their 
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experience of other lessons. This point is exemplified in the comments of
Paula, an English student, comparing the talk of the two teachers with
whom she carried out the procedure:

She [the first teacher] was able to articulate that development, how
she had got to the point where she could work with the class in that
way … What came out in the conversation was the way in which
she had thought everything through – it didn’t just happen – she’d
thought very carefully how to set it up so she could get those partic-
ular elements in the lesson … [The second teacher] didn’t know
how to articulate, how to theorize about what he’d done very much,
it was all very superficial. I didn’t think I actually learned anything
from the conversation that I hadn’t worked out watching.

Claimed benefits from engaging in the procedure

While a small minority got little or nothing from engaging in this proce-
dure with teachers, most students claimed to have gained something from
at least one of their attempts at observation and follow-up discussion.
These claimed benefits were in three broad areas:

• feeling reassured and more confident;
• developing an understanding of teachers and teaching;
• developing one’s repertoire of teaching strategies and skills.

Feeling reassured and more confident
In talking of affective benefits the students distinguished between the
feeling of well-being they experienced when, for example, the teacher’s
attitude or educational aspirations and concerns resonated with their
own, feeling reassured, and feeling encouraged that, given time, they
would be able to teach in ways to which they aspired. 

Jane’s comments are typical of those from students who saw in the
teacher talk endorsement of their own ideas: 

[Although] a lot of the things they were coming up with were things
that I had also thought of independently and put into practice … it
was very important for me to have other people telling me that they
do these things – without any prompting from me – and to know
that other people are obviously recognizing them as quite a useful
thing to do, and in a way it makes you feel a bit more confident
about the educational purpose of doing that sort of thing. 

Reassurance came chiefly from teacher talk about the realities of teach-
ing and their acknowledging that even for experienced practitioners ‘not
all lessons work out as you want’, which was welcomed by Nassem as
‘proof not to panic’. Deborah, one of the maths students, concerned that
as a novice teacher ‘you never know whether what you feel you ought to
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be aiming for is totally realistic’, was reassured by the teacher’s remarks that
‘you accept that at any one time two or three might not be concentrating,
as long as it’s not the same two or three pupils throughout the lesson’.

For those students who were conscious of a large gap between their
own practice and that of the teacher observed, it was encouraging to hear
the teachers talk about the ways in which they had worked while striv-
ing to achieve fluency in their teaching. Barbara, for example, who had
‘felt completely inadequate’ when observing a teacher of modern lan-
guages, because ‘she was handling everything so well and very smoothly’,
found the follow-up conversation very helpful:

It was a real encouragement to know that when she started she used
to write everything down in a handbook, and that she used to prac-
tise things, because it was like I could get to that stage.

Developing understanding of teachers and teaching
A significant feature of the students’ accounts of the benefits of engaging
in the procedure is the number of references to developing their under-
standing of teachers and of teaching. Adrian described this as ‘filling in the
picture of the teacher’s teaching’, adding that from the conversation he
got ‘a broader view of what, as an experienced teacher, he thought was
acceptable in the classroom, and which led to a good atmosphere’. In
some cases it was a question of having misunderstandings and misconcep-
tions challenged by what the teacher said. Neil, for example, firmly
believing that there was a simple correlation between the teacher’s per-
sonality and generating enthusiasm in the classroom, came to realize that
‘it’s not just how they come across, it’s what activities they had planned
and things like that’. 

Notable in the reports is an awareness that it is possible to learn from
a teacher’s thinking behind actions taken in the classroom while neither
wishing or being able to emulate those actions. As Paula explains:

You’re not just going to be able to walk in there and do it the same
way because you’re not at the same stage, but … you can see a route
through so you know where you’re going or where you want to go.
I thought it was really useful, not because I was picking up any par-
ticular tricks of the trade, but because I realized that if you thought
in that way you could with care eventually reach that outcome. 

For others, the teacher talk served both to remind them of the complex-
ity of teaching and to illuminate aspects of it. Helen, one of the history
students, put it this way:

Through these discussions you do learn that good teaching is not
mysterious, that it can be broken down, there is more than one rea-
son for doing something and often very complex reasons … it broad-
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ens your knowledge of what particular reasons there might be …
[and that’s] very useful for us as beginning teachers because you
tend to see things very much in a one-dimensional way and in an
obvious way.

Extending one’s repertoire of teaching skills and strategies
That few of the students incorporated into their own teaching what they
had learned from the teachers through observation and follow-up discus-
sion is not to suggest that for the majority the procedure proved unhelp-
ful. In addition to those who were not looking to acquire specific skills,
there were those who argued that they did not have the opportunity to
try out their theoretical understanding of specific aspects of teaching
gleaned from observation and discussion, as they did not have a teaching
timetable which made such attempts appropriate, or they felt that, as
Maria put it, ‘a lot of that depends on having established the right kind of
relationship with the class’. This latter group intended to put any such
newly acquired skills to the test when they were established in their first
teaching posts.

The students who did incorporate what they learned into their own
array of teaching skills and strategies were very excited by their success.
Adrian, for example, claimed to have learned about the importance of
‘being absolutely clear about what you’re going to do’, in addition to find-
ing out how to run an oral lesson:

I’d really thought about it, there was no half-heartedness about it –
it was going to be an oral lesson and I decided I wanted them to
work in groups, and I did the same as Anne [the teacher] … It was
brilliant! For the first time we were doing group work, we weren’t
just talking in groups. 

As well as adding to their repertoires, these students were reminded that
teaching skills and strategies are learnable, which as learner teachers they
found very encouraging. As Georgina commented:

My whole discussion lessons changed. I did one after that [the
observation and discussion] and the way it went was totally differ-
ent from the way I had been doing it because I was taking all those
things I had learned from him in my mind and trying to put them
into practice … Every single thing he told me was of use … I saw it
happening before my eyes … I did the same topic and started off the
lesson in just the same way because I wanted to see whether it was
me as a person that was getting it wrong or the questions I was using
at the beginning were wrong … It wasn’t me as a person that could-
n’t do discussion, it was the way the questions were phrased and
how you went about it. 
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Other ways of learning from experienced teachers

The students talked at length – and with some passion – about the ways
in which they had learned from experienced teachers during the year.
They had a lot to say about their experiences of: 

• observing teachers;
• being observed and given feedback on their own teaching;
• teaching alongside teachers;
• going over lesson plans.

Observing teachers

Most students, while acknowledging the potential usefulness of observa-
tion, were dismissive of their own experiences of it, describing it as ‘bor-
ing’, ‘pathetic’, ‘tiring’, ‘a waste of time’, and ‘a bit like being at school’.
The most commonly offered explanation of such judgements was that the
period of observation had been concentrated at the beginning of the
PGCE year when they felt they were ill-equipped to learn about teaching
through observation. As Chris commented: 

At the beginning you go in there and you have no idea what’s going
on. It completely washed over me. Without having actually had any
teaching experience I don’t think you fully appreciate what’s going
on.

Added to this was their sense of frustration at being held back from
engaging with the pupils in the classroom. ‘I wanted to get in there and
do it’, said Paula, adding that observation ‘marked [her] off from the
mechanics of the classroom’. This image of the bored, frustrated and puz-
zled student teacher sitting in the classroom is captured in Simon’s com-
ment that:

I couldn’t see what they were doing. Generally at the beginning
you’re just waiting for the bit where they say ‘Would you like to
help? Go round?’ And it didn’t always come. 

In contrast with their generally negative appraisal of their experiences
of classroom observation at the beginning of their time in school, such
was their eagerness to observe teachers once they themselves had had
some experience of teaching that they expressed regret that there were
not more opportunities for observation in the second half of the course.
They were adamant that to benefit from observation you have to be
aware of what is happening and such awareness only comes with some
experience of teaching. This argument, summed up by Paula who
asserted that ‘observation has no validity until you’ve done some 
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teaching yourself’, is far from straightforward. First, and most important,
they felt that with experience they had acquired sufficient knowledge and
understanding of teaching to make sense of what they saw going on in
classrooms: 

Now you’re aware of what you’re looking for and you’re aware of
what the craft of teaching is, and I think at the beginning of the
course it was all a complete marvel to me. I was in complete awe of
the teachers and what they were doing and felt ‘How am I ever
going to do these things?’. Because they seemed to happen so natu-
rally and automatically to teachers and I didn’t think they would to
me at the time … [now] you know what you’re looking for and you
know what you need to improve rather than just looking at it all
and thinking ‘Gosh, what the hell do I make of this? What do I take
away from it?’.

(Helen)

Second, for observation to be valued it has to be seen as relevant to per-
ceived learning needs: beginning teachers are quite properly concerned
overwhelmingly with developing their expertise as classroom practition-
ers, and it is when they are able to focus on what they and/or others see
as their individual needs as learning teachers that observation assumes a
relevance hitherto missing and is therefore valued.

In addition to suggestions that observation was of far greater value at
the end of the year than at the beginning – a view shared by all those
interviewed – a number of students pointed out the limitations and dan-
gers of observation, at any time of the year, without some discussion with
the observed teacher. As Jane, for example, commented:

It’s easy to get the wrong end of the stick about why teachers do cer-
tain things in the classroom, what their ultimate aims and objectives
are … you just can’t get that from observing the lesson, you have to
talk to them independently afterwards.

Being observed and given feedback

Broadly speaking, the students were disappointed with their experience
of being observed and given feedback on their teaching. The most com-
monly voiced complaint was that teachers were over-critical of the teach-
ing they observed, such teachers being seen as insufficiently sensitive to
the feelings and learning needs of student teachers. The comments of
Chris, a maths student, illustrate the impact such an approach can have:

I’ve learned very little from the people who were very critical of my
lessons because I would go on the defensive very quickly, and that
part of me that wanted to learn would shut itself off and I’d just be
wanting to defend my teaching … And it would be people sort of
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saying ‘this went wrong, and this went wrong’, and I knew they’d
gone wrong and I didn’t want somebody sitting there straightaway
after the lesson telling me yet again what had gone wrong. 

While those teachers who had little to say after observing a lesson did 
not undermine confidence as much as did those seen as over-critical, the
students found them equally unhelpful in relation to their developing prac-
tice. Their frustration with such feedback – variously described as ‘bland’,
‘elusive’, ‘vague’ and ‘unfocused’ – is illustrated in Barbara’s comments:

She [the teacher] just said ‘Oh, everything’s fine, I’ve no worries,
that’s all fine’ when it’s patently obvious that everything hasn’t been
fine, where there are certain things I could have learned, and there’s
been no discussion. 

The kind of feedback they found most helpful and from which they felt
they could best learn, was one in which the teacher adopted ‘a construc-
tive stance’. On such occasions, while highlighting those areas of the 
student’s practice that needed to be improved, the teacher would also
make specific suggestions as to how that improvement might be brought
about. In commenting on feedback from his mentor, Mahmoud also
underlines the importance of the teacher’s manner and the way in which
feedback is given:

Her comments were always of good balance in that she would tell
me what went wrong, and she would also talk about the kinds of
things I could do to put it right. She was always very clear, had a
nice tone of voice and you could tell she wanted to help me
improve.

Teaching alongside teachers

For the students who had been involved in co-teaching it was a very pos-
itive experience. First, since the teacher retained overall responsibility for
the lesson, it enabled them to build up their confidence within a protected
environment. Second, they were able to make adjustments to their teach-
ing in the light of interjections from the teacher actively engaged in the
lesson with them. Laura explains how this worked in practice, and why
she valued it so highly:

[The teacher did] a sort of running commentary, of not criticisms but
often questions to find out what I thought and things like ‘Well, do
you think this might help?’ or ‘Maybe it’s gone on a bit too long’.
I’ve had the benefit of her experience actually at the moment of
teaching that thing, so I’ve been able to weigh up what I thought of
the situation, plus what the experienced teacher thought of the sit-
uation at the same time. 
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It should come as no surprise that those students who did have the oppor-
tunity to teach alongside a teacher found it such a satisfying experience,
as it enabled them to draw on the teacher’s knowledge and understand-
ing in a way that was directly relevant, and of immediate benefit, to their
own teaching.

Discussing lesson plans

The students saw discussion of their lesson plans, especially early on in
the PGCE year, as a potentially valuable way of learning from teachers
whose expertise could help them transform ‘some vague ideas’ into
‘something that was like a real lesson‘ (Tom). The perceived value of the
experience, however, appears to be dependent on the stage in the plan-
ning process at which the teacher becomes involved. Those teachers, for
example, who did not comment on the plans until they had been finalized
by the students, were seen as unhelpful irrespective of whether the plans
were approved or criticized. On the other hand, there were teachers who
regularly contributed to the students’ planning, and their input was
appreciated, as is illustrated in Stuart’s comments:

you learn what won’t work, because … often there’s a massive gap
between what your ideas are and how it’s actually going to work.
They [the pupils] might not actually do what you’ve asked them to
do, or be able to … and you get the benefit of their knowledge
which really bridges that gap, especially in the early stages. 

The suggested procedure and other possible ways of learning from teachers

Almost without exception, the students saw the suggested procedure as
more elaborate, more time-consuming and more formal than other pos-
sible ways of learning from teachers, and for some of them it was worth
neither the time nor the trouble. Simon, a maths student, gives an
account of his preferred way of talking with teachers:

I find it easier to talk about things informally. I find teachers come
out with more useful remarks when they are not sitting down
specifically discussing something … If it’s in the context of a natural
conversation, people are much more likely to say what they think
… they might have an instinctive reaction which is their real reac-
tion – when they start thinking about things they give you a differ-
ent answer from what they had instinctively thought.

David was one of a small number of students who felt that classroom
teaching experience made redundant any discussion following observa-
tion of teachers:

Things I wanted to look for came out in the observation … I find it
easier to look at a lesson than to try and unfold what the teacher’s
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thought of because it’s a very unconscious thing. … in the classroom
situation you’re much more aware and you’re learning much more
than when it’s just talking about it afterwards. 

For others, it was the elaborate and formal nature of the process that
led to both students and teachers ‘taking it seriously’ and to ‘more focused
and concentrated learning’. These were the students who saw the proce-
dure – with its two related components of observation and discussion – as
more valuable than either component on its own. The importance of the
observation (and even those who were eager to ‘get on to more general
topics’ found ‘it useful as a starting point to the conversation’), lay in the
authenticity it gave to the teachers’ talk, as Deborah, for example,
explains:

It’s not as convincing if you don’t see them doing it … I would need
to actually see them in the classroom and see what’s good for what
I’m prepared to take on board and what she says works and what
doesn’t. 

The most striking feature of their talk about the ways in which the sug-
gested procedure related to other ways of learning from teachers is the
emphasis given to opportunities to access the teachers’ reasons behind the
actions observed. Jane was one of a number who pointed out that this can
only be ‘guessed at’ from observation alone: 

Why did the teacher say so and so to the class at that point? If you
haven’t got the chance to stay behind after the lesson to ask that
teacher you automatically assume that it must be the reason you
think.

This history student also asserted that knowing there will be an opportu-
nity to discuss the observed lesson affects the quality of the observation
itself because ‘you’re not putting your assumptions onto the actions of the
teacher in any way’.

For most students, then, the procedure was an elaborated, formalized
version of observation which enabled them to get at the teachers’ think-
ing both in and beyond the lessons observed. 

Teacher interviews

Reactions to the experience

For the overwhelming majority of teachers interviewed, the procedure
represented a new experience. The teachers were used to being observed,
and conversations with student teachers were commonplace; this was dif-
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ferent in that the observation and conversation was planned as a single
operation, and the conversation was led by the student and focused on
the teacher’s teaching. 

All but three of the teachers claimed that the experience had been
broadly worthwhile and enjoyable. As Ken commented:

I remember the conversation being full and I felt at the end of it that
I’d got across the things I would have liked to have done about the
things she was asking. I felt it was quite rewarding both ways. 

The overall positive reaction of the teachers can also be gauged by their
response to a question seeking their views on how the experience of the
procedure might have been more satisfactory. Far from detailing what
had gone wrong and what changes needed to be made, they tended
rather to focus on the reasons for it having worked. Three broad topics
dominated their explanations: the procedure itself; the student teachers;
and the stage of the PGCE year. 

The procedure itself

Widespread among the teachers was approval of the observation and 
follow-up conversation because it was ‘planned’ and ‘precise’ rather than
‘spontaneous’ and ‘vague’. The planning meant that the observation was
followed very quickly by the discussion, thus ensuring the lesson was still
fresh in the teacher’s mind. There was also the suggestion by a number of
teachers that it meant that the conversation ‘wasn’t just a casual one’, as
can be seen in Donald’s comments:

my schedule tends to be fairly hectic anyway, and by having that
‘we must sit down and talk about it for half an hour’ made us sit
down and concentrate for half an hour – whereas the informal dis-
cussion would be over a cup of coffee in the staffroom and there
would be other people demanding my time and whatever – so that
was useful to sit down and concentrate on it … 

The other element of the procedure seen as being a salient factor in its
effectiveness was the specificity of the student’s focus and subsequent
questions. For a number of teachers this got the conversation off to a good
start as it ensured not only that there was plenty to talk about but also
that the talk was pertinent. 

