UCET ANNUAL CONFERENCE 2010 REPORT                                             Item 16.1) 
Introduction

For its annual conference in 2010 UCET returned to the Hinckley Island Hotel, Leicestershire, a central venue that has proved attractive for the last two years. Again, the event proved to be extremely popular, with members drawn from all parts of the UK, and with a number of representatives from official bodies.  The conference theme was Education of Teachers for the New Era, signalling UCET’s responsiveness to contemporary challenges. UCET is most grateful to all who contributed to the conference and who made available their powerpoint presentations. These are now on the UCET website and have been drawn on in the compilation of this conference report.

Welcome

Professor Roger Woods, Chair of UCET
Professor Woods warmly welcomed conference participants and thanked them for their support. These were demanding times for the teacher education community.  A White Paper on teacher education was imminent and it was expected to contain important changes, particularly with regard to the role of the higher education institutions in that work.  Besides, education, including teacher education, had to brace itself for the fiscal stringencies that the Coalition Government had already announced and their effects on provision. Faced with such threats, UCET had to remain committed to its mission and to show the kind of resilience that had characterised its work since its inception. The conference provided a further opportunity for UCET to address a new set of challenges.

KEYNOTE ADDRESS 1

High-Quality Vocational Education in School and FE Settings, Toni Fazaeli, Institute for Learning
The FE Sector is a key part of educational provision, making a distinctive contribution to the development of vocational education and to the enlargement of educational opportunities. The effectiveness of the sector, as in any field of education, depends on the commitment, expertise and resourcefulness of its teachers, and it was in recognition of the need for high-quality teaching that we have witnessed a decade of change that has sought the further professionalisation of teachers in the sector. 

There is no question that today we have strong initial teacher training for those entering further education, given the green light by Ofsted, and a rigorous system for gaining full professional status as teachers then the need to demonstrate effective practice through gaining Qualified Teacher Learning and Skills (QTLS).  In further education this is further complemented by an annual requirement for at least 30 hours of continuing professional development (CPD) a year for full-time teachers, and pro-rated for part-time teachers, with a minimum of six hours a year.  
However, despite the rigorous entry to the further education teaching profession, QTLS status is not recognised for teaching in schools.  This is ironic in three main ways: 1) there are more stringent CPD requirements in further education; 2) Ofsted has found the quality of provision for 14 to 16 year olds in further education to stand out as of very good quality, and often these are the very young people who have not thrived in schools and learning has not worked; 3) schools often teach vocational subjects where the further education teachers are truly expert and have years of experience of, for example,  construction or catering. 
One group of schools in the midlands offers courses in child care, public services,
 health and social care, catering, media and business studies, and yet the likelihood of school teachers having substantial career experience in these fields and keeping abreast of developments in them is very slim indeed.  The case is clear that schools need some teachers with QTLS, and especially in vocational subject areas as they are dual professionals – expert in their vocational area and expert and qualified teachers. 
All of those at the conference who are teacher educators should be recognized not just as dual professionals, with subject expertise combined with teaching expertise, but as  triple professionals: experts in your original subject area and in teaching , and also in teaching other teachers; what the minster, John Hayes, describes as the craft and aesthetic of teaching.  IfL is concerned that there should not be a merely competence-based approach to ITT.  Education and learning have a higher professional calling on teachers and trainers, and they demand that there should be no practice without theory and no theory without practice.
IfL believes that we need more research into theories of teaching and learning. On-going research is vital in vocational pedagogy, the uses of new technologies in learning, the latest developments in brain science, as well as dementia and the ever-extending range of teaching that works well with young people and adults with learning difficulties.  This research needs to inform the professional practice of teachers and trainers.  ITT in higher education is crucial to ensure that the nation maintains and develops its research base relating to teaching and training in post-compulsory education, so that practice is continually refreshed and strengthened.   We all look to those in higher education to carry out research, and to be abreast of and to share the latest research.  We look to higher education to be informing us about the latest research by leading national and international academics such as Professor John Hattie and his meta-analyses of research findings on effective teaching, and to be interpreting how findings can be put into practice in the classrooms and workshops and workplaces in further education.  I am keen to extend the relationship between UCET and IfL so that together we can do more to share research findings widely.
The nature of learning does not become something completely different once a young person is 14 or 18. Teachers in further education who hold QTLS have very transferable professional expertise for school settings.  IfL has negotiated and worked hard to persuade the select committee on initial teacher training, the skills commission on vocational teacher training, as well as policy-makers and parliamentarians, and worked with a range of partners including ASCL, AoC, UCU, UCET and others to try and change the current unhelpful and uninformed position, whereby a highly successful teacher with QTLS is not allowed to teach in a school.  Changing policy is painstaking work and our members have shown in large-scale surveys that the principle of QTLS being recognised alongside QTS for teaching in schools matters hugely to them.  We must also be sure that we are not excluding qualified and expert teachers with full professional status on the sole grounds of historic policies.   IfL believes that we must have the right policies for our profession, polices that enable us to be sure we have the right blend of professional teachers with QTLS or QTS, held in equal esteem, and what is best suited to all our young learners across schools and further education.
KEYNOTE ADDRESS 2

Challenging the Discourse of Professional Development, Professor Walter Humes, University of Stirling

Professor Humes presented four challenges to the way in which professional development is currently conceived. The first of these was political and concerned the ways in which knowledge and its pursuit were undervalued. Did current initial teacher education and CPD programmes deal adequately with the nature and structure of knowledge and the political and economic functions it serves? 

