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Contexts for university reform

The UK is now deeply fragmented in terms of the role of the university in teacher education.
Since 1992, there has been an increasing emphasis in England on practical school experience as
the main source of teacher preparation in university programmes. This has been linked to policy
initiatives to improve standards in schools within a growing pressure to perform in relation to
international league tables. Policy-making in England since the 1990s has been largely based on
the marketisation of both education and teacher education. This has led to significant changes
in the relationship between schools and universities as partners in providing both initial teacher
education and continuing professional development for qualified teachers.

Market-driven contexts for teacher education have required a greater emphasis on workplace
learning, altered roles for schools and universities and the design of new partnerships for
training teachers. The government White Paper (2010) presented a shift towards school-led
teacher education, continuing a policy direction which had been established by the previous
administration. This promoted partnership and cooperation between schools and universities as
a key strategy in supporting a focus on improving standards and enabling socially
disadvantaged pupils to increase attainment.

Time spent in university has been reduced on many of the new routes into teaching, most
noticeably the ‘School Direct’ and ‘Teaching Schools’ initiatives, by which schools become initial
teacher education providers, choosing the university they wish to work with to make accredited
awards. The curriculum for teacher education has accordingly been deeply altered in an
environment which has become increasingly sceptical about the value of theoretical
perspectives on learning and teaching as part of teacher preparation.

There is no history in England of widespread teacher engagement with the university after
initial qualification and there are deep divisions among universities, schools and policy-makers
regarding the role of masters level teacher education for pre-service teachers and to support
continuing professional development.

The history of masters level teacher education in the UK

In a policy void regarding masters provision at the beginning of the twenty-first century, the
early development of masters programmes for teacher education was initiated by individual
universities. Leaders in the field identified a need to prepare teachers with critical understanding
and access to research as a crucial source of learning and development.

The Institute of Education was the first university in the UK to develop a ‘Master of Teaching’
programme in 2001, aimed at Newly Qualified Teachers, to support their development
throughout the first three years of teaching. This was a blended programme, taught largely
online to be compatible with the busy lives of new teachers but based on bringing teachers
together to examine their professional practice and carry out enquiry in their own classrooms as
the basis for improving their teaching through critical reflection. This was quickly followed by a
small number of other UK universities. Scotland was the first to link masters awards with national
policy for teacher development, in the ‘Chartered Teacher’ programme which linked advanced
standards for teachers with masters accreditation across university programmes. In 2007,
masters level accreditation was introduced for one-year post-graduate initial teacher education
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courses in England and Wales. For the first time, trainee teachers were expected to undertake
advanced enquiries and substantial further reading as part of obtaining a qualification to teach.
They were awarded masters credits which could be used at a later stage towards a full masters
degree, undertaken to advance their practice. At this time, most universities expanded their
range of programmes and included practice-based masters aimed at teacher development and
including a research element based in teachers’ own classrooms. In 2010, the government
funded a Masters in Teaching and Learning (MTL) for Newly Qualified Teachers and newly
promoted teachers working in schools in areas of high social disadvantage or poorly
performing. The MTL was provided by groups of regional universities, but the programme was
withdrawn by the new Coalition government after just two cohorts. Scotland continues to
explore the idea of a universal masters level profession, though this is not currently funded or a
requirement for teachers. England has no current policy intentions towards developing a
masters level profession and has withdrawn the requirement for teachers to be qualified in large
numbers of new ‘academies’ , as part of free-market forces allowing Head Teachers to choose
their teachers according to local needs and preferences rather than national standards or goals
for teaching as a masters profession. The most recent development has been in Wales, with the
Masters in Educational Practice (2012-15). This is an entitlement masters programme supporting
the development of new teachers, based on mostly distance learning and supported by a
network of external mentors. It is a unique design, by which university tutors conduct minimal
teaching, and the teachers learn via self-directed independent enquiry into their own classroom
practice. It has also now been withdrawn, mostly due to financial constraints.

This history of disrupted initiatives exposes a fundamental problem within England and other
countries in the UK regarding the development of teaching as a masters profession. There has
been limited agreement about the relationship between the academic discipline of education
and practical teaching, and how best the university can serve the development of practical
teaching skills.

At the IOE, Pickering et al (2007) carried out research into the impact of the Master of
Teaching on new teachers and how it worked to support their development. Findings indicated
three main principles which underpin masters level teacher education in ways which impact on
practice. Teachers need opportunities to develop through:

- collaboration

- teacher-generated concerns

- critical engagement with the knowledge base via inquiry.

Teachers need access to masters level learning beyond their schools for learning and
development involving these elements to take place — particularly to stimulate critical
engagement with the knowledge base, through carrying out enquiry and accessing research
which seeks to genuinely learn about a concern, rather than ‘fix" a problem or implement an
existing policy or initiative.

From this perspective, teacher enquiry is the core element of masters learning for teachers.
Contemporary masters programmes in England and the UK have sought to develop teacher
enquiry as a way to help teachers develop ‘practical theories’ (Furlong 2000), by which they can
make sense of everyday practice and look critically at activities in their classrooms as a basis for
deep analysis and critical reflection, collecting data which examines the complexity of what is
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happening and suggesting developments in practice to bring about improvements. The British
Educational Research Association (2014) has completed a national review of the relationship
between research and teacher education which has found evidence of the importance of
teachers carrying out their own enquiries as well as critical reading of existing research. Masters
level learning for teachers is conducted via ‘talk within practice’ and collaboration, rather than by
being passive recipients of knowledge passed on by university lecturers.