Many of the teachers commented on the preparedness of the students
and the guidance they had been given. Typical of the approval of the
advice given to them on how to conduct the interview with the teacher
are the comments first of Ian, a history mentor, and of Ros, one of the
English mentors:
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the questions were good and if you have a student that was not very
forthcoming and couldn’t think of questions themselves that were
useful then this [the procedure] would focus them in a direction
that would be useful and give them ideas to get them going.

(Ian) 

her [the student’s] manner wasn’t threatening. I think it’s important
that the young teacher doesn’t say things like ‘Why didn’t you do
this?’.

(Ros)

The student teachers

Alongside their approval of the formal procedure, the teachers tended to
attribute its success, as they saw it, to the qualities of the individual stu-
dent teachers. A number of teachers claimed that they were ‘fortunate’ or
‘lucky’ to find themselves working with such ‘good’ students. 

The picture of the ‘good’ student that emerges from their comments is
of someone who in addition to being ‘perceptive’, is keen to learn, is capa-
ble of taking the initiative, and has well-developed interpersonal skills.
The teachers’ perception of the students’ sincerity as learners as a key fac-
tor in the effectiveness of the procedure can be seen in the following
extracts:

she [the student] was prepared to learn and I felt that by talking to
her she was actually going to pick up on some of the things, and I
was impressed by her.

(Donald)

I am not saying that you should have people that you like all the
time, it doesn’t need that, but people who want to learn make you
as a teacher … quite happy to expose your weaknesses because you
don’t feel threatened. If the students are far more critical in a
destructive way you would close up – their attitude has to be one of
wanting to learn and to be humble. … she [the student] was suffi-
ciently questioning and sufficiently humble to keep asking ques-
tions, and she made me think about things that I might not have
thought about before.

(Paul)

The clearest message coming from the teachers was that the procedure
depended on quite a demanding range of qualities in the students. In their
comments, there was also the suggestion that ultimately it is not the sys-
tem that matters so long as the people with whom one is dealing have the
right attitudes, skills and understandings.
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Stage of the year

In talking of the factors that had led to the perceived success of the obser-
vation and follow-up conversation, virtually all of the teachers made ref-
erence to the stage in the PGCE year at which it had been undertaken. In
their view, students were ‘ready’ for this procedure when their under-
standing of classroom teaching was such as to allow them to focus 

really sensibly on what was happening … to delve and understand
what was going on, and make more sense of it.

(Kate)

They were also clear that such necessary understanding came from the
students’ own teaching, as two of the mentors explain:

in the early stage they really don’t know how to focus on what to
ask you, but they have to actually get a feel of things and when they
try them out themselves then they know how to ask you.

(Ian)

they’ve got to do some by themselves first or else they’re not going
to find the questions to ask … we all function better finding what
we want to know.

(Sara)

A number of teachers also argued that the relationship between the
student and the teacher needed time in which to develop before the pro-
cedure was attempted. For Peter, one of the English mentors, this meant
being able to rely on a body of shared understandings: 

both Paula and I had got to a stage almost naturally when … she was
more able to ask the kind of questions that were meaningful, and I
was more ready, able to respond to the kind of stuff that she was
asking. 

For others it was more a question of affective development:

[The student is] able to relax with me and vice versa … it needs to
be done when you have reached a certain stage in a relationship,
not too early.

(Jenny)

we’d worked together for a while, so I felt at that stage I was willing
to admit my errors to him.

(Jo)
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It is worth noting the relationship between these three factors emerging
from their comments as the perceived necessary conditions for observa-
tion with follow-up discussion. In commenting on the procedure itself,
the fact that the students took the lead at all stages was seen as important:
the teachers highlighted the students’ perception and sensitivity as
observers and more especially as interviewers; and the main focus of com-
ments about the timing of the procedure was the development of the stu-
dents to the point where they wanted to find out more about the teacher’s
teaching and were likely to respect what was revealed to them. 

The procedure compared with other ways of working with student
teachers

In contrast to other ways of working with student teachers, two features
of the procedure seemed to stand out in the teachers’ minds: it was driven
by the agenda of the individual student; and the focus was the teacher’s
account of his or her teaching. It was the combination of these two fac-
tors that made the procedure singular in their eyes. 

It is not that teachers were unused to talking about their teaching: in
whatever way they worked with student teachers, a central point of ref-
erence for them was their experience and knowledge. For a number of
teachers, however, the procedure gave them an opportunity to talk about
their teaching in their own terms and without conscious concern for the
student’s learning. It was the teacher and the teacher’s teaching that took
centre-stage, and it was having the spotlight on them rather than on the
student that made this a different experience. The comments of one of the
history mentors aptly illustrate this point: 

I think the difference was that it was me, I felt that he [the student]
was asking me questions rather than I was giving him the opportu-
nity to express his ideas … in the past we’d always been talking
about him, and we hadn’t been talking about me. And even if I said
something like, ‘Well, one of the ways in which I get round a prob-
lem is by being very well planned’, it was still giving him help and
advice. And I didn’t see this session that we were trying to find ways
necessarily to help him, but rather we were talking about how I felt
and how I operate, and that was quite different.

(Nevine)

The features of the procedure that made it distinctive for the teachers also
point perhaps to its attraction for them: it was the complementarity of the
students deciding what they wanted to know and the teachers being
therefore licensed, within these limits, to talk about their teaching in their
own terms.

All save one of the teachers argued that students could learn far more
from observation with a follow-up conversation than from observation
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alone. From their comments it appears that for many of them observation
was often undertaken without a specific focus and with no discussion of
the observed teaching; for these teachers one of the procedure’s novel fea-
tures was that the observation was focused. 

Even the small group of teachers who made a case for observation
were mindful of what they saw as its limitations, as can be clearly seen in
the following comments: 

if you go and observe a lesson, even if you are concentrating on
something in particular, if you don’t get the opportunity to talk
about it, then in a way, that’s wasted because you may have thought
things – ‘Oh, the teacher did this because of so and so’. But you
haven’t clarified it with the teacher, perhaps they didn’t do it for that
reason … it helps to actually talk about it.

(Anne)

One of the three teachers referred to earlier as having reservations
about the procedure was alone in arguing that 

if you sit in the staffroom talking generally … a student learns more.
(Claire)

All the other respondents spoke with approval of the conversation follow-
ing observation, seeing it as serving a different purpose from the more
informal conversations. The latter conversations, invariably referred to as
taking place ‘in the staffroom’, were variously described as ‘spontaneous’,
‘much more sort of incidental’, and ‘an ongoing stream of consciousness’.
The key perceived difference between a conversation of this kind and the
conversation as part of the procedure was that the latter was linked to an
observed lesson, which resulted in the post-lesson discussion being of ‘a
different quality’. The observed lesson was seen as important, not only
because it made possible a more detailed and more precise discussion, but
also because it enabled the teacher to reveal her thinking through the use
of concrete examples:

whatever you are talking about, or explaining or anything, you need
an example, as an example would help to learn something new.

(Anne)

For some of the teachers the conversation was both broader and deeper
than those they were accustomed to having with students, as exemplified
in the comments of a maths mentor:

it went a stage further than most of our conversations had gone.
With the normal running of the school the time that is available is
really limited to reviewing a plan … making sure that you’ve got
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something that is going to work … Because we had set time aside to
do it, we were able to go deeper and begin to think about the chil-
dren’s understanding of what was going on …  the children’s pleas-
ure in learning, issues that do go below skin deep, which we would
love to give more time to but you seldom have the time.

(Jo)

The features of the procedure highlighted by the teachers – the inter-
dependence of the observation and discussion, questions from the student
seeking answers from the teacher, the specific nature of the questions –
together with the factor of protected time in which to engage in it, led to
the conversation not only being seen as different from other conversa-
tions with student teachers, but also as distinctively valuable.

Claims about what the student teachers accessed

As suggested earlier, the teachers were in no doubt that their talk in the
discussion following the observation of their teaching was different from
their talk on other occasions; they were also clear that this was due in no
small measure to the fact that the discussion was led by the student. In
response to student teachers’ questions, the teachers had talked about
matters that they might otherwise, in the words of teacher Kathy, ‘take
for granted’, a point endorsed by Jill, a teacher of modern languages, who
explained that the questions from a maths student made her 

sit back and think what was it that I was doing, because I do it auto-
matically and don’t really think about it … it’s things that tend to be
second nature.

Echoes of this notion of the knowledge accessed by the students being
automatic, taken for granted by the teachers, and not usually put into
words can be found in many of the reports.

It is interesting to note the similarities in the teachers’ descriptions of
the knowledge accessed by the students as part of the procedure, espe-
cially in the light of their accounts of the substance of the discussions.
While it would appear that for all of them the discussions began with talk
about the specific observed lesson, such commonality was dissipated once
the discussions were under way: some teacher–student pairs focused on
specific aspects of the observed lesson throughout the discussion, while
others had conversations that went ‘backwards and forwards’. In a num-
ber of discussions the teacher soon moved on to more generalized talk, as
the following example indicates: 

The lesson was certainly our starting point, but we very quickly
drifted off from that to the main thing about how can we get over
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the idea of being enthusiastic … the lesson gave us something to
keep coming back to, but it wasn’t all pervasive.

(Nevine) 

The teacher goes on to explain that in this ‘far more general’ conversation
she had an opportunity to talk about ‘how I see myself in the school’.

Irrespective of the scope of the discussion in which they were engaged,
there was general agreement that it enabled the students to access the
teachers’ reasons behind actions observed or referred to:

I was explaining my actions. And although she could observe my
actions perhaps she didn’t understand the reasons for me doing that.

(Donald)

A number of teachers also claimed that the discussion served to help the
students to get ‘behind’ or ‘underneath’ the lesson. In the quotation that
follows, an English mentor gives an indication of the detailed planning
that went into the observed lesson:

something like that looked quite easy, and what … was made acces-
sible was the way in which it wasn’t arbitrary, the way in which
before that lesson I’d actually worked out exactly who was doing
what and when. Not only that – because there are some difficult
children in there – the way in which I’d actually chosen who was
going to work with each other … Certainly that became accessible,
the way in which a lesson like that doesn’t just happen.

(Peter)

There was, then, a broad consensus among the teachers that the con-
versations with the students had enabled them to make accessible what
they generally took for granted in their teaching and the planning and
reasoning that underlay their observable teaching. The conversations had
differed, by the teachers’ own accounts, in that elucidating the observed
lessons had been the primary and most valued achievement for the
majority while using the observed lesson as a springboard for discussing
more general concerns was what had been valued most by a minority. 

Claims of the value of the procedure to the student teachers 

With the exception of Harry, an English teacher, who explained that
while he had ‘thoroughly enjoyed the conversation’ he was not sure
whether the student ‘had got anything out of it’, all the teachers claimed
that it had been a valuable exercise for the students. The three broad areas
in which they claimed students benefited were:
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• developing understanding of teaching and teachers;
• extending their repertoire of teaching strategies and skills;
• the process of pursuing through their questions the thinking underly-

ing the teachers’ observed teaching.

Developing understanding of teaching and teachers

There were many references to students developing their understanding
of teaching. In some cases the emphasis was on helping the students
avoid potential future mishaps through reducing their naïvety. A maths
mentor highlights the need for caution in some circumstances:

maybe you have been working on a line of approach for a long time
in order to reach a particular performance – and I’m thinking there
particularly of pair work where I could in that lesson [the observed
lesson] slot them into working and asking each other lots of ques-
tions. Somebody who thought ‘I would like to do that’ might go in
and have a total disaster because they didn’t realize you had to train
a class to work in a particular way.

(Jill)

For others, the value was in student teachers becoming more aware of
aspects of classroom teaching that were regarded as relatively sophisti-
cated; and there is a suggestion in these accounts that it was a combina-
tion of the procedure and of its timing – coming as it did in the second
half of the course – that made possible the claimed learning. In one case
the observed lesson was an introductory lesson to a module and in the
follow-up discussion the teacher was able to explain ‘how that fits in with
the scheme of things’, which she saw as useful for the student because:

as teachers we have to have a longer view of what’s going on in a
classroom. However much we are forced to go from day to day, you
are inevitably … thinking ahead and seeing how this fits in with the
wider scheme of things, and it’s important, particularly at the end of
the teaching practice, to see that.

(Lynn)

A significant feature of the teachers’ comments is their insistence that
student teachers, rather than trying to adopt observed teaching behav-
iours, should ‘develop their own style’: accessing a teacher’s thinking
behind observed actions was seen as enabling them to do just that, a point
exemplified by the following extract:

it helps him identify the different processes that were at work there
and … it was a way to develop his own lesson of that nature. Of
course it’s not exactly the same, but it’s geared towards his own per-
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sonality, his own way of working. … it gave him a good insight into
what I was thinking … how my thoughts had been going … and it
gave, as it were, a toe-hold on how he was going to get into it. 

(Jo)

In this second example, a history teacher argues that an understanding of
the observed teaching is an essential prerequisite to ‘real learning’:

It’s not just watching somebody and copying, it’s looking, question-
ing, making decisions about what they’ve done, really understand-
ing what they’ve done, and then deciding ‘Well, I agree
wholeheartedly with that and I’m going to try and do this’, or ‘I see
why he’s done this, but it’s not me and I’m not going to do it any-
how, but it works. So perhaps there’s something else that I can do
that will achieve the same sort of thing.’

(Matthew)

The teachers were quick to refute the suggestion that an understand-
ing of teaching in a single specific lesson might be of limited value to a
learner teacher. One of the maths teachers, for example, while conceding
that the kind of knowledge accessed by the student was likely to be very
context-dependent – ‘local knowledge’, as she put it – asserted that 

they can translate it to their situation, their classroom situation.
(Anne)

A second example comes from a history teacher:

although the set up of a class on one instance may be unique ... ,
there is your concrete example and from that you can extrapolate
your abstractions. So I might never see that class again, but you
could learn from it. 

(Jackie)

A number of teachers pointed out that in getting access to the thinking
of an individual teacher, the student teacher was learning not only what
was important to that particular teacher, but also that every teacher has a
set of beliefs and preferred ways of working, a point illustrated by the fol-
lowing quotation:

One of the things they need to be aware of is there’s a lot of differ-
ent ways to a common end, and they need to be very tolerant in
their relations with staff. If they realize … everybody has to have
their own style and that styles can be equally effective even if it’s not
your style, that would be useful to them in the long run. 

(Ian) 
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Extending repertoire of teaching skills and strategies

Only two of the teachers talked of students incorporating into their teach-
ing repertoire a specific skill or strategy learned through the procedure.
This is not altogether surprising since, according to many of the reports,
students were looking to develop a greater understanding of a particular
teacher’s teaching, or of an aspect of teaching that cannot be narrowly
classified as a single skill or strategy: for example, Laura was reported as
being interested in how to be more relaxed in the classroom, Maria in dif-
ferentiation, and Jane in ‘how to motivate unmotivated students’. 

Both teachers who claimed that their respective students did try out
the specific skill or strategy on which they had focused, spoke of the pro-
cedure not only helping students to understand how a particular desired
outcome is achieved, but in the process giving them the confidence to
make the skill or strategy part of their own classroom practice. In the
words of the two teachers:

I did try to answer the question each time because I didn’t want her
to think ‘I wouldn’t be able to do that because I’m not experienced
enough’, and trying to give her reasons for my actions as often as
possible it meant that she could do that. … she saw my discussion
lesson and she performed the same way with another class and it
worked very well and she was pleased that she could do it … that
was instant feedback on whether she could do it, and it boosted her
morale and confidence. 

(Geoff)

I hope it sort of gave him some practical ideas about how to
approach open-ended lessons, things like writing their suggestions
on the board, so you give them worth, you can address them with
the class … A few simple techniques which I then saw him do, and
very successfully … And basically the confidence in him as well. I
think he thought ‘I’ve seen it done … now I can do it, no maybe not
for so long … maybe not in so much depth, but I can start’. 

(Jo)

The process

Comments on ways in which the student teachers benefited from the
process of engagement in observation with follow-up discussion were
plentiful. Lynn was one of many who saw it as generally stimulating the
students’ thinking about their own teaching: 

It is making them … think about their own teaching. ‘How come she
does it that way? Maybe I’ll adopt it. Why does that work for her,
but it hasn’t for me? Why does that not work for her and it did for
me?
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For another teacher there was a direct link between student questions
of the teacher and questions about their own teaching. In his words:

[the process] enables them to begin to ask the right questions of
their own teaching, their own preparation, of their own relation-
ships with kids in the classroom … Once they begin to ask the right
questions, they’ll begin to find their own answers. 

(Matthew)

This teacher was in no doubt that engaging in the procedure would ‘help
them to learn much more quickly’. For another, the process of pursuing
in detail how the experienced teacher worked out what to do, and how,
was ideally suited to helping the student teachers to learn to think like
teachers themselves:

it’s really getting to the heart of why people do things in the way they
do them … it would be easy to say, here’s a subject, here’s a topic,
teach it. And you could do that. The student could be given all sorts
of tips on how to teach it, but unless they actually see somebody
doing it and are able to ask questions about and observe and notice
why I do things in a certain way it becomes just a topic, they haven’t
really made it their own, they haven’t got themselves into it. 