The second challenge was philosophical and concerned the importance of language and how it was used, for example to promote policies through invoking feel-good rhetoric. It was vital to examine the discourse used in policy and other official documentation. That entailed addressing a series of questions:

•Where has the discourse come from?

•Why has it come to prominence now?

•What is its knowledge base?

•How does it shape the thinking and practice of professionals?

•Whose interests does it really serve?

Over the last two decades the official discourse of professional development had changed, covering such themes as reflection, competences, communities of enquiry, action research, leadership skills, and teacher identity. These frequent shifts reflected changing official priorities. There was a pressing need to interrogate more rigorously the official discourse of policy in education and teacher education.

The third challenge was pedagogical.  There had developed a zealotry about certain approaches to teaching and learning that was dangerous and constituted a threat to teacher professionalism.  That pedagogical fundamentalism had to be questioned. For example, active learning ought not to be allowed to imply an unquestioned orthodoxy about how learning should occur; social constructivism, while offering a valuable insight into learning, ought not to rule out other individualised approaches to learning; and collegiality ought not to be allowed to become a management strategy designed to promote a form of group-think in which those who do not conform are marginalised.

The fourth challenge was professional. Here there was a need to reconceptualise teacher development.  The emphasis on the craft dimension of teaching and the search for practical insights of immediate classroom relevance, while understandable, could be seen as evidence of a strong vein of anti-intellectualism in teacher discourse. There is a tendency to focus on the How? question and to devalue the why? question.

The neglect of such fundamental questions has several consequences: it is likely to fail to win the hearts and minds of teachers and reinforce the cynicism that attends the rolling out of so many policy initiatives; it involves the de-skilling of teachers by defining their role as mere implementers of plans originating elsewhere rather than people with an extensive repertoire of experiential knowledge, skill and judgement; and it closes off important areas of professional thinking about complex questions that constantly need to be revisited in the light of changing circumstances.

Teachers need enough time and space to engage in CPD; their CPD should be intellectually challenging; it should be concerned to interrogate professional practice and policy; and it flourishes best when it engenders the personal commitment of teachers. That dispositional featured had been well captured by UCET’s Academic Secretary, Gordon Kirk:

Perhaps the hallmark of the professional teacher is that he or she holds open the possibility of enhanced performance, not as a response to political diktat, not as a form of compliance, not in fulfilment of a contractual requirement, but as the expression of an inner professional commitment to improved practice.

KEYNOTE ADDRESS 3

Thinking and Acting Locally and Globally: Teacher Education in a Changing Environment, Professor Tony Townsend, University of Glasgow

In a wide-ranging address Professor Townsend traced the changing movements of educational ideology over the years. One analysis had sought to mark such change by reference to different metaphors:

•Prior to the 1870’s: the pre-industrial metaphor (“for the few and the privileged”);

•1870’s-1980’s: the industrial metaphor (“bureaucracies which characterised factory production”);

•1980’s-1990’s: the post-industrial metaphor (“schools are being talked of as if they are private businesses or enterprises”);

•2000s: the accountability metaphor (competition, choice and the education market).

The future: the social justice metaphor, when governments accept their legal and moral responsibility to educate all of the world’s people.

A second analysis, advocated by Hargreaves and Shirley, seeks to differentiate between the first way  (“passive trust leading to innovation and inconsistency”), the second way (“active mistrust leading to markets and standardisation”), the third way (“public confidence focussed on world-class standards”) and the fourth way (“active trust leading to inspiring and inclusive vision”). 

For his part, Professor Townsend invoked a threefold analytical framework: thinking globally, acting locally, and thinking and acting locally and globally. When that framework is applied to educational policy it generates the following:

Thinking Globally

Recognition that the world has changed quite substantially since the development of schools. The world’s best practice needs to be conducted if education systems are to keep up with these changes. 

Acting locally

Education systems use what they have learned from other systems, adapting what they have learned to the local circumstances. International comparative data are used to drive local school improvement

Thinking and Acting Locally and Globally

There is a reassessment of the purpose and delivery of education in a rapidly changing world. There is recognition that education need not be a competitive process, but instead the world’s best practice should be freely shared for the benefit of all. The available technology is utilised to ensure that the available knowledge and skill is translated into practice.

That framework was applied to several aspects of educational policy and practice, including school level change, curriculum, pedagogy, assessment, teaching, teacher education, and leadership. A common feature of these interpretations of policy is the tension between accountability as something that is done to schools, and responsibility, meaning to be responsive, (response-ability), an internal drive for continuous performance.