The current landscape for masters level teacher education

The university role continues to evolve in response to continuous changes in policy-making.
Models for teacher learning are unlikely to be located in one place that is easily defined as either
‘school-based’ or ‘university-based’ . Teacher education, both pre- and post-qualification, is now
being designed for increasingly distributed locations as market forces continue to dominate. At
its most positive, learning activities can involve fluctuating cohorts of participants who come
into contact with each other in varying ways at different times for differing purposes, in different
groupings, in different patterns of partnerships based on expert-learner, learner-leaner, learner-
‘new’ expert, etc. New models already have multiple locations — online learning environments
(which can be accessed, increasingly, by mobile devices); universities; Local Authority bases;
private organisations; groups of schools; the classrooms of the teachers and 'host’ schools. Such
a scenario is complex, involving multiple partners. Universities are in a process of reviewing their
relationships with this range of stakeholders and the ways they design their programmes as they
compete for teachers.

A way of understanding the current complexity is by representing the relations that exist
between collaborative pedagogies for teacher education and the external partners who are
involved. Schools are the site where these come together in a school-led environment for
teacher education. Together, they exert extensive influence on opportunities for universities to
develop masters level provision in the school-led environment.

Collaboration is the extent to which teacher education is based on constructivist designs
which enable teachers to learn from peer-exploration, critical reflection, mentoring, distributed
leadership and informal and well as formal opportunities for exchange of ideas and plans for
changes in practice. This determines the way teacher learning activities are designed and the
degree of self-direction, relevance and differentiation which teachers may experience.

External partners determine the importance attributed to different types of expertise and
choices about sources of knowledge to support professional development. The extent to which
teachers engage with external sources of critique affects the development of research capability
and reflection which can ensure that practice development is based on critically informed
perspectives.

The framework (see presentation Slide 8) proposes how these two sets of influences
inter-relate. The horizontal axis represents ‘collaborative’ aspects of pedagogical practices for
teacher education, ranging from ‘low’ to ‘high’ collaboration. The vertical axis shows a range of
contemporary ‘external partners’ . Where the approaches are more or less collaborative and
more or less involved with external players, different professional learning experiences are
offered to teachers. Four key areas represent the patterns of provision which exist where the
two influences intersect:
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- Low collaborative with minimal involvement with external partners
-High collaborative with minimum involvement with external partners
- Low collaborative with high involvement of external partners

« High collaborative with high involvement of external parners

Universities in England provide masters level teacher education in a range of contexts within
this model. Strategically, the current challenge in meeting the needs of contemporary teacher
development is to develop strongly in the area described as "high collaborative with high
involvement of external partners’ . This involves significant review for many institutions who
struggle with the transition to this new way of working. Five key dilemmas can be identified:

1. The demand for universities to actively compete with a range of stake-holders while
co-operating in national initiatives like the MTL and MEP can cause rifts with each other and
with schools. This effect of marketisation has been called ‘co-opetition’ (cooperating and
competing at the same time) (Adnett and Davies, 2003) and requires working in the
market-place in new ways. School leaders at the 2011 conference for the Universities” Council for
the Education of Teachers reported feeling ‘harrassed’ by multiple and contesting approaches
from universities seeking partnership agreements for the provision of professional development
‘services’ .

2. How should access to teacher education be changed? Universities have traditionally selected
student teachers according to academic as well as professional qualities, and demanded a
threshold of prior attainment before a teacher can be admitted to a masters degree. School-led
teacher education confers great power in such decisions to Head Teachers, as those most
knowledgeable about their immediate recruitment needs and the development needs of their
staff.

3. Linked to the above, how should universities understand their social responsibilities to
maintaining the school work force and to support school improvement through masters level
teacher education?

4. How can universities encourage masters level criticality and independent thinking about
effective learning and teaching in a school-led environment where many alternative providers
exist, offering ‘solutions’ to how to teach?

5. To address these kinds of questions, universities need to have a greater common
understanding of what masters level teacher education can and should provide, how it can be
provided (including via technologies) and how to maintain common standards of criticality.

Conclusion

Universities are in a current state of ‘free-fall’ in terms of their relationships with each other,
ethically, strategically and logistically, during this intensely unstable period. The MTL in England,
and the MEP in Wales both required universities to establish partnerships among themselves to
win contracts to provide substantial government-funded masters provision for teachers. There
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were high-stakes consequences for universities which failed to form successful partnerships in
times of diminishing alternative sources of funding. At the same time, market forces have seen
the proliferation of private providers of professional learning together with school-led groups
seeking to work independently on the basis of buying in services within a competitive providers’
market. Providers in this context have competing and contrasting visions of the purposes and
provision of teachers’ learning.

In many busy school contexts, the development of extensive teacher self-awareness,
engagement with critique and research-informed practice does not happen naturally. Pickering
et al (2007) argue that professional learning needs to be built around the need for peer review
and critical discussion about practice, leading to critically informed decision-making and shared
planning for changes in pedagogy. Universities support such practices by provoking critical and
research-informed reflection on and enquiry into practice, enquiring into tacit ways of knowing
and by convening critical forums for professional dialogue which are essential to developing
independent thinking. It is unlikely that such approaches will be available on a national scale for
teachers in England in the foreseeable future. The current way ahead rests with universities
themselves, by making strong partnerships with local schools, reviewing their funding
arrangements to be competitive and re-designing their programmes and delivery models to
work at scale and support self-directed study for teachers working with school priorities.
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