(Jenny)

Claimed benefits for the teachers

A significant feature of these reports is the teachers’ unsolicited references
to the way in which the procedure impacted on them. All save one – who
attributed her disappointment to the circumstances of the particular occa-
sion, namely a ‘half-hearted’ student who ‘geared the conversation to
how she was going to teach next year’ (Claire) – claimed to have found it
a positive, enjoyable experience.

That so many of them described it as ‘interesting’ and ‘unusual’ sug-
gests that there were few opportunities for them in the normal course of
their working lives to talk about their teaching. As Paul, one of the
English mentors, explained:

the whole thing about teaching is that you work on your own with
the door shut and you have your own ideas of what you want to
achieve, but don’t talk about them with anybody else in the school
because at break time you don’t want to talk about teaching. You
never have a chance ever to talk about what you want to do in
teaching … this is the only opportunity you get to talk about what
you are trying to do.
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A more straightforward explanation of why, in his opinion, ‘most
teachers like doing it’ came from one of the history teachers:

Teachers are generally interested in teaching, and they’re interested
in their teaching too. 

(Matthew)

Many of the teachers also welcomed the experience because it was
seen as making them think about their own teaching: 

How good it is for the teacher to be asked those questions, because
it makes the teacher think, too. We often don’t think about what we
do in that way … we actually haven’t much time to think about why
we do what we do. 

(Lynn)

In a small number of cases teachers claimed that they made adjust-
ments to their teaching in the light of their thinking articulated in the
conversation. One of the English teachers, for example, was ‘grateful’ that
talking about her lesson – an ’ambitious one’ in which she was trying to
equip pupils with language with which to discuss language – made her
aware of areas in which she might not have achieved her purposes, but
which could be put right in future lessons. In her words:

he [the student] said he was impressed with the lesson, but I actu-
ally felt that I could have done it better, I thought … I’m still mak-
ing mistakes here, I haven’t got it right … and at the end, after
talking about it with Simon, I was concerned that I hadn’t got every-
thing across to them that I wanted to. I’d talked about, you’ve got to
carry things through, so in the next couple of lessons I consolidated
it and it was alright. 

(Sara)

The wistful note struck by one of the teachers in his account of the
importance for teachers of the procedure may help to explain why so
many of the respondents claimed to have benefitted from engaging in it:

I think that sort of conversation used to take place at the end of the
school day and I don’t think it does any more … a lot of people are
so busy that they are doing, doing, doing, and not doing enough of
the reflecting and thinking about why am I doing this, why am I
here anyway. 

(Jack)

Although in their talk of claimed benefits there are few explicit refer-
ences to the value to them as teacher educators of engaging in the proce-
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dure, from their overwhelmingly positive reaction to the procedure and
their claims about its value for the students it is reasonable to infer that
they felt the time invested in it was worth it from their perspective as
school-based teacher educators. One of the three teachers who did make
explicit the benefits to them as teacher educators explains the pleasure
she felt when her student had a successful lesson with open-ended 
discussion along the lines of the lesson that had been observed and 
discussed:

he copied it and for me it was very gratifying, because I felt ‘he’s
actually taken on some of the things and worked on them’ … it was
thrilling. I sat there thinking ‘he’s doing it, he’s doing it’. 

(Jo) 

Suggestions for future use

When invited to comment on the usefulness of the procedure and on the
desirability and feasibility of it taking place on more than one occasion
during the PGCE year, all of the teachers argued for its inclusion in 
the course. There was also agreement as to what constituted essential 
elements of the procedure:

• focused observation of a teacher’s lesson, the focus determined by the
student teacher;

• a follow-up discussion to take place as soon as possible after the lesson;
• the discussion should not be disturbed by extraneous interruptions;
• the procedure should take place after the student has had some expe-

rience of teaching.

When talking of possible future use the teachers said little about the
perceived formality of the procedure, from which one can assume that
they accepted the level of formality that a planned, structured procedure
would necessarily entail. Only one teacher suggested that the procedure
would benefit from being less formal, arguing that the ‘atmosphere needs
to be more relaxed’ so that the follow-up discussion could become ‘a case
of sharing ideas‘ (Claire).

The mentor who felt that carrying out the procedure with each of her
two students was ‘enough’ and that more ‘would be quite draining’ (Jo)
was alone in arguing against increasing the frequency of the procedure;
all the other teachers claimed that in the future they wanted observation
with follow-up discussion to take place more often. As might be expected,
there was a wide variety of views about the number of times it could or
should take place. The real differences, however, lay in attitudes to time
constraints, with the teachers’ comments falling broadly into two cate-
gories. The more common view was that the procedure should happen
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more frequently and that there was sufficient time for this to happen.
Those whose views come within the second category were equally enthu-
siastic about the procedure, but felt that without more time it would not
be possible to do it on a more frequent basis. As Michelle, one of the
teachers who was not a mentor, commented:

I’d be willing to do it – I’m sure most teachers would be … most peo-
ple would like to be observed and then interviewed. Time is the only
thing.

The final words in this section come from a history teacher who scorn-
fully dismissed the suggestions that the procedure was too complicated
and time-consuming and that, whatever the students had accessed
through engaging in it, there might be easier ways of so doing:

I cannot think of a more efficient method. Teachers are under pres-
sure at times and training new teachers is something that you must
make time for, I don’t think there is any way round this problem.
Training teachers takes time, though. 

(Jackie)

Conclusion

This chapter has been concerned with what the student teachers and
teachers had to say about engaging in the procedure, and their views of
its place in relation to other ways in which student teachers learn from
experienced practitioners.

The student teachers’ perspective

An important element in the success of the procedure was that it gave a
central place to the student teachers’ individual agendas. Although the
conversations were about the teachers’ craft knowledge, the areas of the
teachers’ craft knowledge on which the conversation focused, and the
choice of teachers, depended on the student teachers’ particular agendas,
related to the wider self-evaluation exercise in which they were engaged.

Coupled with this proper self-centredness was the students’ concern for,
and appreciation of, the teachers. An expression of this concern can be
seen in the students’ readiness to take account of the teachers’ personali-
ties in modifying the procedure to suit them. And the positive appreciation
by most of the observed teaching, and of the insights revealed in the con-
versations, clearly extend beyond the formal procedure.

Most, but not all, of the student teachers generally saw the procedure
as having distinct advantages, in enhancing their confidence, in develop-
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ing their teaching repertoires and especially in developing their under-
standing of teachers and teaching. In striking contrast to this were the
negative comments about observation and to a lesser extent about being
observed and given feedback, the two most commonly experienced other
ways of learning from teachers. Much of the criticism of being observed
and given feedback was couched in terms of the insensitivity of teachers
in undermining their confidence. They had a great deal to say about con-
fidence, in terms not only of the importance of not being undermined,
but also of the benefits gained from engaging in the procedure. And when
talking about the teachers, the teachers’ affective characteristics and their
own dependence on teacher approval were common concerns. The inter-
views are, therefore, an important reminder that the success of any
school-based strategy for student teachers’ learning is likely to depend on
taking account of the importance to them, and of the quality, of their rela-
tionship with teachers.

A dominant concern of the student teachers was with the formality of
the procedure, or its ‘artificiality’. Many felt uncomfortable because they
were obliged to try to behave in a way that was inconsistent with the nor-
mal pattern of doing things in school. The strength of their feeling sug-
gests that very few of them would have been sufficiently persuaded of the
merits of this ‘unnatural’ exercise to engage in it had it not been a
required part of their programme. 

As we discussed in Chapter 4, the preliminary studies carried out in the
previous year had enabled us to identify a number of widely held beliefs
among the student teachers that acted as barriers to their valuing the pro-
cedure. These concerned what was worth learning (knowledge had to be
of immediate practical relevance to their teaching), whose craft knowledge
it was worth accessing (only teachers with a style that the student aspired
to), and how useful teacher knowledge could be accessed (observation on
its own and feedback from teachers on the student teachers’ teaching
seemed adequate). In this third year, in contrast, evidence of such beliefs
was negligible which would suggest that the steps taken to overcome
them had been successful. These included efforts to explain more fully to
them the nature of teachers’ craft knowledge, making the exercise an
integral part of their programmes, and locating the exercise in the latter
stages of the one-year course.

The students were as concerned with the relevance of activities and
tasks to their own perceived needs at this stage of the year as at any ear-
lier stages, but their boundaries of relevance had changed. It seems that
by this late stage they see developing their practice as going beyond being
able to do certain things in the classroom. By this stage their understand-
ing of teaching, and its hidden complexity, has developed to the point that
they are able to recognize both the value and difficulty of increasing their
understanding. And perhaps they have also acquired sufficient confidence
and fluency in the classroom for help of immediately practical relevance
to have become less essential.
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The teachers’ perspective 

For most of the teachers, the procedure was new and different. They con-
trasted it primarily with being observed but not having the opportunity
then to discuss what had been happening, and with having conversations
with student teachers which were not rooted in any shared concrete
examples of their own teaching. They were generally enthusiastic about
the merits of this unusual combination, and correspondingly negative in
most cases about observation on its own. They appreciated the care with
which the observation and the student teachers’ questions had been
planned, the fact that the questions were focused on specific aspects of the
observed teaching, and the demanding, interesting and intelligent nature
of these questions.

The value of the procedure as experienced was variously attributed to
its inherent characteristics as a procedure, to the qualities of the individ-
ual student teachers with whom they had worked, or to the stage of the
year. With regard to the latter, teachers emphasized the student teachers’
readiness to engage in such a procedure by that stage, especially because
the students had sufficient experience of teaching by then to understand
enough to be able to ask intelligent questions. Perhaps most important
was the way the procedure combined the student teachers’ agendas,
ensuring that they were eager to learn from the experienced teachers,
with the focus on the teachers’ own teaching and thinking, something
that was unusual in their conversations with student teachers or indeed
with colleagues.

With one exception, the teachers were unaware of problems for the
student teachers in finding the opportunity to engage in the procedure,
since it was the latter who had taken the lead and had made all the nec-
essary arrangements. In making suggestions for the future use of observa-
tion and follow-up interview, however, while all save one of the teachers
argued that it should take place more frequently, there was less agree-
ment about the possibility of that happening within existing time con-
straints. It would seem, then, that although teacher attitudes to the
procedure would not create problems for student teachers in finding the
opportunity to engage in it, the concern of some with time constraints
might well do so.

Remarkable by their absence were concerns expressed by the teachers
about the formality of the procedure, either from the point of view of the
arrangements made for time and privacy for the conversation, or in rela-
tion to the stylized conduct of the conversation. Perhaps the student
teachers, who had been much concerned about such issues, managed to
soften and adjust the formality so that it was not much noticed by the
teachers. However, the evidence of enthusiasm on the part of the teach-
ers for the careful planning of the conversation, together with the sharply
focused nature of the questions, suggests that they welcomed much of
what the student teachers experienced as ‘artificial’.
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Two of the teachers claimed that their respective student teachers were
successful in adding to their repertoires the teaching strategies on which
they had focused in the procedure. While, then, the overwhelmingly
majority of teachers made no claims about the ways in which the student
teachers made use of the knowledge and expertise they accessed through
engaging in the procedure, all save one had no doubts about the useful-
ness of the exercise for them, not least because the knowledge accessed –
variously described as natural, taken for granted and automatic – was not
usually articulated. In addition to the distinctiveness of such knowledge,
the teachers also contended that it was especially useful in helping begin-
ning teachers to understand the complexity of teaching and the sophisti-
cated nature of teachers’ classroom thinking. The potential practical
benefits of enhanced understanding of teaching and of teachers were seen
as the avoidance of experiencing failure in the classroom through being
naïvely ambitious, and the increased likelihood of student teachers devel-
oping their own styles of teaching rather than aping the teachers with
whom they worked. Many teachers were also mindful of the benefits for
the student teachers inherent in the process of pursuing through their
questions the thinking underlying the teachers’ observed teaching, argu-
ing that it encouraged them to question their own developing practice
and helped them to learn to think as experienced teachers.

With one exception, the teachers were also conscious of the benefits
accruing to themselves from engaging in the procedure. Their expressed
delight and satisfaction at having the opportunity to talk about their
actual practice in their own terms suggests that in their normal encoun-
ters with student teachers their craft knowledge remained tacit; and their
claim that talking about their teaching in this way acted as a stimulus to
their reflecting on it hints at the possible professional development bene-
fits for them of working with student teachers. 
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Part C

The Way Forward
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6 Constructing a
school-based ITE 
curriculum

In this third and final part of the book, we consider the kind of school-
based curriculum that is needed, and that could realistically be developed,
for twenty-first-century schools. We shall be drawing on evidence from
around the world and, although thinking primarily of the English context
within which we have been working, aiming to develop ideas for school-
based ITE that could be put into practice in any national context. Our aim
is not to provide a blueprint. School-based teacher educators in different
contexts, working with their university-based partners, need to develop
for themselves the particular curricula through which they can most
effectively help student teachers to become intelligently constructive
members of the profession.

Our aim is to offer a co-ordinated set of ideas that can point the way
towards the creation of a high-quality school-based ITE curriculum. There
are two sorts of ideas: general guiding ideas and particular contributing
ideas. The ideas on which this chapter will focus are the general organiz-
ing ideas that we argue are key to the construction of such a curriculum.
For this, we shall bring together the ideas and research that we have dis-
cussed in Parts A and B of this book, together with ideas from other
sources.

What can be learned from the experimental initiative described in Part
B? Valuable as we believe that initiative was in its own terms, it was
intended also to be helpful in more general terms. What answers does it
give us to questions about the nature of a school-based ITE curriculum
that could achieve the goals we have suggested, about the viability of such
a curriculum, and about what would be involved in its development?

Having looked in depth at what can be learned from our efforts to
develop one possible element of the kind of curriculum needed, we shall
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go on to look at relevant initiatives elsewhere, to explore ways in which
our own vision might be enriched and broadened as a result of what can
be learned from them. Taking account of these different elements, and of
the ideas discussed in Chapter 3, this chapter will conclude with a general
overview of the kind of school-based ITE curriculum that is needed. 

What have we learned?

At the end of Chapter 3, we formulated some core guiding ideas for a
school-based ITE curriculum and also some questions to which we
needed answers. How far has the initiative described in Part B supported
our ideas? And how far has it answered our questions?

The study reported was concerned with questions about whether and
how student teachers could gain access to experienced teachers’ craft
knowledge. Reassuringly, it gave positive answers and also new insights
into what was involved. As can be seen from the account of the prelimi-
nary trials in the first part of Chapter 4, developing a procedure that
worked was far from straightforward. Student teachers do not tap into the
knowledge, skills and understanding embedded in experienced teachers’
classroom practice as a matter of course; they need planned structured
support. Equally, however, it became clear that they can be quite resist-
ant to such structured support. Being responsive to the needs and agen-
das of the student teachers proved complex and difficult. A good place to
start our consideration of the wider implications of the study is therefore
with the ways in which student teachers’ individual concerns, preconcep-
tions and needs can impinge on the development of an effective school-
based curriculum. 

The impact of student teachers’ agendas

The importance of student teachers’ agendas and beliefs 

The study reveals that many student teachers are strongly attached to
unhelpful preconceptions about both what they need to learn and how
they can best learn. In particular, many are very reluctant to abandon
their assumptions that teaching should be quite simple and that general-
ized solutions are possible and appropriate for all kinds of problems. They
tend also to have strong opinions about what can and cannot help their
learning – many, for example, believing that they have little to learn
except from teachers with whose overall teaching style they feel they can
identify. It takes time for them to learn that the skills they need are com-
plex and can only slowly be acquired.

The very strength of student teachers’ preconceptions means that the
success of ITE curricula is likely to depend in large measure on finding
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ways of ‘going with the flow’, using student teachers’ agendas rather than
opposing them. An important element in the procedure we developed
was that it gave a central place to the student teachers’ individual agen-
das, embedded as it was in an exercise about what kind of teacher each
of them wanted to be and about ways of becoming that teacher. As with
all learners, student teachers have to see the activities they engage in as
relevant to the needs they believe themselves to have. 

To persuade student teachers of the value of an activity, the timing has
to be right. We needed, in this case, to learn the importance of their being
asked to use the procedure only in the later stages of their course. During
their one-year programme, the student teachers’ ideas of relevance
changed substantially. It was only when they had achieved a basic com-
petence as classroom practitioners and were correspondingly confident,
that they were ready in school contexts to think beyond their more
immediate practical concerns. So it seems vitally important, in developing
structured curricula and procedures for school-based teacher education,
to take account of student teachers’ development and to match the learn-
ing activities we set up for them and the kinds of things we ask them to
learn with their readiness for such learning. The changing relationships
between student teachers and teachers also need to be considered. It
would, for example, be counter-productive to expect student teachers to
take the initiative in their learning in the early days in school. On the
other hand, there comes a stage when they have the confidence to take
the lead, and when that is likely to be accepted and even welcomed by
teachers.