Bringing the local and the global into relationship provides a context for evaluating scholastic performance in different countries. The most recent evidence from international assessments paints a gloomy picture of performance in the UK, where, if anything, schools are proving to be less effective than elsewhere. Such findings prompt two lines of advance: to modify curriculum and pedagogy, and to improve the quality of teaching.
The first of these poses the question, What helps students learn? Five factors were thought to be crucial: classroom management; meta-cognitive processes; cognitive processes; home environment/parental support; and student/teacher social interactions. Expressed differently, the key conditions for effective learning are

· The curriculum and how it is presented; the classroom and how it is managed.

· The ability of the student to think and to decide what to think about.

· The relationships that are established between the teacher and the student, the parent and the student, the parent and the teacher and the student and learning

Meta-analyses and systematic reviews suggest that the most important factor affecting student learning is the teacher. The clear implication of this finding is that “more can be done to improve education by improving the effectiveness of teachers than by any other single factor”. Applying the analytical framework to teacher education produces the following:


Thinking Globally

Recognition that teachers will teach in classrooms that will contain students from all over the world, or alternatively may be trained in one country and end up teaching in another country for most of their career. Teachers will be teaching for a future in which rapid and complex change continues.

Acting Locally

Multiculturalism is taught in teacher education programmes, but the strong focus on having all students reach the identified state or national standards means that most of the time is spent on the basic skills. Teacher education programmes are largely competency-based approaches to teacher development.

Thinking and Acting Locally and Globally

Recognition that all students need to be literate and numerate, but that will only happen if teachers can form strong relationships between students, the teacher and the curriculum and each other. Teacher education programmes should encourage all students to have an international teaching experience and focus on expanding teacher capabilities for an unknown future. 

Competent teachers can be trained in specific tasks and understandings and can be tested by their level of memorisation of this information. Individual competencies are things that were learned in the past but can be tested in the present. They give no consideration for how the future might change what we need to know or do.

Capable teachers need to be educated to be able to work in an unknown future. They need adaptability, leadership and decision-making skills. Key capabilities are the attitudes and skills that we have today that will help us to succeed in the future.  To strengthen the capability of teachers there are four factors to be taken into account.

•internationalism: we need to understand that our teachers may have to work with students from any country in the world and may also teach in other countries, a capability which is improved by consideration of the values and understandings of cultural differences;

•ability: improved by structured professional activity;

•values: improved by establishing a common code of values – professionalism;

•self-efficacy: improved by providing teachers with professional support.

KEYNOTE ADDRESS 4

Sing-up,  Howard Goodall,  Ambassador for Singing

Singing is about as good for you as a thing can be and in my new role as singing ambassador I hope to able to persuade many more schools that starting the day with it would do wonders for the self-esteem, concentration, morale and behaviour of the young people in them. Never mind that it is a wholly positive, non-competitive, team-building, community-cohering activity; it is actually hugely enjoyable when led by someone who knows what (s)he is doing and when the choice of songs is cleverly made.

There are many benefits that singing can give a child. Sometimes it can be reduced to the function of a learning accelerator (which it undoubtedly is) and therefore a carrot for aspirational headteachers; it can also be viewed as something “nice” for children to do that looks good at the school showcase event. For me, it is far more than these things, and I have been pleasantly surprised to discover that the three key ministers behind our initiative, David Lammy, Andrew Adonis and Alan Johnson, wholeheartedly agree. This is therefore an historic opportunity for singing and I would have been mad not to want to do my bit if at all possible. Singing enhances self-esteem and improves group behaviour; it teaches concentration, performance and focus without feeling that it is teaching, since primary-age children really enjoy it. It coheres communities (what other communal, non-competitive activities do we have at our disposal to effect this?) and it can be a safe place for self-expression and the letting off of emotional steam. What drives me on, most of all, is a sense that music can be about social justice as much as it is about notes, rhythms and chords, and if by giving every child a rewarding experience of music through singing at an early age we have helped to compensate in some way for the total lack of it in too many homes, then this will have been worthwhile. My aim is not to fill future concert halls with passive listeners but to give all children a musical toolbox that is at their disposal for the rest of their lives, a gift that they too can pass on to their children.

Singing is as natural and enjoyable to human beings as laughing. It is easy and universal, bonding us first to our mothers and then to each other. It complements our grasp of language and communication and accelerates our learning processes. It does not belong exclusively to one culture or another and cannot be traced, like musical instruments, through some distant family tree back to one place, time or tribe. It is the cheapest form of musical expression and where most children's musical journey begins; it is good for the whole person; and it boosts self-confidence and self-esteem.

When asked what they got out of participating in music-making themselves people give the immediate response that music is a great social activity. Being in an orchestra, a choir, a band is always linked with friendship and a lot of fun. This may seem like a trivial detail but to young people it is of tremendous importance, especially as these days, thank goodness, they are pretty well all doing it because they want and choose to, in their free time. In terms of recruitment and involvement, an emphasis on the social rewards of playing music may be the most powerful lure that any teacher or group leader may have at their disposal.

Good teachers know that you can introduce music to youngsters through a wide variety of styles. They also know that literacy and numeracy targets can be enhanced by application of music across the curriculum and that the fears for music being “squeezed out” of the timetable by maths - or sport - are exaggerated and outmoded.

This campaign aims to foster a habit and culture of singing throughout schools, so that it becomes natural and everyday, not just an activity that takes up a few hurried minutes in the morning once or twice a week. Above all, this means reaching and enthusing headteachers. They may not know it yet, but we are going to smother them with the warm embrace of our message: what amazing transformations well put-together group singing brings to schools. We have already begun discussions with media partners with our ideas for the spread of a universal singing campaign.

The campaign is about bringing together the expertise that exists in some places and allowing it to reach out to those places where singing is a low priority at the moment. I see this as a vast coalition of interests. Some people have succeeded brilliantly in getting teenage boys to sing, for example, while others find it well nigh impossible (viewers to BBC2's compelling series The Choir will have sympathised with the challenges faced by Gareth Malone). Our job is to show how those who do know how it's done share with everyone else their tricks and secrets. Some areas have a team delivering wonderful singing programmes in all their primary schools; in other areas there is no one to co-ordinate singing at all. Our job will be to cajole the under-performers to raise their game and learn from those areas where singing is a success.
UCET/ESCalate Symposium :Teacher Education across the UK

Scotland, Professor Ian Menter, University of Glasgow
There were three headline developments. Firstly, there had been a serious reduction in the number of academic posts in the different institutions, with Glasgow, Edinburgh, and Strathclyde suffering losses of 15-30 per cent, making workforce planning and staff deployment extremely difficult.  Secondly, all institutions had undergone significant restructuring, with the result that, with the exception of Stirling, which now operated an Institute of Education, all the other universities had established Schools of Education, or Schools of Education, Heath and Social Work, within larger Colleges, usually of Social Sciences/ Humanities. Within the new institutional contexts there remained the possibility of further staff reductions, possibly by a further 16%, while already there was discussion of the introduction of a graduate “contribution “ to tuition fees.

The third development was the review of teacher education, led by Graham Donaldson, former Senior Chief Inspector, HMIe. This was the third review in a decade and was due to report in January, 2011.What recommendations would be made?  The context was the McCrone Review of teacher professionalism of 2000 and the extent to which teacher education took full account of the major curriculum change in Scottish schools known as Curriculum for Excellence. There were indications that the review would be thorough and wide-ranging, dealing with such issues as partnership, the continuum of ITE and CPD, the role of the university, institutional consolidation, and the possibility of alternative routes into teaching such as Teach First. With a general election due in May, 2011, it was difficult to judge at this point how the Scottish Government would respond.

Wales,

The presentation began by emphasising the ways in which educational provision in Wales differed from England. There were no Foundation or Trust schools, Academies or City Technology Schools, no SATs, and no league tables. There was however a Welsh Baccalaureate, offered at three levels, and a range of principal learning routes, with a core plus options framework. Post-compulsory provision also differed, with no QTLS. A major national initiative envisaged Wales as the Learning Country and which sought through the Free Breakfast initiative, a schools building programme, and revised learning programmes to raise levels of achievement and to secure the wellbeing of children and young people. 

Another major development was the establishment of the Foundation Phase, which sought to provide a “flying start” for 0-3 year olds and for 3-7 years olds a programme that covered 7 “areas of learning”.  In addition, Learning Pathways had been instituted for 14-19 year olds, which included 6 “key elements of learning”: individually tailored learning pathways; wider choice and flexibility; the learning core; the learning coach; personal support; and careers advice and guidance. There had been a marked change in CPD provision, with GTC Wales bursaries discontinued and recruitment to NPQH frozen. However, induction and EPD still attracted funding. The Chartered Teacher Scheme had been introduced in 2007, with a set of professional standards, a 12-module programme route and a portfolio route.

Finally, initial teacher education had been re-structured into 3 “collaborative centres”, each consisting of two institutions, together with the Open University.

Northern Ireland, Gerry Devlin, GTC(Northern Ireland)

A report on teacher education in Northern Ireland must begin with the review of teacher education. That review was initiated in April, 2003; in the summer of 2010 the Department of Education finally produced its policy proposals; the consultation period ended in November, 2010; and the direction of future strategy is awaited, although the imminence of a general election in May, 2011 is likely to cause further delay. It is difficult to explain the political and administrative inertia that has bedevilled the review of teacher education, although the vagaries of politics in Northern Ireland and the attempt to establish a local Assembly and Executive has meant that, for both politicians and senior civil servants, teacher education was a low priority.

What changes might be anticipated? The consultation paper did not contain radical proposals. It set out the key educational changes that had occurred in Northern Ireland; it defined the roles and responsibilities of the principal players; it proposed the establishment of a Teacher Education Committee within the Education and Skills Authority, the agency that will be responsible for the national management of education in a more streamlined system; it was ambiguous about the role of the teacher education institutions in the provision of CPD for teachers; it called for a strengthening of partnership between universities and schools in teacher education; and it reaffirmed the need for continuity between the different phases of a teacher’s career.

One of the matters of major concern at present is the employment position of young teachers, which has deteriorated markedly. For example, while 86% of those graduating in 2004 are in employment, the figure for those graduating in 2010 is 21%. The attempt to bring supply and demand into line is made more difficult by the fact that large numbers of those graduating from programmes elsewhere in the UK seek employment in Northern Ireland.