This emphasis on student teachers’ developing ideas and agendas and
their readiness for certain tasks does not imply that there is much unifor-
mity in the development of their thinking. Despite common develop-
ments in their confidence, competence and openness to less immediate
issues, differences among them in their agendas and beliefs seem to be as
great as ever; and the strength of their personal agendas means that they
still need a good deal of rational persuasion about the value of any pro-
posed learning activity. So helping our student teachers to develop their
theoretical understanding of what was needed, through a fuller discus-
sion with them of the nature of teachers’ craft knowledge, seems to have
been quite important. And it was certainly also important – given the lim-
ited time available – to give them authoritative help in the form of a set
of clear, carefully justified, highly structured guidelines. They could be
relied upon to adapt and modify these guidelines to suit their distinctive
contexts and purposes. 

The importance of ‘fitting in’ 

Of immense importance to student teachers as adults learning to become
members of a profession is being inducted into the culture of the work-
place so that they can very quickly be accepted as workers on the same
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terms as established members of the culture. In the study reported, it was
such student teacher concerns that, on one hand, led to the strongest
resistance to the structured procedures promoted by us and, on the other,
confirmed to us the need for such procedures. These concerns to fit in and
be accepted were most apparent in two particular ways.

First, while most of the student teachers were ready to follow most of
the suggested procedure in its final version, there were some aspects of
the procedure to which they were generally resistant. In particular, they
widely resisted our advice to ask predominantly open questions, to con-
centrate on seeking explanations for what teachers did or achieved, and
especially to probe for fuller explanations. We cannot be sure why they
did this, but one likely explanation is that they believed such actions
would make them look ignorant and naïve, when what they wanted
above all was not to stand out as people who had a lot to learn about
teaching. 

Second, the student teachers were consistently concerned about what
they saw as the formality and artificiality of the procedure. In expressing
a desire to be ‘natural’, they were asking to be left alone to fit in with
what they saw teachers doing: informally discussing problems, negotiating
arrangements and sharing ideas, as they walked along corridors or
grabbed a quick cup of tea in the staffroom. For the most part, learning
opportunities for student teachers in schools at present tend generally to
be governed by the busyness of schools and teachers, and especially by
their own anxiety not to be out of step with the rhythms of school life. 

Such ‘natural’ learning opportunities, however, do not lead to student
teacher learning of the depth and the quality that is needed; instead, they
lead to the kind of learning for which, in present circumstances, student
teachers feel the greatest need, learning to ‘fit in’. It is partly in order to
avoid such felt needs that we need to move away from notions of school
experience and placement schools and towards a planned school-based
curriculum for ITE.

The influence of formal requirements 

Alongside student teachers’ individual but developing agendas and their
strong motivation to fit in and be accepted by teachers, a third powerful
factor was evident in shaping the way they responded to our initiative:
the formal requirements of the course. Simply because student teachers
want to complete their courses successfully, they give priority to meeting
these requirements. Most strikingly in this case, the student teachers
found their course a demanding one, especially in terms of the time that
was required for assignments and activities that were assessed; so their
attitude to the use of time was very strongly influenced by concerns about
what would contribute to their success. While a structured curriculum is
far from sufficient in itself to guarantee productive school-based learning,
it is probably a necessary condition, helping student teachers to allocate
their time and energy to useful learning activities.
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The needs and concerns of teachers

Our experiment also exemplifies how teachers’ needs will have to be
taken into account in developing a school-based ITE curriculum. As we
had anticipated, teachers commonly find it a difficult task to articulate
their normally tacit craft knowledge, and difficult also to recognize that
particular things that are obvious to them are far from obvious to others,
especially beginning teachers. Furthermore, they too are under constant
pressure, with more to do than there is ever time for. So teachers need a
lot of support and encouragement if they are to engage effectively in the
kind of school-based ITE that we are proposing.

The need for respect 

Student teachers themselves can do a great deal to motivate experienced
teachers to help them to learn, most significantly through showing evi-
dent respect for their expertise. The complex, intuitive and personalized
nature of their expertise means that teachers are, and generally feel, vul-
nerable to misunderstanding and to implied criticism. As became clear in
this experiment, it was only too easy for student teachers to ask questions
which, in their substance or style, undermined teachers’ confidence and
so their motivation to engage in such conversations with the students. In
contrast, student teachers who in the informed thoughtfulness of their
questions showed a sincere interest in wanting to learn to become teachers,
and a wish to understand the experienced teachers’ expertise, encouraged
teachers to accept the challenge of explaining their craft. 

The need to understand 

Teachers also need support from school colleagues and from university-
based teacher educators. Most crucially, such support is needed to help
teachers think through the work that they are doing with student teachers.
School-based teacher educators can use procedures effectively only if they
are able to do so actively and intelligently, having understood and been
persuaded by the rationale for these procedures. For example, many
teachers, suspicious that our proposed procedure might be encouraging
beginning teachers to copy their ways of doing things, used it enthusias-
tically and intelligently only after first being helped to think through the
benefits of student teachers understanding their craft knowledge rather
than imitating it. Given such an understanding, the teachers involved in
the experiment were motivated by the high value placed on their profes-
sional craft knowledge. As teacher educators, they appreciated the oppor-
tunity to talk about teaching as they themselves engaged in it, a very
different framework from the usual one of responding to the student
teachers’ strengths and limitations, and a framework which offered differ-
ent advantages for the student teachers’ education. They appreciated too
the equally novel fact, with its own complementary advantages, that the
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student teachers had the responsibility for formulating the questions to be
explored. The teachers’ enthusiasm for these kinds of broadening of the
normal narrow scope of school-based ITE is most encouraging.

The need to be businesslike 

Also very encouraging were the teachers’ responses to the formal plan-
ning of the procedure, so much disliked by the student teachers because
it was not the ‘natural’ way of doing things in schools. Teachers generally
welcomed the planning of clearly designated and protected times and
spaces for the conversations, and also the carefully structured nature of
the conversations. To them these aspects of the procedure, far from being
unnatural, were instead ‘businesslike’. Similarly, their attitude to the
amount of time needed for the procedure reflected just the kind of pro-
fessionalism that we believe is needed in relation to school-based ITE:
while all of them were highly conscious of the pressures of time, and
while some took the view that the procedure could not be regularly pur-
sued in existing circumstances, the majority view was that time can be,
and needs to be, found for activities which are of sufficient educational
value.

The need for professional development 

The teachers were conscious of the benefits of this kind of procedure for
themselves as teachers, asserting that focusing on their own craft knowl-
edge and talking about it in their own terms led to their reflecting on their
practice. In making plans for student teachers’ learning, it is worth bear-
ing in mind the enormous advantage of any arrangements from which
experienced teachers might feel they benefit.

Designing a school-based ITE curriculum

We identify five main lessons to be drawn from this experiment about
designing a school-based curriculum.

The need for preliminary exploration 

Although the basic idea from which we started proved in the end to be
fruitful, and although we ourselves were quite knowledgeable from the
start about schools and ITE, we needed to do a great deal of learning in
order to develop the basic idea into a workable procedure. For example,
we initially grossly overestimated how frequently it could be used,
severely underestimated how much guidance and education the student
teachers would need, and had to learn how important it was for this work
to be incorporated into the formal assessed curriculum. 

The general very important point is that it would be both easy and fool-
ish to underestimate the amount of learning that will be necessary in
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order to develop a high-quality school-based ITE curriculum. There is of
course a lot of highly relevant knowledge, both from experience and from
research, on which teacher educators can build; but a systematic
approach to school-based ITE is something new, and extensive creative
thinking, exploration, development and evaluation will be needed to
realize its potential.

The importance of a structured and assessed curriculum 

We argued in principle in Chapter 3 for a structured curriculum, but one
that would not interfere with the normal everyday work of schools and
that would indeed enable student teachers to gain access to and to under-
stand that work. The study reported in Part B surprised us, however, in
how important it showed such a structured curriculum to be. There are,
it is now clear, at least seven reasons for the importance of a formal struc-
tured school-based curriculum:

• The normal rhythm of school life provides very little of the necessary
time, space or encouragement for thoughtful, sustained reflection and
conversation.

• Incidental learning, although important, is very far from being ade-
quate.

• Much of the school-based learning that student teachers need to do
requires hard disciplined thinking and therefore both protected time
and planned professional support.

• The enormous pressure student teachers feel themselves under to pri-
oritize ‘fitting in’ has to be counterbalanced by other strong pressures.

• Other things being equal, student teachers sensibly give priority in allo-
cating their time to those things that are unambiguously necessary for
the successful completion of their courses.

• Experienced teachers engaged in teacher education value professional
and businesslike approaches to it, including diversified and structured
approaches for different purposes and explicit formal allocation of the
necessary times and spaces for specific activities.

• To be effective, a school-based curriculum needs very careful planning
in order to take account of, for example, the timing across the school
year of different learning activities, the crucial need to be responsive to
differences among student teachers, teachers and schools, and the con-
siderable logistical problems of ensuring that teachers can meet with
student teachers at appropriate times.

The need to balance considerations of content, context and process 

In Chapter 3 we suggested that, while work-based learning needs to be
structured as much as is necessary to maximize learners’ cognitive access
to the full normal realities of the work of teaching, it must not distort
those realities. And we also suggested that schools’ effectiveness as sites
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for ITE depends on their developing a general climate characterized by
active and evident professional learning. Student teachers need to learn
how to engage in the normal work of schools, but that need has to be bal-
anced with the needs both for a structured curriculum and for a cultural
context in which professional learning is accepted as normal and impor-
tant. Unless it is clear that ‘real’ teachers too are learners, student teachers
will resist anything that makes it obvious that they are learners and so
seems to set them apart from ‘real’ teachers. 

The importance of a university contribution 

While university-based teacher educators were clearly not at centre-stage
in an exercise that was school-based and was concerned with student
teachers accessing the craft knowledge of experienced teachers, their con-
tribution was nonetheless significant. The university had a key role to
play in framing the ways in which student teachers should go about their
learning – through, for example, developing student teachers’ generalized
understandings of the nature of classroom teaching expertise, the neces-
sary differences between novice and experienced teachers, and the
rationale for and nature of different kinds of learning activities. And,
while there is no reason why innovative initiatives should come from
universities, it does seem likely that there will be a general need for 
university-based teacher educators to play something of the role they
played in this case in supporting school-based teacher educators in man-
aging, developing and evaluating the initiative.

The need to question established practices 

The reported study is also a reminder that we should be prepared at least
to question the usefulness of some well-established ways of working with
beginning teachers in schools. Classroom observation, for example, is
most commonly carried out by student teachers at the beginning of their
programmes of preparation before they have had any experience of
teaching. From both the student teachers and the teachers in this study
came the suggestion that the former would be much better placed to learn
through observation later in the programme. With more developed
knowledge and understanding of classrooms and with some experience of
teaching, student teachers are better able to make sense of what they
observe. Moreover, given their overwhelming concern with developing
their own classroom practice, student teachers are much more likely to
see observation as relevant when they are able to focus on their own per-
ceived needs as beginning teachers.
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Learning from initiatives elsewhere

In this section we shall explore ways in which we might be able to learn
from other current attempts at ITE reform. In Chapter 1, we explained
our thinking in relation to a broad historical context, including especially
the strengths and limitations of the government-imposed move towards
school-based ITE in England in the early 1990s. And in Chapter 3, we
made use of helpful ideas from many other writers. Our concern here is
to explain how what we have argued for in this book relates to other spe-
cific initiatives for ITE reform and also how our purpose is different from
that of other major initiatives. Given this limited objective, we shall be
both selective and brief in our treatment of other initiatives.

The truth is that we have been disappointed not to find more in the lit-
erature of ITE reform that we could use in developing our own ideas. We
have wondered why this was so, and we have concluded that most other
initiatives have been directed towards different purposes from our own.
None of these purposes seem to us at all unworthy, but they have been
sufficiently different from our own for the strategies proposed for achiev-
ing them not to seem helpful for improving the quality of school-based
ITE. We shall consider several of these other purposes in turn.

Teacher recruitment

In many countries, perhaps most notably the USA and England, there has
in recent years been an opening up of diverse routes into teaching, many
of the new routes being employment-based. We wondered whether we
might have something to learn about school-based ITE from such alterna-
tive programmes.

Stoddart and Floden (1996) examine the differences between tradi-
tional and alternative routes in the USA. Although they point out that
‘even a cursory examination of alternate certification programmes would
show that they vary widely in purpose, content and structure’ (1996: 90),
they also point out that ‘a key difference between alternate and university-
based programs is the context and focus of the training … alternate certi-
fication programs provide in-service professional education while
candidates are engaged in full-time teaching responsibilities’ (1996: 91),
and that ‘alternate-route programs tend to focus on the pragmatic aspects
of teaching’ (1996: 92).

In England, the Graduate Teacher Programme (GTP) is the most recent
and appears to be the most successful of successive alternative schemes
promoted by the government since the early 1990s. It is an employment-
based route into teaching, designed primarily for trainees who are addi-
tional to school staffing, but with schools training them on the job and the
government paying a grant towards both salary and training costs. Ofsted
(2005: 2), the government-appointed inspectorate, found that ‘the GTP
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attracts good candidates with the potential to be effective teachers and
makes a strong contribution to recruitment in secondary shortage subjects
and from under-represented groups’. However, while ‘an important
strength of GTP training is the range of opportunities for trainees to
become more fully immersed in school life and gain a breadth of whole-
school professional experiences’ (Ofsted 2005: 7), it is disappointing that
the Ofsted report does not mention any interesting new developments in
school-based ITE.

While it would be naïve to suggest that improved recruitment has been
the only motivation for the opening up of alternative routes into teach-
ing, it certainly has been one major motive and the primary rationale for
it, both in the USA and in England. The schools’ major concerns have
been to attract reasonably qualified new teachers. The new teachers’
major concerns have been to be able to cope with the demands upon
them, and to be paid even while they struggle to learn the job. And, as is
clearly reflected in the Ofsted (2005) report, however much the authori-
ties have been concerned to maintain basic standards, they have not been
looking to these alternative programmes for improvements in the quality
of ITE. Given recruitment as their priority purpose, we should not expect
to find anything to build on there.

Reforming university-based ITE

Many thoughtful teacher educators in many different countries have in
recent years reflected on their experiences and on the now extensive
research literature on teacher education, and have developed and tried
out plans for reform. Many of these initiatives have been based on under-
standings quite similar to our own, but the reforms have not tended to
involve a move away from university-based schemes. We can exemplify
this tendency by reference to one of the most thoughtful and ambitious
of these reforms, by a group at the University of Utrecht in the
Netherlands, led by Fred Korthagen (2001).

Korthagen and his colleagues have developed an approach to ITE
which they describe as ‘realistic teacher education’. Like us, they have
rejected the theory-into-practice approach to ITE because it is ‘unrealis-
tic’. Instead, they take very seriously the thinking and concerns of indi-
vidual student teachers and plan their programme on the basis of 

three basic principles in professional learning: … A teacher’s profes-
sional learning will be more effective when:
1. directed by an internal need in the learner ...
2. rooted in the learner’s own experiences ...
3. the learner reflects in detail on his or her own experiences.

(Korthagen 2001: 71)
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It follows from these three principles that the teacher educator should
give priority to helping student teachers to become aware of their individ-
ual learning needs, to find useful experiences, and to reflect on these
experiences in detail. Useful experiences will be challenging, but will not
be too threatening, at each stage in the individual’s development. Teacher
educators must give a great deal of attention to student teachers’ emo-
tions, and must not ‘push’ student teachers prematurely to recognition of
their learning needs.

The teacher education curriculum should be planned, it is suggested, so
that practical experiences and reflection upon them are part of a long-
term development process. Experienced teacher educators should be able
to predict what types of problems and concerns are generated by different
kinds of practical experiences, as well as what kinds of theory can fruit-
fully be connected to these problems and concerns. The fundamental
principle, however, is that skills or theories should only be introduced
when student teachers have felt the need for them, perhaps as a result of
experiences deliberately planned for them.

As Korthagen emphasizes, such a programme depends for its success
on a close integration of school-based and university-based elements; and
we hope that the very summary account that we have given of the
Utrecht group’s thinking is nonetheless recognizable as echoing many of
the ideas in this book. But, admirable as we find much of that thinking, it
is not something on which we have felt able to build, and that is because
Korthagen’s teacher educator unambiguously inhabits a university. There
is no place in his model for teachers’ expertise, nor for the agency of
school-based teacher educators, nor even for schools as sites where prac-
tical theorizing  needs to be engaged in. While there is much in his model
that might usefully complement the work of school-based teacher educa-
tion, his enterprise – and others concerned with the reform of university-
based teacher education – is a very different one from ours.

School–university partnerships

The idea of partnerships between various groups interested in
improving the quality of education is not new. There is a burgeon-
ing literature that extols the virtues of school–university partner-
ships and the contribution they make to teacher professional
development at the school and system levels, to reforming schools
and universities’ practices and procedures, and finally bringing rele-
vance to educational research.

(Sachs 2003: 65)

Writing in the context of ‘reconceptualizing teacher education pro-
grammes’, Sachs explains that her interest is in the operation of such part-
nerships. She emphasizes the different possible terms of partnership and
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expresses a strong preference for those where there is ‘a two-way model
of reciprocity’ and where the power relationships are ‘more collaborative
and equal’. Extrapolating from an important Australian project of the
1990s, the Innovative Links between Schools and Universities Project for
Teacher Professional Development, she argues that partnerships between
university-based and school-based staff should aspire to being ‘communi-
ties of practice’, and goes on to elaborate on how a partnership for ITE
would work.

Sachs seems to be far from alone in Australia in taking the nature of
school–university partnerships as her starting point and in extrapolating
from partnerships for teachers’ professional development and for research
to partnerships for ITE, as is apparent from the review of Australian part-
nerships for ITE by Brisard et al. (2005). They quote Chapman et al. (2003)
as describing a number of ‘practice-based partnerships’ offering innova-
tive ITE programmes considered by the Australian Council of Deans of
Education to ‘highlight the positive impact of greater institutional links
and emphasize how innovation within teacher education is clearly linked
to building a culture of innovation in schools’ (ACDE 2003: 7).

These innovative programmes of initial teacher education all display
the following common features:
• The primary focus of the school–university relationship is the

enhancement of pupils’ learning.
• The program centres on the formation of a learning community

made up of student teachers, mentor teachers and teacher educa-
tors working together as ‘learning partners’ in the authentic con-
text of schools, to better understand and enhance teaching and
learning.

• Opportunities are provided for student teachers and schools to pur-
sue collaborative curriculum inquiry, curriculum development and
teaching practice investigations.

• The program places professional practice at the centre of the 
student’s learning and theory and practice are not treated sepa-
rately but are connected through collaborative reflective inquiry
and/or collaborative problem-solving.

– Schools and Faculties collaborate on program design and delivery.
(Brisard et al. 2005: 88)

Although as yet we have limited information about them, these innova-
tive programmes do indeed seem very interesting. More generally, we
cannot but applaud the strong emphasis in Australian debate on equality
and reciprocity in school–university partnerships. Whether or not they
are right in their apparent concern to give priority to the creation of
multi-purpose partnerships and then to develop ITE programmes as one
element of these partnerships, we cannot tell. Our own concern has been
to focus on what is needed for high-quality ITE, including what kind of
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partnership is required. When, in other contexts, we have been con-
cerned with school–university partnerships for research, for school
improvement, or for professional development, rather different issues
seem to have arisen. But all that can be said at this stage is that the
Australian approach seems to be very different.

Distinctive as the Australian approach certainly is, it does seem to have
some similarities to the Professional Development School movement in
the United States, to which we now turn.

Reforming America’s schools

Several major reports in the USA in the 1980s sought to address two
broadly similar problems. The central perceived problem was the alarm-
ingly bad state of the USA’s public schools, of student achievements in
these schools and of the teaching these students received. A second prob-
lem, contributing to the first, was claimed to be the inadequate and unre-
alistic ITE provided by the country’s colleges of education and
universities. Solutions to these problems were similarly seen as closely
linked. Goodlad (1990), for example, coined the phrase simultaneous
renewal to capture his vision of how radical reform in teacher education
could also be a key to solving the problems of public schools. The phrase
Professional Development Schools (PDS) was that chosen by probably the
most influential series of reports, those of the Holmes Group (1986, 1990,
1995), to describe an institution that was central to its thinking about
such simultaneous renewal.

As Darling-Hammond (1994) describes them, PDSs are schools, work-
ing in close partnership with universities, in which student teachers enter
professional practice by working with expert practitioners, and where
they learn under intensive supervision about state-of-the-art practice.
They are schools, too, where veteran teachers not only have exceptional
opportunities for their own professional development but also assume
new roles as mentors, university adjuncts and teacher leaders. They are
also, ideally, ‘schools in which practice-based and practice-sensitive
research can be carried out collaboratively by teachers, teacher-educators
and researchers’ (Darling-Hammond 1994: 102). These schools were
therefore to be in the vanguard of the ‘simultaneous renewal’ through
which both the quality of teaching in schools and the preparation of
beginning teachers were to be transformed.

The idea of PDSs clearly captured the imagination of many people in
American university schools of education and led them, during the 1990s,
to develop hundreds of PDS schemes in partnership with local groups of
schools. This has led in turn to an extensive literature describing, celebrat-
ing, evaluating or investigating these initiatives. One is struck most of all,
in studying this literature, by the extraordinary ambition of this university-
led reform movement, both in the variety of elements it involves and in
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its aspiration to reform the country’s schools. Both these characteristics
are apparent, for example, from Valli et al.’s (1997) excellent review of
research on PDSs. These reviewers found that researchers had focused on
a considerable variety of themes, with collaborative relations – an intended
means towards other reforms – being the only focus common to most
studies. They concluded also that ‘Tomorrow’s Schools offers an ambitious
and compelling vision of reform. Partners are, however, having great diffi-
culty in carrying out that vision. In many instances, the vision has become
so narrowed as to be almost unrecognisable’ (Valli et al. 1997: 298).

Valli et al. (1997) suggest that, however attractive the vision, the rhet-
oric may be counter-productive if, as it seems, it is unrealistically ambi-
tious. Other evaluators have also questioned the realism of the Holmes
vision of what PDSs could do. Ross (1995), for example, notes the fragility
of PDS schemes which, although numerous, have characteristically been
very small-scale initiatives, dependent on inspirational individual leaders
and on ad hoc financial support, and which have had to deal with formi-
dable obstacles, such as barely compatible state policies.

It seems likely to us, then, that much more has been expected of PDSs
than they could credibly hope to deliver. Attempting too much with too
few resources, it was easy in practice for them to fall prey to inconsisten-
cies between the assumptions implicit in different strands of their enter-
prise . In particular, the idea of collaboration between school teachers and
university staff is regularly highlighted, but inconsistencies regularly
appear with regard to the nature of that collaboration. Principles of equity
and mutual respect are asserted, and there is occasional mention of the
complex and distinctive nature of teachers’ practical knowledge. In prac-
tice, however, the university staff’s greater confidence in their own
knowledge and its value for school renewal, together with experienced
school teachers’ eagerness to learn new ideas, seems to have meant that
PDSs have generally been used to strengthen the old theory-into-practice
version of ITE rather than to offer anything fundamentally new.

The published literature shows this tendency with differing degrees of
awareness. Many studies (e.g. Allexsaht-Snider et al. 1995; Stanulis 1995;
Grisham et al. 1999) describe the work of PDSs with enthusiasm and lit-
tle apparent awareness of the lack of respect revealed for practising
teachers’ expertise. Other studies adopt a more consciously critical role in
reporting what they see as a failure to move beyond the traditional ways
of thinking about student teachers’ learning. Bullough et al. (2004), for
example, report a study of the perceived and experienced roles of clinical
faculty associates (CFAs), teachers who, as proposed by the Holmes Group
(1995), would come from ‘the ranks of distinguished school practitioners’
and would ‘form a living bridge between campus and practice’ (Bullough
et al. 2004: 505–6). They found, however, that the CFAs and most perma-
nent university staff saw the primary CFA role as being to ensure that 
student teacher practice is congruent with what is taught on campus. 

156 Learning teaching from teachers

BL2339-07-chapter 06  11/7/06  20:13  Page 156



The enormous scale and the internal diversity of what has been done
within the PDS movement in the USA mean that any generalized judge-
ment of it would be rash. We have, however, found very little indeed
within that movement that seems relevant to the kind of school-based
ITE for which we have been arguing. Developing the quality of ITE seems
to us to be too demanding a task to be successfully undertaken as a side-
issue – but that seems to be what has been attempted.

The development of good practice in school-based ITE in England

In England, selected schools have been funded as Training Schools by
government since 2000 ‘to develop and disseminate good practice in ini-
tial teacher training, train mentors and undertake relevant research’
(Ofsted 2003: 1). Ofsted claim that ‘the Training School programme rep-
resents good value for money’ and that ‘the programme has had a very
positive effect on ITT’ (2003: 2). This positive effect is reported to be pri-
marily in the numbers of trainees taken on by the schools, the greater
number of teachers trained for and involved in mentoring, and claimed
improvements in the quality of mentoring. Some developments in train-
ing procedures are mentioned such as ‘cross-phase work in modern for-
eign languages; the use of interactive whiteboards; teaching citizenship;
and supporting pupils with English as an additional language’ (Ofsted
2003: 8–9); but little information is provided about such developments.
We have been disappointed not to find reports of more imaginative devel-
opments in school-based ITE practice in Training Schools.

Nonetheless, the Training Schools initiative is the one reform initiative
that we have identified that shares our own purpose of developing good
practice in school-based ITE. In that it is essential that there should be a
body of selected schools committed to treating ITE as a priority concern,
accustomed to receiving substantial numbers of student teachers, with
staff who recognize their need to develop specialist expertise as school-
based teacher educators, and with adequate resources to undertake this
work, it is an excellent initiative. There is some evidence, too, from the
Ofsted report and from our own direct contacts, that Training Schools are
beginning to consolidate a degree of good practice. What they have yet to
do, in our judgement, is to develop a guiding vision of what they might
do. We hope that his book will help them.

A summary of our general organizing ideas

As indicated in the previous section, we were disappointed when we
explored the international literature for other initiatives that might com-
plement and enhance our own general ideas for developing school-based
ITE. It is not that there has been a lack of related thinking elsewhere. But
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as yet we have not found well-developed ideas elsewhere for thoughtful,
serious school-based approaches to ITE. So for the moment we are
dependent on the general thinking developed in Part A of this book, and
especially in Chapter 3, and on the more generalized conclusions we were
able to draw from the initiative reported in Part B, as outlined in the first
section of this chapter. It is appropriate here simply to summarize these
ideas.

There have been three central themes. One is that the theory-into-
practice conception of ITE that dominated the twentieth century is fun-
damentally flawed and needs to be replaced. The notion that student
teachers should learn good theoretical ideas in universities, and then put
them into practice in schools, is flawed in many ways but most obviously
in that it is based on quite false conceptions of the nature of teaching
expertise and of how such expertise is developed. It is a conception of ITE,
furthermore, that has scandalously neglected the expertise of experienced
teachers.

The second central theme has been that the highly pragmatic but
bureaucratic conception of ITE that has largely replaced theory-into-
practice in England in recent years is equally flawed, again most obviously
in that it is based on quite false conceptions of the nature of teaching
expertise and of how such expertise is developed. And again it is a con-
ception of ITE that has scandalously, if less obviously, neglected the
expertise of experienced teachers. Furthermore, it has in large measure
neglected the relevant knowledge that can be derived from the academic
study of teaching and learning.

The third and most important theme is that it is possible and would be
highly fruitful to develop planned and structured school-based ITE curric-
ula realistically designed to enable beginning teachers to develop the
expertise and the understandings that they will need as classroom teach-
ers. These curricula could use, for example, the organizational frame-
works that are current in England, but would be based on our best
understandings of the nature of classroom teaching expertise and how it
can be learned; and it would treat the expertise of experienced teachers
as a major resource. It would emphasize ‘practical theorizing’ as a means
through which student teachers would be asked to draw critically on
diverse kinds of knowledge in order to develop valid teaching expertise;
and as a means through which they should continue to learn and
improve throughout their careers as teachers.

It is almost as important to emphasize what has not been offered in this
book as what has been offered. Our discussion of issues in teacher educa-
tion has been far from comprehensive. For example, we have completely
ignored the fundamental issue of how subject knowledge has to be trans-
formed for effective pedagogy, and therefore of how beginning teachers
have to relearn subjects as they learn to teach them. That massive omis-
sion exemplifies very clearly how we have in this book only made a start,
pointed a direction, for the work that is needed. We hope that others will
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take up the challenge of exploring what would be involved in the subject-
specific component of a school-based ITE curriculum for student teachers
of, for example, science or geography. How would a practical theorizing
curriculum help them to transform their substantial academic knowledge
of their subjects into subject pedagogical expertise, drawing on the
expertise of subject teachers in their schools, on research and professional
literature, and on their carefully planned experiences of subject teaching?

There are other major issues that we have not dealt with. For example,
if practical theorizing is to play such a central part, how should student
teachers’ efforts at practical theorizing be assessed? University-based
teacher educators are of course well used to assessing student teachers’
thinking, as expressed in written essays. Should they continue to do so,
even for practical theorizing in the context of school-based curricula? Or
should school-based teacher educators take on the responsibility for both
formative and summative assessment, drawing on their distinctive contex-
tualized practical expertise? Or, since it is important for student teachers to
develop practical theorizing expertise for use throughout their careers as
teachers, should the emphasis shift from assessment of written practical
theorizing towards other forms of assessment? There are many such ques-
tions to be considered.

Our purpose here, however, is to summarize what we have already
written in this book, not to raise new issues. We can perhaps best sum-
marize our ideas by comparing key elements of the three conceptions of
ITE that we have contrasted. That is what we attempt to do in Table 6.1.
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7 Elements of a 
school-based ITE
curriculum

In Chapter 6, we discussed the general organizing ideas that should guide
the construction of a school-based ITE curriculum. In this final chapter we
shall focus on more particular ideas that appear to us to be among 
the useful elements from which an appropriate curriculum might be 
constructed. 

At present, by far the greatest part of student teachers’ time in school,
especially in the last two-thirds of their courses, is spent teaching classes
that would otherwise be taught by members of the school staff, in prepa-
ration for that teaching and in discussing lessons they have taught. How
far do we envisage changes to this pattern?

The first thing to be said is that extensive practice in classroom teach-
ing and in preparing for that teaching is vitally necessary for student
teachers: they do need to engage over and over again in these complex
tasks if they are to attain the necessary wide-ranging competence, fluency
and confidence to be properly employed as classroom teachers. But the
second thing to be said is that this practice could surely be more efficiently
used for student teachers’ learning. Indeed, both student teachers them-
selves and the teachers with whom they work tend to view the greater
part of this practice not primarily as an opportunity for student teachers’
learning but rather as a contribution by them to the work of teaching
school pupils. There is nothing wrong with that: most teachers are so
overworked that any help for them is to be welcomed; and, as we recog-
nized in Chapter 3, student teachers’ coming to see themselves as real
teachers – doing the work of the school – is an important part of their pro-
fessional learning. Nonetheless, without questioning either of these
important benefits, we believe that more thought should be given to 
maximizing the learning benefits to be gained from student teachers’
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extensive practice; and one element of that rethinking might involve con-
sideration of some limited reduction in the amount of that practice, to
make space for other things.

In asking about the efficiency with which student teachers’ practice in
whole-class teaching is used for learning to teach, we need, among other
things, to consider whether the practice is sufficiently differentiated, and
focused on the variety of tasks in which they need to develop expertise.
For example, is there appropriate progression throughout their course,
with tasks in which they have achieved adequate competence being
replaced by new and more demanding tasks? Another consideration
should be whether the practice is appropriately combined with modelling
and feedback opportunities of sufficient quantity and quality. A further
concern is that as much of the guidance from experienced teachers as pos-
sible should not be restricted to giving practical advice but should be
deliberately structured to foster practical theorizing. 

The ten particular ideas that we shall discuss here would contribute in
different ways to a planned school-based curriculum. Some of them are
about social processes that could contribute to student teachers’ learning.
Others are more concerned with the content of parts of the curriculum or
with the pursuit of particular purposes. They are, we believe, useful ideas;
but how they would relate in practice to each other or to the whole cur-
riculum are issues that we have left open.

Specific suggestions for social processes contributing to student
teachers’ learning

This section focuses on ideas concerned with making fuller use of differ-
ent sources and processes for student teachers’ learning about classroom
teaching. The initiative we described in Part B of this book concerned a
new approach to modelling, as part of a larger task that included both
practice and feedback and was appropriate for the later part of ITE
courses. One of the specific elements that we suggest in this section – col-
laborative planning and teaching – is an approach to practice, modelling
and feedback that is worthy of much fuller and more deliberate use in the
earlier part of courses. Another of these elements focuses on progression
in approaches to feedback and evaluation. A third focuses on a much neg-
lected but immensely valuable perspective, that of the pupils taught by
student teachers, while a fourth is aimed at making the most of the
mutual support that student teachers can give each other. A fifth element
seeks to ensure that student teachers are enabled to learn from all the
teachers whose classes they teach. 

162 Learning teaching from teachers

BL2339-08-chapter 07  11/7/06  20:14  Page 162



Collaborative planning and teaching

It is not uncommon for student teachers, when observing a teacher in a
classroom, to be invited to work with individual pupils or small groups.
What is far less common, however, yet considerably more valuable in
terms of the student teachers’ learning, is for them collaboratively to plan
and teach a lesson or series of lessons with their mentor.