On the more positive side, the GTCNI has established itself and is working well with teacher education institutions. It has recently introduced a scheme for the accreditation of teacher education programmes; it has published after full consultation Teaching: the Reflective Profession, which encapsulates a fundamental philosophy that situates the teacher competences within a values framework and asserts the critical importance of reflective practice.  That document gives expression to the GTCNI’s commitment to re-intellectualise the teaching profession, to support activist teachers as catalysts for positive social change, as moral entrepreneurs, who unapologetically advocate social justice and equality of opportunity and who manifest these attributes in schools and classrooms.

While the outcome of the review of teacher education is awaited, there are some concerns that that the Department of Education will, in future, use quasi-market mechanisms to allocate scarce resources to a range of bodies to provide continuing professional development for teachers, a proposal that has been strongly criticised by the GTCNI. 

England, Professor Joan Whitehead, UCET

In England we are in a policy vacuum in terms of knowing with any certainty the future of teacher education and are awaiting a definitive post-Browne statement on funding. This presentation therefore concentrated on pre- and post- election statements made by the Coalition parties, speculated on possible futures, and sought to identify ideologies informing the direction of travel. What is observable is a policy shift from a centralized command-and-control approach adopted by the previous government to a less centralized, more consumer -focused and market-oriented approach.

There are three reforms to highlight: structural, curricular, and those intended to raise the status of the profession. 

With regard to structural reforms, we know there is to be a change in the balance of ITT training routes, with an expansion of Teach First and a possible expansion of employment-based routes through a Teach Now initiative to replace GTP. Whilst these routes undoubtedly contribute to teacher supply, additional numbers could destabilize some mainstream PGCE provision.  Arguably more challenging is Michael Gove’s desire to shift trainee teachers out of “college” and into the classroom, irrespective of the willingness of schools to be involved. If relocation is imposed, some but not all HEIs are likely to be able to adjust, provided finances are sufficient for their services to be bought back But what the nature of these services might be is of concern, given Michael Gove’s skills-based, technicist conception of teaching as “a craft best learnt as an apprentice observing a master craftsman or woman”.  What this view ignores is that teaching is a complex activity. It does involve knowing how but it also involves knowing why teachers act in specific ways in the interests of their learners, based on professional knowledge, values and research.

But before becoming too gloomy about this skills-based approach, we might wish to take some comfort from another of Michael Gove’s statements in which he argues that 

Teachers should be seen as central to the academic and intellectual life of the nation – just as much as university lecturers and other public intellectuals. 

The other dimension of structural reform relates to schools, given their integral role in ITT. We have witnessed the expansion of academies, and the establishment of state-financed free schools able to buy services from a growing number of organizations including private companies and multinational plcs. This change may reflect an ideological commitment to the provision of services through the market. With greater freedom over the curriculum, these schools could opt out of the national curriculum, diminishing their eligibility as partnership schools. Besides, the greater utilization of private service providers running academies is likely to impact on CPD, since some of these providers may well offer educational consultancy, and perhaps even teaching materials.

What might be the response of HEIs? Should more become involved in sponsoring academies to enhance opportunities for placements, CPD, and involvement in governance?  Should HEIs work with private providers, or should they collaborate together at a local level to compete with them?

 The proposed curricular reforms are intended to free teachers from the endless initiatives and regulatory burdens of New Labour so that they can become more creative and less dependent on government-endorsed strategies and resources. This move towards greater professional autonomy is counter-balanced by the intervention of the Minister for Schools in the use of systematic synthetic phonics in the teaching of reading, although there are likely to be similar steers regarding numeracy. 

With regard to schools, there is a commitment to slim down the national curriculum and to put knowledge and subjects at the centre, “ with a stronger focus on the basics”.  In terms of pedagogy the language suggests a more formal approach, with Nick Gibb believing “very strongly that education is about the transfer of knowledge from one generation to the next”. 

How will teacher educators respond? All we know with any certainty is that, despite the rhetoric of trust, there will be close monitoring of compliance with Coalition-set priorities. However, in areas other than the core, there could well be scope for innovation and creativity at a local level. This is the kind of development many HEIs and schools have sought. But the issue will be whether or not the profession will take up the challenge or whether, as Bernard Trafford somewhat disparagingly wrote in last week’s TES, teachers and arguably teacher educators will feel lost after years of dependency, and be like battery hens in the Coalition’s free range farmyards!

Finally, with regard to raising the status of the profession, the relevant reforms concern raising entry to primary ITT to at least GCSE Grade B in English and Maths and the requirement of at least a 2:2 for admission to state-funded PGCEs to ensure graduates have a sufficient level of subject knowledge. The importance of subject knowledge is a theme that has been a longstanding issue for Tory advisers and politicians. Whilst increasing entry requirements may in the long term achieve enhanced standing for the profession, the more immediate issue is the extent to which the implementation of the 2:2 criterion will lead to supply problems, particularly in the shortage subjects. 
And what of the contribution of CPD? Here there are some grounds for optimism from the positive note prior to the election when Michael Gove spoke of support for master’s and doctorates with sabbaticals, bursaries and university fellowships for teachers. However, there was no mention of MTL; the focus was on subject specialisms, and it is unclear whether Education can be seen as a specialism in its own right.  