The complexity of classroom teaching is such that it is unrealistic to
expect student teachers in their first few weeks in school successfully to
plan and teach complete lessons on their own. Throwing them into the
deep end can lead to both student teachers and pupils drowning. Yet,
learner teachers can only acquire the vast range of skills that they need for
classroom teaching by trying them out in real classrooms with real pupils.
Collaborative planning and teaching reduces the complexity of the teach-
ing task for beginning teachers while at the same time enabling them to
try out more ambitious ways of working than would be possible if they
were teaching on their own. Above all, it offers the beginning teacher a
protected but authentic environment for practice. The many benefits for
student teachers are succinctly summed up by Burn (1997: 160):

Planning with a mentor gives student teachers access to an experi-
enced teacher’s methods and insights and impresses upon them the
need for rigorous planning. Taking responsibility for parts of a lesson
enables student teachers to come to terms with real teaching while
remaining in a protected environment. By narrowing the focus and
removing some of the panic and confusion, it allows student teach-
ers to approach the task of teaching more rationally, both while
engaged in teaching and in analysing it afterwards.

While mentors can experience uncertainty about acceding to begin-
ning teachers’ wishes to ‘be left to get on with it in the classroom’, 
they are also inclined to be reluctant to ‘intrude’ by taking part in the
beginner’s teaching. Sharon Feiman-Nemser, a leading North American
authority on mentoring, suggests that seeing mentoring as ‘assisted per-
formance’ frees the mentor from any such reluctance, providing as it does
‘a justification for mentors to participate with novices in the everyday
activities of teaching in order to scaffold their learning’ (Feiman-Nemser
and Beasley 1997: 109). ‘Through their joint participation in activities
authentic to teaching’, they explain, ‘the mentor and novice develop
shared understandings about the meaning and purposes of these activi-
ties, and the novice gradually internalises ways of thinking, problem-solv-
ing and acting needed to carry them out’ (1997: 108).

This particular approach to practice, modelling and feedback is a very
productive way of working at any stage of a beginning teacher’s learning,
not least because it is such a rich source of different kinds of learning. At
first, when planning the lesson together, the mentor will necessarily have
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a more prominent role than the student teacher. While student teachers’
knowledge of the subject may well be equal to or even better than that of
their mentors, their pedagogical knowledge will be limited. In the early
stages, then, the mentor will have to spell out in detail the wide range of
considerations he or she is taking account of, making explicit understand-
ings that, when working alone, would be taken for granted. In the begin-
ning, therefore, the emphasis is on modelling planning. As the student
teacher’s own craft knowledge develops, the planning will become more
truly joint planning, with two professionals sharing ideas. The develop-
ment of the student teacher’s craft knowledge also means that there will
be an increasing shared body of knowledge and understanding that can
be taken for granted, freeing both to focus more on imaginative lesson
design. There are also opportunities for progression in terms of the scope
of the planning. In the beginning, the focus will necessarily be on single
lessons, whereas later the mentor and student teacher can co-plan a com-
plete module or unit of work, with some lessons taught by the mentor,
some by the student teacher and some by them working together in the
classroom.

Similarly, in the co-teaching of lessons, mentors can from a very early
stage set student teachers progressively more challenging teaching tasks
that are important for their learning but that with care they can accom-
plish successfully. Even after student teachers have reached the stage
where they need, and can safely be trusted, to teach lessons on their own,
their learning can still be enhanced through the occasional co-teaching of
lessons, in which the use of ambitious teaching strategies can be explored.
And while the primary concern of this element of the curriculum is the
student teacher’s learning, there are potential benefits for the pupils too.
When two teachers are working together, there are more opportunities
for the pupils to learn through engaging in such activities as debating and
role play, as well as the likelihood of their receiving more individual
attention and support. At the very least, there is no danger of the pupils’
learning experience being impaired by a beginner learning to teach on
their own through trial and error.

Paired student teaching 

Are there advantages to be gained from student teachers working in pairs
with the same classes and the same mentors? Our discussion of this idea
relies primarily on two contrasting sources. We have direct experience of
its use in a secondary school context in the Oxford Internship Scheme,
where it has been used from the start in 1987. In that context it involves
pairs of student teachers working in the same school subject departments
with the same mentors, teaching some classes jointly but spending more
time teaching classes individually. Our other main source is the reports of
an experiment by Bullough et al. (2002, 2003) in two large inner-city ele-

164 Learning teaching from teachers

BL2339-08-chapter 07  11/7/06  20:14  Page 164



mentary schools in the USA, where pairs of student teachers with the
same classes and the same mentors were compared with student teachers
working individually. What we have learned from both these sources, and
from others, leads us unreservedly to commend this idea.

This kind of arrangement brings many advantages for mentors and for
their departments. Two student teachers bring twice the financial
resources brought by one, but a pair of student teachers does not gener-
ally require twice the time required by one. While the individual needs of
each do have to be attended to, dealing with a pair presents many oppor-
tunities for mentors to use their time more efficiently. And it is not just
through greater efficiency that mentors save time. As Bullough and his
colleagues found, much of the emotional support for individual student
teachers that can take a great deal of mentors’ time and energy tends in
the paired context to be sought from, and to be very effectively given by,
partner student teachers to each other. In other ways, too, some of the
pressure seems to be taken off mentors. Where student teachers are
teaching a class together, mentors seem to be less anxious about things
going wrong – for example, through discipline problems – and to feel
more able to adopt a collaborative role rather than an authoritarian one
in the planning of lessons.

Student teachers, too, can gain considerably from working in pairs. The
emotional support they can give each other is likely to be more readily
available, but also fuller, warmer and less complicated by formal respon-
sibilities than that which mentors can give. Bullough et al. (2002: 74)
reported that ‘perhaps the most dramatic difference between partner- and
single-placements was the kind and quality of the support available.
Partners became friends but also invested in one another’s development
as teachers’. Paired student teachers provide not only emotional support
for each other but also an additional rich source of ideas, of practical help
in the classroom and of feedback on each other’s teaching. They also pro-
vide for each other the very distinctive opportunity of observing the
teaching of someone at a comparable stage of development, which can
then be analysed, discussed and learned from.

Paired student teaching thus seems to add an extra dimension to the
process of student teachers’ learning, one that they value considerably.
But it may be argued that it is not just the process that is enriched, but
also the learning outcomes. Bullough and his colleagues place high value
on the fact that paired student teaching allows and encourages student
teachers to understand and acquire what Borko and Putnam (1998: 46)
call ‘a different kind of competence for thoughtful teaching – the ability
to draw upon the knowledge and expertise of others and to contribute
one’s knowledge in productive ways to the group’. Mills (1995) also
found that paired student teaching was valuable for the development of
such collaborative professional skills.

Other potential beneficiaries from paired student teaching are the
school pupils. Indeed, the mentors involved in Bullough et al.’s (2003)
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study saw the greatest benefit as being in the quality of the pupils’ learn-
ing experiences. The combined advantages of the student teachers being
able to share the work of planning and teaching, and also of stimulating
and challenging each other’s thoughts and efforts, left these teachers in no
doubt that their pupils were being offered consistently high-quality learn-
ing experiences.

The advantages of paired student teaching depend on it being used
flexibly; and in our experience, there is no problem about doing that. It
may be useful for a pair of student teachers to be given joint responsibil-
ity for one class and perhaps also to collaborate with their mentor in the
teaching of another class; but of course they will both need extensive
experience of teaching other classes on their own. Similarly, they will
benefit from some joint meetings, but also some individual meetings, with
their mentor, and from undertaking other tasks in the school or depart-
ment, some jointly and some individually.

Consulting pupils about classroom teaching and learning

That teachers should consult their pupils about how to improve classroom
teaching and learning is an increasingly widely accepted idea, for two
very good reasons. The first – articulated, for example, by the 1989 United
Nations Convention on the Rights of the Child – is that children should
be recognized as full human beings whose views should count in deci-
sions about all aspects of their lives. Second, there is good reason to
believe that the quality of teaching and learning in schools can be signif-
icantly improved through regular pupil consultation, because pupils have
useful ideas to offer and because they find teacher responsiveness to their
ideas very motivating (Rudduck and Flutter 2004). 

Nonetheless, pupil consultation seems to remain an idea that is quite
rarely put into practice, also for understandable reasons. Many teachers
are in principle ready to take account of pupil ideas, and good practical
advice is available about how to engage in pupil consultation (MacBeath
et al. 2003); but in practice the idea involves the considerable challenges
of finding time to consult pupils, of taking account of big differences
among pupils in their classroom experiences (though not in the kinds of
teaching they value), and of combining responsiveness to pupils with all
the other demands upon teachers (Arnot et al. 2004). So, for most prac-
tising teachers, pupil consultation seems as yet to be little more than a
good innovative idea.

For student teachers, however, pupil consultation is surely an excellent
practice, and one which could contribute substantially to all three of the
goals we have suggested for ITE. Pupils’ insights should be of immediate
help to student teachers in developing their competence. Learning how to
consult pupils effectively and how to use their ideas should also be of
long-term value throughout their careers. And engaging in such consul-
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tation should also offer a good opportunity for student teachers to learn
to respond constructively but critically to proposed innovations.

Pupil consultation is an excellent example of an idea that is obviously
good when considered in generalized academic terms, but much more
complex in practice. How to use it effectively has to be the subject of seri-
ous practical theorizing. Careful and realistic planning is necessary in
order, for example, to help pupils to reflect seriously, possibly for the first
time, about the classroom practices that help or hinder their learning, to
consult all the pupils in a class effectively and efficiently, and to persuade
pupils that all their ideas have been considered seriously, even though
only some of them may demonstrably be used. Student teachers also 
need to consider, with the help of appropriate evidence, the consequences
of their consultations for themselves and for the pupils, and the cost-
effectiveness of the procedures they have used. They need to reflect on
how their initial attempts might be improved, how regularly such consul-
tation might fruitfully be conducted, and how valuable and sustainable
such practices are likely to be for them as they become more experienced
and acquire greater responsibilities. They need, too, to have good oppor-
tunities to discuss the idea and their experiences of it with experienced
teachers, some of whom may be sceptical of its value.

For those planning school-based ITE curricula, important decisions
need to be made about how much to structure student teachers’ work in
consulting pupils. On the one hand, they will need a good deal of explicit
guidance about the possibilities, since they are probably being asked to go
beyond schools’ established practices. On the other hand, they are likely
to benefit most from being able to try out and to evaluate their own best
thoughts about pupil consultation. Another key element in planning for
pupil consultation as part of ITE curricula will be, as in the initiative
reported in Part B, getting the timing of it right. Premature pupil consul-
tation, before student teachers have acquired some necessary competence
and confidence in managing classes, could expose them to morale-
sapping criticism. But it would be best for them to start consulting pupils
before they begin to establish personal patterns of teaching that exclude
such consultation. And a third important consideration in the curriculum
planning will be getting the right degree of university involvement. It
should certainly be the task of university-based staff to provide helpful
syntheses of research-based knowledge about pupil consultation, and to
give guidance about potentially fruitful practices and possible problems.
But the fruitfulness of this element of the curriculum is likely to depend
heavily on the value placed on it by school-based teacher educators and
by other practising teachers, and on the extent to which they actively
engage with it.
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ITE as a shared responsibility of subject or stage teams

School-based ITE is heavily dependent on the willingness of experienced
teachers to engage in guiding and supporting the learning of student
teachers in schools. This professional activity is commonly referred to as
‘mentoring’, and few would contest its definition as ‘face-to-face, close-
to-the-classroom work on teaching undertaken by a more experienced
and a less experienced teacher in order to help the latter develop his or
her practice’ (Feiman-Nemser and Beasley 1997: 108). It is individual
teachers acting as mentors who have become key figures – perhaps the
key figures – in school-based ITE. While it is of crucial importance that
there should indeed be a ‘mentor’, the lead teacher educator for any sub-
ject or stage context within a school, the opportunities for student teach-
ers’ learning can be much enhanced if the activity of ‘mentoring’ as
defined above is distributed among a wider group of teachers.

It is important that student teachers learn from the professional craft
knowledge of a number of experienced teachers. It is also important that
the teachers with whom they most regularly work should view them-
selves as a team. This team would most likely be a subject or a stage team;
and shared concern within the team for the student teacher’s learning
would be a highly desirable spin-off from their common concern with
their pupils’ learning and with their own collective professional learning.
Such teams are often, and with some validity, characterized as ‘commu-
nities of practice’, since isolated practice is increasingly giving way to
more collaborative ways of working. And, as Sutherland et al. (2005: 90)
assert, ‘one of the challenges of educating pre-service practitioners is to
provide them with opportunities for authentic experiences in the com-
munities of practice they are training to join’. 

The design and planning of a school-based curriculum for the student
teachers in any one school are likely to take place at a number of levels.
Outline planning will properly be a whole-school task, undertaken in
partnership with the university or college. When it comes to a more
detailed planning of the particular elements of the ITE curriculum in rela-
tion to classroom teaching and learning, it makes sense for the task to be
delegated to the subject or stage teams who both plan and implement that
element of the school curriculum. They are the teachers best placed to
work out how a beginning teacher might learn how to teach their partic-
ular subject or at their particular stage.

With their developed interest in, and understanding of, the processes
involved in learning to teach and in guiding and supporting that learning
in school, the subject or stage mentor will properly take the lead in both
the planning and the implementation of the student teacher’s curriculum
in relation to classroom teaching. However, the credibility and authentic-
ity of that curriculum depend to a great extent on it being recognized as
a shared responsibility of the team. The role of mentor is wide-ranging,
but the most important and probably the most challenging aspect of that
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role is leading a wider team in planning and agreeing an ITE curriculum
for which it is prepared to share responsibility. 

In carrying out this aspect of their role, mentors need to ensure that
everyone in the team:

• understands the nature of the partnership and is clear about the
responsibilities of the different members of the partnership, including
the student teachers;

• is supported in their work with student teachers and is given every
opportunity to develop the skills needed;

• is kept fully informed of the individual student’s programme and
progress.

It is likely that members of the team will include talk about their work
with the student teachers in their regular informal conversations about
pupils, lessons, the school managers, and so on. While this is valuable, it
is also worth considering a more structured approach to the exchange of
information. The mentor may decide to draw up and distribute copies of
the student teacher’s weekly or fortnightly programme, or to make use of
the school intranet so that everyone knows what is happening and can
therefore play their part in the student teacher’s learning. It is also very
helpful if ITE is a regular agenda item for departmental or team meetings.
To undertake this aspect of his or her role effectively, it is crucial that the
mentor has the strong support of the head of department or team leader.

Progression in feedback and lesson evaluation

The focus of this element is on the formative evaluation of student teach-
ers’ teaching. Of all the various aspects of the mentoring role, this is the
single most important one, since it is aimed at helping the student teacher
not only to become competent as a classroom teacher, but also to learn
how to engage in practical theorizing. Our particular interest here is in
exploring how this key aspect of the mentor’s role develops during the
course of an ITE programme.

Observing student teachers’ teaching and giving them feedback on
their observed teaching is much more than offering short-term support
for immediate problems. It is a complex task, so it is necessary to consider
what it generally entails before going on to consider issues of progression.

The mentor’s role is primarily one of guiding the student teacher’s
learning and thinking about their teaching. Guided and assisted by their
mentor, the student teacher learns to become increasingly competent as a
teacher through the identification of specific strengths and weaknesses in
their observed teaching and then taking account of these strengths and
weaknesses in future planning and teaching. And, at a second level, the
student teacher – again guided and assisted by their mentor – learns how
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to engage in practical theorizing by acquiring the habit of evaluating their
own teaching against a wide range of criteria and drawing on a wide
range of kinds of knowledge. 

Drawing primarily on their own professional craft knowledge, mentors
when giving feedback need to:

• articulate that knowledge in analytic, thematic and simplified ways to
ensure that it is relevant to the observed lesson and comprehensible to
the student teacher;

• take account of the individual student teacher’s learning needs at the
particular stage of their development;

• draw on other sources of knowledge including, for example, the prac-
tice of other teachers and research, especially that which the student
teachers will be familiar with through their work at the university.

There are three kinds of progression in the formative evaluation of 
student teachers’ teaching. All three are important, but it is only the third
that is discussed more than summarily here.

Progression as coverage of the necessary competences 

Part of the mentor’s responsibility is to ensure that during the pro-
gramme, the student teacher acquires the full range of competences that
are needed in order to be a competent classroom teacher and practical
theorizer. This will involve different rates and patterns of progress for dif-
ferent student teachers.

Progression in gradually learning the complexity of classroom teaching 

In terms of the challenges and tasks offered to student teachers, this kind
of progression entails moving from the kind of simplicity that is all the
student teacher can cope with at the beginning of the programme to deal-
ing eventually with the genuine complexity of classroom teaching (e.g.
seeking to attain multiple cognitive, affective and social, short-term and
long-term goals; finding the right combination of activities and choices of
activities so that all these goals can be attained by each pupil, taking
account of their different starting points).

Progression through apprenticeship in practical theorizing 

Practical theorizing needs initially to be a social activity, led by the men-
tor, who provides a model by asking appropriate questions about the
observed lesson, using an appropriate range of criteria, and drawing on a
range of appropriate sources of evidence. By the end of the programme it
needs to be a mental activity in which the beginning teacher engages
habitually, competently and fluently. 

This will involve a gradual process of change, but three broad stages
may be envisaged. At the first stage, the mentor will lead and will model

170 Learning teaching from teachers

BL2339-08-chapter 07  11/7/06  20:14  Page 170



practical theorizing, explicitly drawing the student teacher’s attention to
this model, including the different kinds of questions, criteria and sources
of evidence.

At a second stage, perhaps half-way through the programme, respon-
sibility for asking appropriate questions, and using appropriate criteria
and sources, will gradually be given to the student teacher. At this stage,
the mentor’s role will include the provision of systematic formative feed-
back on the student teacher’s practical theorizing and, as necessary, some
continued external feedback on the teaching to complement the student
teacher’s own self-evaluation.

By the final stage, the student teacher should have internalized the
habits of practical theorizing in relation to his or her own teaching. This
should extend to the inclusion within lesson plans of significant questions
about the assumptions and predictions implicit in these plans. At this
stage, while of course continuing to have an overall monitoring role, the
mentor’s primary role will ideally have become that of research assistant
to the student teacher, one who during the observed lesson gathers evi-
dence specified in advance by the student teacher as helpful for the
answering of the predefined questions.

Specific suggestions concerned with the content or purposes of
parts of the curriculum 

The above five suggestions, like that explored in Part B, are all about dif-
ferent processes through which student teachers could usefully learn
about classroom teaching. In this section, we offer five more suggestions,
concerned with different areas of curriculum content or with specific pur-
poses of the curriculum.

The first of these five elements concerns the crucial need to prepare
student teachers to teach effectively pupils from widely diverse cultural
backgrounds. We include this element because, on the one hand, we see
it as the most important unresolved problem of most national school sys-
tems and, on the other, many schools may feel themselves inadequately
equipped to deal with this part of the ITE curriculum.

Two of the specific elements that we identify below are focused respec-
tively on the purpose of learning how to deliberately use experience to
improve one’s teaching and on the purpose of learning to evaluate inno-
vations critically and constructively. While most of what student teachers
do in a school-based ITE curriculum should have some relevance to all
three of the purposes we have suggested, most of the time their priority
concern will be with their immediate competence as teachers and with
what they need to learn to become more competent. It is true that in their
practical theorizing about any aspect of the work of teaching, they are
implicitly developing the expertise they will need throughout their
careers for improving their craft knowledge; and often they should

171Elements of a school-based ITE curriculum

BL2339-08-chapter 07  11/7/06  20:14  Page 171



implicitly be considering the advantages and problems of introducing
innovative ideas. Nonetheless, it is important that some elements of the
curriculum should be explicitly focused on these other two purposes; and
so we propose these two elements that are specifically of this kind.

The other two specific elements suggested below are included to exem-
plify the need to plan the content of the school-based curriculum in a bal-
anced way, reflecting the nature of the work that newly qualified teachers
are asked to do. The particular elements that we highlight concern the
teacher’s pastoral role and the work of teachers in collaborating with
other adults, including parents. These are well-established elements of
university-based ITE curricula, but they are aspects of the teacher’s role
for which beginning teachers frequently find themselves to be inade-
quately prepared. It seems probable to us that for these extended ele-
ments of the teacher’s role – just as for the classroom teaching role, and
perhaps even more so – the theoretical discussions in which student teach-
ers tend to engage in universities and the practical experience they are
given in schools are just too far apart from each other, thus making each
inadequate in isolation from the other. So the need here, too, is for an inte-
grated practical theorizing solution within a school-based curriculum.

Educating teachers for cultural diversity

In the schools where they are learning to teach, student teachers
encounter most of the many challenges that face schools and school sys-
tems; and they can be helped there to explore ways of thinking about
these challenges as well as ways of dealing with them in practice. What
happens, however, when the host school does not experience what is rec-
ognized as a very important kind of challenge for schools elsewhere? In
our view, the most important potential problem of this kind relates to
teaching pupils from culturally, materially and linguistically diverse back-
grounds. There is overwhelming evidence that within the school systems
of virtually every industrially advanced country, many pupils are severely
disadvantaged because of their ethnic, linguistic or social class back-
grounds. Quite apart from the need to address such evident social injus-
tice, these educational disadvantages represent a major constraint on the
overall success of these school systems. So this is an issue that ITE has to
take very seriously. But how can that be done within the approach to ITE
that we are proposing?

Zeichner (1996) discusses ITE for cultural diversity in an especially
thoughtful and well-informed way, and we borrow heavily from him
here. He starts by reviewing evidence about what we know of the kind of
teaching that is needed to bridge the divide between schools and those
many pupils from ethnic, linguistic or social class cultures that schools
have generally not served well. Among key characteristics of such teach-
ing, he concludes, are:
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• ‘the desire and ability of the teacher to learn about the special circum-
stances of their own students and communities, and the ability to take
this knowledge into account in their teaching’ (Zeichner 1996a: 139);

• teachers’ belief that they are capable of making a difference in their
students’ learning;

• teachers’ belief that all students can succeed and the communication of
this belief to their students;

• the creation of personal bonds of trust between teachers and students;
• providing students with an academically demanding curriculum;
• engaging in culturally relevant teaching by providing scaffolding that

maintains students’ identification and pride in their home culture and
uses it as a means to learning the school culture and curriculum;

• recognizing all students as having individual strengths, interests, prob-
lems and concerns; 

• developing strategies for more effective communication with students,
their parents and their communities;

• use of a wide variety of teaching strategies;
• having a deep understanding of the subjects being taught;
• creation of collaborative classroom environments;
• avoidance of ability grouping;
• use of flexible assessment practices.

There is, then, Zeichner argues, no lack of established knowledge for shar-
ing with student teachers, or of kinds of expertise that they can usefully
be helped to acquire. But how can this most effectively be done? Zeichner
emphasizes the benefits of an integrated approach with a focus on cul-
tural diversity pervading whole ITE programmes, but points out that such
programmes are rare. He also identifies some specific kinds of university-
based study that have proved helpful, but concludes that, valuable as such
study can be, ‘the necessity of direct intercultural experience … is univer-
sally supported’ by experts in this field (Zeichner 1996a: 155): student
teachers cannot learn effectively to teach culturally disadvantaged 
students without extended experience in schools that serve such students.
Zeichner describes various such programmes, in some of which school
experience is combined with ‘intensive cultural immersion experiences in
which students live and teach in a minority community and often do
extensive community service work’ (1996a: 154).

Student teachers should be able to observe teaching that is successfully
attuned to developing the learning capacities of disadvantaged students;
and they should themselves have the opportunity to try to develop such
teaching. Beyond that, the overall approach to school-based ITE advo-
cated in this book should be effective in relation to this specific aspect of
the curriculum, provided that:

• there are teachers in the schools whose teaching for cultural diversity
is worthy of the attention of student teachers;
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• these teachers are able and willing to articulate this aspect of their craft
knowledge in order to discuss it with student teachers;

• school-based teacher educators are ready to plan a systematic curricu-
lum to enable student teachers to develop expertise in teaching for 
cultural diversity.

But how is this generally possible when disadvantaged cultural groups
tend to be concentrated in limited geographical areas? To take the case of
England, only a small minority of schools have any significant experience
of working with, for example, Bangladeshi or African-Caribbean students
or communities. This practical problem is related to a more theoretical
controversy discussed by Zeichner, that of whether or not it is possible
and desirable for student teachers to be educated to teach specific identi-
fied cultural groups. He concludes that the dangers and difficulties of
doing this outweigh any advantages, and that it is much more appropri-
ate for student teachers to develop general ideas, attitudes and abilities for
teaching for cultural diversity, which they can then tailor to whatever
particular students they find themselves teaching. That seems to us not
only to be right but also to provide the solution to our problem. Virtually
all state schools work with students from some educationally disadvan-
taged cultural group, most commonly students from working-class back-
grounds; so all such schools should be in a position to address the general
principles articulated by Zeichner, and to relate them to their particular
context and practices.

Student teachers as classroom action researchers

This element is focused on the purpose of student teachers’ learning to
improve their own practice. Engaging in classroom action research is one
of the most rigorous ways in which practising teachers can set about
improving their practice.

A strong international tradition of classroom action research by teachers
has been established over the last half-century, stemming from Corey
(1953) and, in the UK, from Stenhouse (1975). Within this tradition,
Elliott (1991: 25) argued that action research is distinguished by its aim to
transform practice:

It focuses on changing practice to make it more consistent with the
ideal; it gathers evidence of the extent to which the practice is con-
sistent/inconsistent with the ideal and seeks explanations for incon-
sistencies by gathering evidence about the operation of contextual
factors; it problematises some of the tacit theories which underpin
and shape practice … and it involves practitioners in generating and
testing action-hypotheses about how to effect worthwhile change.

174 Learning teaching from teachers

BL2339-08-chapter 07  11/7/06  20:14  Page 174



It is this conception of action research that should underlie this element
of the curriculum. The focal emphasis should be on problematizing one’s
own practice, on its evidence-based evaluation and on whatever reforms
are shown to be necessary for educational improvement, including one’s
own professional development. 

This element needs to come relatively late in ITE courses, because the
primary purpose is that student teachers should learn to problematize a
particular element of their existing craft knowledge, to ask themselves
how they could do something better, or how they could overcome a prob-
lem that they have encountered. They need to have established them-
selves in basic terms as classroom teachers before they can learn to engage
in such problematizing and investigation. At the core of action research is
a questioning of the preconceptions that are implicit in one’s existing
practice. The difficulty of doing this is one of the several reasons why col-
laboration – with a peer, a mentor, and/or one’s pupils – can be very valu-
able in action research.

Asking student teachers to engage in action research is a very well-
established practice. Normally, however, it has been an exercise set and
supervised by the university; and it is only too easily conceived by student
teachers as the kind of thing that university people are keen on, not as
something that busy practising teachers do. The significance of it being an
element of a school-based curriculum cannot therefore be overempha-
sized. The emphasis has to be strongly on the practicality of engaging in
classroom action research, and on its usefulness for practising teachers.

The practice of action research needs to be conceived primarily as a
particular way of engaging in practical theorizing. A realistic approach is
to think of it as involving three stages: a stage of formulating and clarify-
ing the goal or the problem, probably involving the identification, gather-
ing and interpretation of relevant evidence; a stage of generating a plan
for action and for gathering evidence to examine its consequences, a stage
which will certainly involve extended reflection, and can fruitfully
involve discussion and reading around the issue; and a third stage, imple-
menting the plan, gathering the relevant evidence, making sense of what
has happened and critically learning for the future.

An important part of the university role here is forbearance: it is cru-
cial that the emphasis should be on the usefulness and practicability of
action research for teachers as an intelligent but not too demanding way
of developing their expertise. So universities’ normal concern with
research methodology and elegant writing must be kept in check. At the
same time, university-based teacher educators can be very useful in
working with their school partners to develop helpful guidelines for 
student teachers and also in providing flexible guidance about useful
research-based ideas that might be pursued in student teachers’ action
research.
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Learning to evaluate innovations

One element of the curriculum should focus on the critical evaluation of
innovations. In relation to the evaluation of possible innovations, schools
(or departments and faculties within schools) and student teachers have
complementary needs. If they are to improve, schools inevitably need to
innovate; but useful innovations in classroom teaching and learning are
very difficult for teachers, because their expertise tends to be so complex,
so tacit and so intuitive; and because, until the improvement is achieved,
its promise is always uncertain (Fullan 1991). Furthermore, while some
government-initiated innovations are virtually obligatory, their educa-
tional value depends on schools and teachers working out how to adapt
them to make them useful. For student teachers, on the other hand, the
problems of classroom innovation are difficult to understand since,
although each new teaching strategy they use involves new learning for
them, none of that learning involves the unlearning of intuitive and flu-
ent expertise that has been acquired with great effort. If they are to learn
about innovating critically, much of their learning needs to be through
understanding experienced teachers’ perspectives on innovations.
Schools should systematically exploit this need by using student teachers
as advance guards in trialling innovations.

This element might involve four stages. First, partnership schools (or
departments within these schools) should identify, through joint explo-
ration among themselves and their university colleagues, two or three
innovations that they believe might contribute to their own improve-
ment. Second, the university-based teacher educators would review
research relevant to these proposed innovations and would generate
notes of guidance for the schools and the student teachers, based on rel-
evant literature, explaining the merits of the innovation, identifying prob-
lems that might need to be overcome, suggesting questions that would
need to be investigated, and outlining practical steps that should be taken
in the implementation of the innovations. Third, each student teacher
would decide in consultation with his or her school which innovation to
implement in their teaching of one class, with preferably at least two in
each school implementing the same innovation; and, in each school or
department, the student teachers would, in implementing the innovation,
be guided by the staff’s concerns and questions relating to the innovation.
The fourth stage, of teachers themselves implementing an innovation,
would come – if at all – only after they had studied the student teachers’
problems and achievements, discussed the implications, and agreed that,
on this preliminary evidence, it would be worthwhile for them to try out
the innovation for themselves.

Such projects should offer excellent professional education for student
teachers in relation to the processes and problems of innovation. Their
learning to think critically about such processes and problems will depend
on their having a level of confidence and competence that is unlikely
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until they are in the later parts of their courses. It will depend heavily, too,
on their accepting the role of agent for their host school or department,
and so first seeking to understand as fully as possible the hopes, concerns
and questions of the teachers. That would then provide an important
framework for their trying to implement the innovation successfully and
also for evaluating it critically. Such innovative teaching, however, will
obviously depend less than other teaching on what student teachers learn
from the kinds of expertise already being used in schools, so they will
need to rely more on the guidance of university-based teacher educators.
One helpful model for this is offered by Wilson (2005), a university-based
science teacher educator who, wishing to promote a more constructivist
approach to science teaching, first negotiated a teaching role for herself in
a partnership school to test and elaborate her ideas within the context of
current realities, and so was then able to give credible practical guidance
to student teachers exploring a similar approach in similar contexts.

The value and the feasibility of such projects for ITE will depend cru-
cially on schools or departments having the active level of interest in
them that would come only from seeing them as potentially contributing
to their own improvement. They will depend, too, on very substantial
contributions from university teacher educators, who could themselves
benefit from the exceptional opportunities these projects will offer them
to support and influence innovative practices in schools and also to
develop their own research and thinking about such practices. Most of all,
the success of these projects will depend on the quality and relevance of
the practical theorizing that student teachers do, helped by school-based
teacher educators.

Engaging in pastoral roles

In the UK, teachers are in loco parentis and so have responsibilities to their
pupils that go beyond the teaching of particular subjects. For teachers
who work with younger children and are responsible for the same group
for all or a large part of each school day, their pastoral role cannot easily
be disentangled from other aspects of their class teacher role. For student
teachers learning to be primary school teachers, engaging in the pastoral
work of teachers will be an integral part of their learning to become class-
room teachers.

For secondary student teachers, however, the situation is not quite the
same. At a broad level, all secondary classroom teachers are involved in
pastoral care with its focus on the well-being and development of the
whole child. Also, simply as members of the school community, teachers
are involved in promoting pupils’ development and fostering positive atti-
tudes. However, as secondary school teaching tends to be organized on a
subject basis, pupils may have contact with ten or more teachers during
the course of their weekly or fortnightly timetable. Therefore, to ensure
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that concern with the pupil as a whole person is properly addressed, sec-
ondary schools have developed systems, structures and roles specifically
for pastoral care. For secondary student teachers, therefore, their learning
about pastoral care will take them beyond their learning as a subject
teacher.

In planning for the learning of student teachers in relation to pastoral
care, it is helpful first to break down what is a very broad concept. Best
(1999, 2003) distinguishes among five pastoral tasks that teachers under-
take:

1 Pastoral management: the work of the head of house or year in lead-
ing, co-ordinating and supporting a team of teachers in their pastoral
work.

2 Reactive casework: offering guidance and support on a one-to-one
basis to a pupil experiencing problems; the form tutor would normally
be the first point of contact, but such work includes referral to special-
ists in and beyond the school.

3 Proactive, preventive pastoral care: usually carried out with a group,
possibly as part of a school’s Personal Social and Health Education pro-
gramme, providing children with learning experiences that will enable
them to cope better with predictably important issues and critical
times.

4 The developmental pastoral curriculum: planning and delivering a pas-
toral curriculum, aimed at promoting the individual’s personal, social,
moral, spiritual and cultural well-being and development.

5 Community building: meeting the needs and observing the rights of
pupils as citizens within the whole community.

Academic tutoring, whereby the tutor supports pupils in their academic
work, is becoming an increasingly important aspect of the pastoral system
in many schools, and may usefully be added to this list.

Not all of the tasks outlined above are of equal importance for student
teachers. For example, while they need to understand the pastoral system
in their school, and how it is managed, pastoral management is not some-
thing at which they need to become competent. They do, however, need
to learn how to become skilful form tutors, because of the importance of
that role and because it is a role that most student teachers will find them-
selves taking on in their first posts as qualified teachers.