These are ambitious goals and, if implemented on a large scale, could have a transformational effect on the standing of the profession. But now in an age of austerity we are left speculating on the extent to which these proposals will be honoured and funded. 

Whilst these measures would be significant, it is important also to consider the conditions under which the profession works. Professional standing comes not just from greater exclusivity through levels of qualification, but also from being self-regulatory whilst remaining publically accountable. As the House of Lords Committee observed, able, brilliant and skilled professionals do not thrive in an environment where much of their energies are absorbed by the need to comply with a raft of detailed requirements.
To conclude, if teachers of the future are to be “central to the academic and intellectual life of the nation”, as well as skilled practitioners, what remains important is that the foundations for intellectual enquiry and the generation of professional knowledge are laid in ITT. Despite current uncertainties of funding and direction, teacher educators, HEI- and school-based, both have roles to play in realising that aspiration, which may involve, as Zeichner has proposed, academic and practical knowledge coming together in new less hierarchical ways in the service of teacher learning.

Mending the Fractured Knowledge Base of Teacher Education, Professor Gordon Kirk, UCET

The intensification of university-school partnership has failed to resolve a fundamental difficulty about the knowledge base of teacher education. Compared to the integrated knowledge base of surgery, in which professionals engage with patients, teach students and conduct research, teacher education by contrast inhabits three separate worlds: the world of the school or college, the world of teacher education, usually located within a university, and the world of research, leading to the frequent charge that teacher educators are remote from the classroom and reinforcing the gap between theory and practice. 

A strategy designed to mend the fractured knowledge base in teacher education might have three principal features. Firstly, it would entail an adjustment in the definition of the responsibilities of the teacher to include teaching pupils, supporting student teachers and engaging in research; secondly it would involve a strengthening of the role of the school or college, and therefore of teachers, in educational research; and thirdly, teacher educators might be expected to have a much closer and continuing engagement with professional practice. Such measures would help to heel the fractured knowledge base of teacher education.

That blurring of boundaries, that creation of a shared culture between schools and universities, that intensification of interaction and collaboration, through joint appointments and other forms of staff exchange, would all point to a re-interpretation of the partnership principle There is a pressing need in the contemporary context for a re-affirmation of teaching, and therefore of teacher education, as being underpinned by the university values of rationality, evidence-based practice and criticality We should therefore be less concerned with the location of teacher education than with the values underpinning it. We need to move beyond the debate between teacher education in the university and teacher education elsewhere and to the expenditure of much effort defending the locus of universities in teacher education against all-comers. Rather, the battle should be between those teacher educators who espouse the values of the university and those commentators who demean teacher education, and seek to characterise the process of learning to teach as mastering a limited range of practical manoeuvres.

DISCUSSION SESSIONS

BLOCK A

CPD for Teaching Assistants : A vehicle for change in schools and initial teacher training.
Jackie Barbera and Wendy Bignold (Liverpool Hope) 

Chair:  Marian Woolhouse

· The establishment of a learning culture is essential.

· That culture has acted as a catalyst for CPD for all, TAs and teachers.

· The research project involvement has given TAs confidence in engaging in professional dialogue.

Work-loading project

Gill Scott (Nottingham Trent)

Chair: John Trafford 

· There are probably as many models of work-loading in operation as there are models of education.

· Will work-loading be increasingly used as an instrument of managerial control in a climate of financial stringency and the changing ITE landscape? 

· How do we maintain a holistic view of activity to enhance student/staff experience; how do we enable rather than just quantify and regulate? 

Findings from the TDA NQT Quality Improvement Study: senior leaders' and early career teachers' views of routes into teaching, early career support and professional development, and retention and career development
Mike Coldwell and Bronwen Maxwell (Sheffield Hallam)
Chair: Simon Spencer

· From the data presented as a result of surveys into early career development there is a marked lack of regard for HEIs as partners in CPD.

· Partnership needs to go beyond placements for ITE.

· The potential for whole university (as opposed to Education Departments alone) involvement in school improvement is vast, especially in the light of possible redirection/loss of L.As

Philosophy of education in teacher education
Christopher Winch (Winchester) and Janet Orchard (Bristol)
Chair: Kevin Morris

· Philosophy heightens understanding of subject knowledge.

· Philosophy should be studied alongside other disciplines.

· Philosophy draws attention to the problematic nature of the relationship between theory and practice.

Master’s in Teaching and Learning

Sean Cavan (Sheffield Hallam)

Chair: Ada Adeghe

· There is value in exploring a coaching model flexible enough to respond to possible funding challenges.

· We must continue to explore possibilities and opportunities resulting from HEIs working together on MTL.

· Cost effectiveness of current funding for HEI involvement is problematic.

Perceptions of mentors who support our PCET trainee teachers
Russell Shobrook (Plymouth)

Chair:  John Chorley

· There is a need for a reappraisal of the teacher/mentor/coach role.

· Organizational commitment is required to avoid the isolation of the mentor.

· Being a mentor can enliven one’s own practice as a result of new insights and awareness.

Becoming a teacher: connecting with the net generation

Rob Bowen (Nottingham Trent) 

Chair: Joanne Hill

· The teachers we train now could still be teaching in 40/50 years time; how do we respond and react in our training?

· Consideration of approaches to learning can change attitudes and approaches.

· We need to reconsider the philosophical underpinning of what a teacher is.

Student teachers working as teaching assistants whilst on their secondary PGCE programme.
Sheila King (IOE)
Chair: Lesley-Anne Pearson

· Providing students with a deeper and wider understanding of working with TAs is vital.

· We need to increase opportunities for trainees to explore pupil learning and address the personalization agenda.

· The future of TAs was questioned, with the possibility of prospective trainees taking on this role.

Teacher educators: transition into higher education and developing research identities.
Viv Griffiths (Canterbury), Liz Hryniewicz (Canterbury) & Simon Thompson (Sussex)
Chair: Chris Robertson

· There was a need to take account of the fact that people with substantial experience of education could still be new to ITE.

·  A key issue seems to be enabling ITE staff from school to make the transition. 

· Support strategies were vital.

 Reflective practice for professional development.
Paula Zwozdiak-Myers (Brunel)
Chair: Alison Jackson

· Reflection and the quest for the reflective practitioner is complex!

· Reflection is a challenge and requires open-mindedness.

· Reflection reinforces the role of the teacher as researcher.

UCET-BERA funded analysis of the implications of the 2008 RAE for education research.

Alis Oancea (Oxford)

Chair: Ian Menter

· The effects of RAE 2008 were very varied across the sector and created a complex picture.

· There are concerns about divisiveness caused by decisions on which staff were included or excluded in the return 

· It was important to develop a shared understanding within departments of what the grades mean.

Group work in ITE: What makes a good group? How to resolve group tensions? Developing plans for group selection.
Berry Billingsley (Reading) 
Chair: Tony Macfayden

· How do students feel about group work if it is assessed compared to group work that is not assessed?

· We need to be clear why we are grouping in a certain way and for what purpose.

· How undergraduates and postgraduates respond to small group work and group size may determine effectiveness.

BLOCK B

“Infinite patience and the capacity to challenge your own and others' actions and values”: what is different about teacher educators in the lifelong learning sector?

Jim Crawley (Bath SPA)
Chair: Jeff Serf

· What is a teacher educator?

· How many teacher educators are there, and in how many different settings?

· Is it possible to be a triple professional: expert in subject, pedagogy, and in teacher education?

What constitutes teacher quality?
Gillian Hilton (Middlesex)

Chair: Professor Robert Bowen

· To be professional, teachers must self-regulate based on self-identified qualities.

· Reflection on teacher quality is empowering and developmental but how do we enable teachers to reflect?

· Website can be explored for views on teacher quality; one such tool tools to is www.teacherqualitytoolbox.eu

Leading Partners Developments
Bea Noble-Rogers (National Strategies) & Mark McKiernan (TDA)

Chair: Andy Jones

· We should blow the trumpet for the value of partnerships and clusters and the benefits they give to all in schools, including children’s learning and high-quality teaching.

· We need trusting relationships between schools and HEIs which are visionary and collaborative. 

· We need to swiftly build relationships which have benefits beyond ITT, especially with the demise of LAs.  This may become left to HEIs to head.

From Partnership to Leadership: collaborative improvement of student teacher placements
Tricia Young & David Owen (Sheffield Hallam) 

Chair: Tony Weaden

· We need to recognise where schools are in terms of partnership development.

· It is important to ensure the training of teachers is part of their development plan and integral to school development overall.

· Subject specific planning and feedback is essential for Primary and Secondary.

· Clarity of provider expectations must be shared across the partnership.

Teacher and pupil perceptions of the relationship between science and religion (with particular reference to the context of the school curriculum) and developing teaching resources to support better coordination in teaching about the issue across the two curriculum areas.

Berry Billingsley (Reading)

Chair: John Parkinson

· There is little collaboration between these areas in school.

· Media studies provides a context for these discussions with pupils.

· We need to face the challenge of common terminology, and terminology within the area, for example, “religion” not “religious”.

Colleague-to-colleague supervision in postgraduate programmes (Master’s and Doctor of Education): opportunities and challenges.
Valerie Poultney (Derby)

Chair: Dr Harriet Marland

· There seem to be unique aspects of colleague-to-colleague supervision that resonate across institutions.

· There is good (and bad) practice in M & D level work but there is little focus on these particular issues in the literature of supervision.

· The area of exposure and the psychological and ethical impacts of colleague supervision were raised: this could provide a further area of enquiry. 

Presenting progress on our key projects 
Lorna Goodwin (St Marys), Paula Zwozdiak-Myers (Brunel) with Marilyn Leask  (Bedfordshire) 

Chair: Paul Dickinson

· There is a need to develop a strategy for making those who would benefit from this resource aware of its potential and assistance.

· A key aim is to strengthen the identity of this on-line community.

· There is value in encouraging its use for developing collaborative research work, for example, peer feedback on anonymous drafts, shared PhD work.

Class consciousness and how student teachers perceive the social relationships within their classrooms and their understandings or rejections of class.
Ingrid Spencer (Leicester)

Chair: Deval Carey-Jenkins

· PG Secondary trainees appear to experience difficulty in articulating and defining social class. What impact might this have on teaching and learning in the classroom?