In order to understand the work of form tutors, and to practise and
develop the skills needed, each student teacher needs to become a mem-
ber of a tutorial team, and to be attached to a tutor group for a sustained
period of time.

Lang (2004), in discussing the form tutor’s role, helpfully distinguishes
‘should be’ from ‘could be’ elements of the role. The former – those that
are essential for the functioning of the school’s overall system – call for
administrative competence and skill in what Earl (2003: 80) calls ‘bound-
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ary issues, i.e. determining whether the problem is one you can or should
deal with, and then determining either how to deal with it yourself or
who to refer it on to’. All student teachers need to become competent in
these ‘should be’ elements of the role. They also need to develop their
understanding and have experience of the ‘could be’ elements of the role,
defined by Lang  (2004: 303) as ‘extra undertakings’ which will reflect the
importance to the teacher of ‘pastoral support for pupils’. 

As with their subject teaching, student teachers’ learning about form
tutoring needs to be systematically planned to enable them to develop
their competence and identity as form tutors and also to examine criti-
cally the thinking underlying their developing practices. Their learning
experiences could usefully include:

• study of documents prepared by university-based teacher educators, in
consultation with their school-based partners, explaining different
aspects of the form tutor’s role;

• access to the thinking of a number of form tutors, especially in the con-
text of their practice; 

• practice in undertaking the form tutor role themselves, with feedback
from form tutors and preferably from their pupils on their efforts;

• practical theorizing tasks, involving them writing about problems and
dilemmas encountered during form tutoring.

Learning how to work with other adults

An increasingly important and wide-ranging aspect of teachers’ work is
with other adults, although probably the most important other adults
with whom teachers have to deal are still their pupils’ parents and carers.
The area of home–school relationships is one over which people with very
different ideologies have argued in recent decades, and so it would not be
surprising if student teachers’ preconceptions about it were widely varied
or were quite confused. In the UK, more than in many countries, teach-
ers were for a long time able and content to pay little attention to their
pupils’ parents, while at the same time being inclined to attribute much
of the variation in their pupils’ success to their homes; and both of these
tendencies remain very strong today. In the 1960s, several major studies,
including that conducted for the Plowden Report (Central Advisory
Council for Education 1967), showed very clearly that children’s educa-
tional success varied with the extent to which their homes were in tune
with their schools and vice versa, and since then the implications for
schools’ practice have been hotly debated (e.g. Vincent 1996; Bastiani
2003).

If student teachers are to learn both to work competently with parents
in present circumstances, and also to be able to generate, or to respond
constructively to, innovative plans for more effective collaboration with
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parents, they will need quite carefully planned learning opportunities and
resources. These could appropriately include:

• access to the thinking of teachers with expertise in working with 
parents, especially in the context of these teachers writing reports for
parents, and meeting with parents; 

• practice in themselves writing such reports and meeting with parents,
with feedback from their mentors, and ideally from the parents, on
their efforts;

• documents prepared by university-based teacher educators, in consul-
tation with their school-based partners, explaining different ideas for
home–school relations, and their implications for school policy and
practices;

• extended opportunities to meet with volunteer parents (including
those of lower-achieving pupils), to practise listening to parents and
discovering their perspectives on their children and their schooling;

• structured practical theorizing tasks, involving them writing about
desirable kinds of collaboration with parents and about the conditions
necessary for such collaboration.

There are also many other kinds of adults with whom teachers need to
collaborate. Increasingly, for example, teachers need to work closely with
educational psychologists and with social workers. Teaching assistants are
an especially important group, because of the rapid increase in their num-
bers and the UK government’s policy of giving them an increasingly
important role. Whereas the dominant pattern of school teaching for the
last two centuries has been one of teachers working alone in classrooms
with their classes, such isolation from other adults is now a thing of the
past. Indeed, in 2001, Estelle Morris, the then Secretary of State for
Education in England, looked forward to a situation ten years later when
classrooms would be ‘rich in the number of trained adults available to
support teaching’ (Morris 2001: 15). But working with teaching assistants
is not part of the craft knowledge of most experienced teachers, and few
have had any formal opportunity to learn about such work. A survey of
its members by the National Union of Teachers in 2002 suggested that less
than 2 per cent had had any training in their initial professional educa-
tion in working with teaching assistants, and only one in seven had
received training at any stage for such work. Accordingly, there is enor-
mous variation both in the ways in which the services of teaching assis-
tants are used and in both teachers’ and teaching assistants’ satisfaction
with the collaboration achieved (Lee 2002).

Student teachers’ learning about working with teaching assistants will
depend heavily, then, on the quality of support they are given with their
own practical theorizing. It will be important for university-based teacher
educators to introduce them to issues raised by research. The core of their
learning will, however, result from their own experience of working with
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teaching assistants; and so it will be very important for such experience to
be preceded by advice from teachers, by conversations with teaching
assistants and by careful joint planning with the teaching assistants; and
for it to be followed by equally careful joint evaluation.

Overall, the school-based ITE curriculum needs to devote considerably
more time to working with other adults, and to provide learning oppor-
tunities that are a good deal more structured, than has normally been the
case.

Moving towards a realization of the full potential of school-based
ITE

This final section will explore some of the considerations and the
processes that may be involved in developing the kind of school-based ITE
curriculum that we have envisaged. What barriers need to be overcome?
What resources are needed? What strategies for promoting this kind of
development are likely to be practicable and effective? The answers to
such questions will of course depend to some considerable extent on
where one is starting from. Some of the changes needed in Scotland or
the USA, for example, will be very different from those needed in
England, with its already predominantly school-based ITE. But some of
the more constructive changes involved in planning and developing new
school-based curricula may be quite similar everywhere. 

Are the central ideas attractive enough?

The first requirement for any proposed innovation is that the vision it
embodies and the central ideas on which it depends are clear, credible and
attractive. It is necessary that the innovation should be sufficiently attrac-
tive to all those who would be affected by it, and that it should offer all of
them opportunities to pursue their own most fundamental agendas with
confidence. We hope that we have gone some way towards offering such
a vision. We hope and believe that our vision will be attractive for schools
and for teachers, because it:

• recognizes the complexity of classroom teaching;
• recognizes teachers as experts;
• puts teachers at the centre of the task of renewing their profession;
• offers multiple spin-offs, including richer learning opportunities for

school students and professional development opportunities for teachers.

We hope and believe that our vision will have attractions for governments,
because it:
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• offers a robust plan for well-prepared teachers who are going to go on
learning; 

• makes schools and what happens in schools the centre of attention;
• builds (in England) on previous reforms, but overcomes major weak-

nesses in these reforms;
• contributes to the development of an enhanced professionalism among

teachers.

We hope and believe that our vision will have attractions for universities
and university-based teacher educators because it:

• values their expertise;
• gives them a realistic and intellectually challenging role in ITE;
• reduces the tension between their engagement in ITE and their

research role;
• may, if anything, enhance their influence over beginning (and other)

teachers, by making their ITE role more realistic.

Finally, we hope and believe that our vision will have attractions for 
student teachers because it:

• values above everything else the quality of the support they are given
in their practical engagement with the work of schools;

• takes very seriously the ideas and the ideals they espouse as they
approach and engage in their initial professional education;

• treats the tasks of teaching and of school-based learning to teach as
more intellectually challenging than they generally have been in the
past;

• takes seriously as part of the school-based ITE curriculum the problems
of developing one’s identity as a teacher.

The need to learn

The second basic requirement for any innovation is the need for a very
clear recognition that the vision from which one starts, however clear and
credible it may be, is nothing more than a starting point. Those who work
to realize the vision will necessarily develop and change it as they con-
front unexpected constraints and possibilities, and as they negotiate their
way through the diverse costs and benefits to the different groups affected
(cf. Fullan 1991). To emphasize the importance of this we need only
remind ourselves of the several kinds of learning we needed to do in the
context of the relatively modest experiment that we reported in Part B of
this book. These kinds of learning will predictably be necessary on a much
larger scale. 
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There will also be much necessary learning that we cannot at this stage
predict. Our vision, we hope, is clear, but at best all it can do is give a clear
sense of direction for exploratory initiatives. We would hope to encour-
age others (in England and internationally) to engage in a range of such
initiatives, all of them planned so that not only those involved but also
other teacher educators can learn from them. On that basis there could be
quite rapid stepwise development over several years. The need is for
exploratory innovation and for learning as we go.

A climate for constructive development

The third prerequisite for this innovation to be successful is an appropri-
ate climate. It is true that the English reforms of the early 1990s were suc-
cessfully imposed through directives from the centre and despite bitter
resentment on the part of university-based teacher educators (cf. Gilroy
1992). But these were in a very large measure mechanistic innovations,
which owed little to teachers’ professional expertise or to research-based
understandings, and nothing at all to excitement about new intellectual
or professional opportunities. What is being proposed here, in contrast,
will depend for its success on the active, intelligent and expert engage-
ment of many teachers and university-based teacher educators, as well as
on the constructive support of government agencies. It can succeed only
if all these parties are motivated to engage with it creatively and energet-
ically; grudging compliance will not be enough.

The central characteristic of the required climate is mutual trust and
respect. Teachers must be able to trust that new government frameworks
are constructed primarily for the improvement of education, not prima-
rily to win headlines and votes. And while teachers must accept the need
to be held accountable in terms of consensually established standards,
they must be able to trust that government frameworks will be there pri-
marily to support them in intelligently using their own professional
expertise, not primarily for accountability purposes as in recent years.
That implies respect from government for classroom teachers’ expertise
and professionalism, not an uncritical respect, but a respect and a humil-
ity on the part of government that have been strikingly lacking in recent
years, and not only in England.

The necessary climate also depends upon similar mutual trust and
respect between school-based and university-based teacher educators;
and again, that does not mean uncritical or unquestioning trust and
respect. Indeed, the quality of ITE partnerships depends fundamentally
upon school and university teacher educators establishing relationships in
which each can feel confident enough openly to question the claims or
assumptions of the other. And the climate will be right only where that
openness to questioning operates equally in both directions.
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A climate of openness and debate is important for the development of
school-based ITE curricula, because such a climate provides the condi-
tions for ongoing experimentation by teacher educators, individually and
in groups, and also by student teachers. Confidence in the trust of rele-
vant others, and confidence that they will express their honest opinions,
are necessary conditions for experimentation and therefore for thought-
ful learning. In such a climate, government frameworks are treated prop-
erly as guidelines to be adapted and used as scaffolding to support creative
building. In such a climate, also, innovative practices and evidence about
them are shared at every level – individual school, partnership, national
and international – in the confidence that they will be both respected and
honestly criticized. Government agencies, universities and school leaders
all have major responsibilities for the creation and maintenance of such
climates, both through their positive fostering of experimentation and
debate, and through avoiding the imposition of narrow or authoritarian
requirements.

Funding

The very low level of funding for ITE in England, and in many other
countries, has been a major constraint on the development of high-qual-
ity provision. Improved funding is another important condition for the
kind of radical improvement in ITE that we are seeking.

In England, ITE has always been poorly funded in comparison to other
HEI-based types of vocational education (cf. Robbins 1963). The shift to a
partnership approach in the early 1990s brought no increase in funding,
although the necessary intensive collaboration required for partnership
between institutions inevitably made ITE courses more expensive. The
most recent evidence on the adequacy of funding is an independent study
for the Department for Education and Skills by JM Consulting (2004),
which found that the cost of ITE in England was on average over £1000
per student per annum more than the funding received by institutions for
this work. The report notes, too, that no ‘extra cost’ was included in the
calculations to take account of the long hours that staff had to work. 

Universities need, then, to subsidize their ITE courses. They respond to
this in various ways. Typically, their staff–student ratios for ITE are very
poor. Furlong et al. (2000) estimated staff–student ratios to be on average
1:21.5. They also noted widespread casualization of ITE staffing, with
increased reliance on part-time and temporary staff. Predictably, univer-
sities respond also by minimizing the proportion of the available resources
that they pass on to schools. JM Consulting (2004) estimated that on
average only 12 per cent of universities’ ITE costs were for payments to
schools (i.e. less than £600 per full-time equivalent student). The conse-
quence is that there is severe understaffing of ITE, both in schools and in
universities. The genuine professional dedication and enthusiasm of both
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school-based and university-based teacher educators can easily give way
under the insupportable burden of multiple demands that they cannot
find time to meet, despite working many extra unpaid hours each week.

In these circumstances, progress towards the kind of high-quality
school-based curricula for ITE that we are proposing is likely at best to be
slow and sporadic. Funding is necessary to facilitate, and to provide incen-
tives for, the development of new initiatives for schools working as mem-
bers of partnerships, and also for the effective implementation of proven
good practices developed elsewhere. As we have noted, such funding has
already been made available in England to Training Schools, but it needs
to be available for all schools engaged in partnership ITE. Funding needs
to be gradually increased both to meet the costs of developing new
school-based curricula and also for their sustained implementation. Our
guess would be that national expenditure on partnership ITE programmes
in England needs to be enhanced by 50 per cent per student teacher, and
that this would do little more than meet the true current costs of ITE. 

Such increased government expenditure is essential; but both schools
and universities should also be prepared to contribute to the extra costs
involved in the improvements to ITE that we are seeking. It has been clear
for many years (cf. McIntyre and Hagger 1992) that the professional
development advantages to school staff of involvement in good ITE part-
nerships are considerable. The much enhanced role for schools now pro-
posed would offer even greater advantages. With large proportions of
their staff having some involvement in the planning and provision of
effective school-based ITE curricula, and with the professional learning
ethos in the schools that such curricula would both need and help to fos-
ter, schools could hardly avoid becoming more thoughtful, self-critical
and effective learning institutions. The virtuous circle of serious engage-
ment with ITE, generation of a pervasive professional learning ethos, con-
sequent improvements in teaching and in learning opportunities for
pupils, leading back to improved ITE, provides benefits for everyone. The
costs for schools committing themselves seriously to school-based ITE will
be well matched by the benefits to them.

Much the same is true for universities. The raison d’être of most univer-
sity departments of education is to study, understand and support schools,
and to help them improve. The opportunity to engage in partnership with
schools on school-based ITE curricula is an opportunity not only to do the
work of ITE better, but also for building the kinds of professional relation-
ships on which other aspects of their work, in research and scholarship,
and in continuing professional development, depend. But for whole uni-
versities, too, relationships with schools are of crucial importance. As
even the most research-intensive universities are increasingly coming to
realize, their capacity to attract the quantity, quality and range of students
they want depends heavily on the nature of the reputations that they
establish in schools. And it is in the context of their ITE partnerships that
universities can do most to develop their reputations in schools. For 
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universities too, therefore, the costs of committing themselves seriously to
school-based ITE are well matched by the benefits.

Political will

Even if what we have suggested is the best way forward for ITE, it will not
happen unless there is a strong co-ordinated political movement to make
it happen. At this moment, it is difficult to see where such a movement
would come from. We believe that both governments and their agencies,
and also universities, which still have strong vested interests in ITE, can
be persuaded of the need for such change; but not that they will take the
lead in promoting it. That must be done by those whose interests will best
be served by this kind of development – that is, by teachers. When the
time is right, we should expect it to be supported by teacher unions, and
it would certainly need their support. We believe too that it is a movement
that should be actively promoted by national general teaching councils, in
England, Scotland and elsewhere. In the first instance, however, those
ideas will have to be promoted by those who are best placed to judge them,
teacher educators – those who work in universities and especially those
who work in schools. Perhaps the time has come to form, in England in
the first instance, a national association of teacher educators, to debate and
promote ideas for the improvement of teacher education.
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LEARNING TEACHING FROM TEACHERS

realizing the potential of school-based teacher education

The move to school-based initial teacher education has opened up

exciting opportunities for student teachers to learn from practising

teachers’ expertise. However, making the most of these opportunities is

not straightforward, since much of that expertise is embedded in

practice and rarely articulated.

The book: 

• Brings together a wide range of research on teachers' expertise

and beginning teachers' learning 

• Reports a research project on helping student teachers to gain

access to experienced teachers' expertise 

• Considers the wider implications of that research for the

development of school-based initial teacher education 

• Explores how school-based initial teacher education can be

improved if it is professionally planned in an informed and well

thought-out way 

• Shows how curricula can be developed to help student

teachers learn from experienced teachers and from everyday

life in schools 

• Makes suggestions for initiatives to improve school-based initial

teacher education 

• Examines the conditions that are necessary for school-based

intial teacher education to realize its full potential 

Learning Teaching from Teachers is a key text for all teacher

educators, including school-based mentors. It is also important reading

for teachers involved in Masters courses in mentoring and teacher

education.

Hazel Hagger is Lecturer in Educational Studies and PGCE Course

Director at the University of Oxford. She has written extensively on

teachers’ learning and development, and on mentoring in education. 

Donald McIntyre is Professor of Education at the University of

Cambridge and has been engaged in research into teaching and teacher

education for 40 years. His previous publications include Learning

without Limits (Open University Press, 2004).
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