· PGCE trainees have a huge range of views on what defines class.

· It is very important for issues of social class to be on the agenda at a national level.

Using peer assessment to support secondary PGCE mathematics and science students with writing assignments at master’s level.
Sue Forsythe (Leicester) & Maarten Tas (Leicester) 

Chair: Diane Brightling

· Working collaboratively on a shared problem has led to the development and refinement of a range of successful strategies: these could be applied to any subject/age-phase (or even level) to support student teachers writing academic assignments.

· The strategies employed model good practice and thus have multiple benefits: not only do they improve students’ academic writing but they also develop their knowledge and understanding of AFL Strategies that can enhance their professional practice.

· The students learned far more from the process of assessing the work of their peers than they did from reviewing after feedback, as the former required them to unpick and understand the assessment criteria.

 Impact of paired placements in challenge schools.

Allison Bolster (Bristol)

Chair: Lee Jerome

· Y shape model was popular with student teachers, mentors and most pupils.

· Paired placements enabled student teachers to get experience of classes they may not normally teach, for example, GCSE exam groups and very challenging groups.

· Pairs helped increase the range of teaching and learning activities used in classroom.

BLOCK C
Teacher educators: transition into higher education and developing research identities.
Viv Griffiths (Canterbury), Liz Hryniewicz (Canterbury) & Simon Thompson (Sussex)
Chair: Valerie Butcher

· Research support was essential for teacher educators (for example, research mentor/structured programme such as master for teacher educators). Research-active teacher educators were seen as a valuable resource.

· There were advantages and disadvantages for teacher educators within the  RAE.

· Research teams linked to programme areas such as secondary PGCE. This practice should be extended to post-compulsory teacher educators.

Sing-up as part of ITE and postgraduate study.
Janice Fryett, Anne Marie Wright (Chester) Sue Nicholls and Dawn Williams (Sing Up)

Chair: Lesley-Anne Pearson

· Enthusiasm of presentation and creativity inspires learning.

· www.singup.org  was a free resource.

· Singing is a free resource which can be used by all teachers irrespective of their subject and skills.

Supporting student teachers with additional learning needs from admissions to achievement of QTS.
Paul Herrington (UWIC) and Karen Morris (Newport)

Chair: Rachel Barrell

· It is in students’ best interest to disclose additional needs to schools, although it is not a legal requirement. 

· Do we involve schools in identifying what students they are able to support? Could we develop a database in our ITE Partnership teams?

· We must start with discussion with the individual student to identify the reasonable adjustments which would be of most benefit. 

 ASTs and involvement with HEIs and ITE
Andy Goodwin (Reading)
Chair: Linda Adcock

· The purpose was to introduce element of a programme which matched  lecturers’ own self-image and deepened engagement of students.

· Impact on motivation and self-efficiency could be measured across different areas. 

· Issues addressed included student resistance and level of support, accountability through mid-point presentations, and peer-devised criteria for assessment .

 Assessing the quality of your institution’s research environment and RAE outputs: try-your-hand  interactive session.
Marilyn Leask (Bedfordshire)
Chair: Professor Robert Bowen

· There was a need to use the help that is already available: for example, REPOSE guidelines (Google) or Online Education Research Journal: www.oerj.org
· It was important to focus on the quality of the research 

· In the last RAE the journal where a publication appeared was not taken into account.

Partnership in CPD delivery
D’Reen Struthers (Roehampton), Harriet Marland (Bishops Grosseteste), Ian Terrell (Middlesex)
Chair: Jackie Barbara

· It was vital to develop a relationship with NCL which is transparent and fair for all HEIs across the piece.

· There was a need to ensure that there is a fundamental belief and knowledge that at the core of partnerships are the QA Level 7 descriptors and that these are transparent, particularly to teachers and significantly to recently qualified teachers.

Preparing students for international teaching placements and developing sustainable partnerships with schools in India.

Parminder Assi, Bob Shipman and Rachel Morgan-Guthrie (Newman)

Chair: Juliet Fern

· There were wide-ranging ethical issues associated with international placements.

· The practicalities and risk assessments (including student preparation) involved in running successful international placements were considerable.

· The sustained learning that should be developed from the experience required that students are not educational visitors but use the experience to interrogate  educational practices of both countries.

Paired placements: the driver-navigator model.

Paul Wilson (Marjon)

Chair:  Jenny Gilbert

· Drivers for the paired placement initiative included the tension between pragmatism and pedagogy (including early scepticism).

· The benefits of the model for different categories (trainees, HEIs, pupils, schools) were considerable.

· Understanding the principles and mechanism of the driver-navigator model was crucial.

BLOCK D

UCET Travel Scholarship:  societal values and principles in initial teacher education  and  beyond : A Finnish Perspective.
Derval Carey-Jenkins (Worcester)
Chair: Amanda Pill

·  M levelness had to be embedded. 

· Finnish schooling was underpinned by very cohesive social values.

· There was great value in giving schools more discretion to determine the curriculum.

Linking pupil voice, school improvement and research in teacher education
Anna Carlile (Goldsmiths)
· PGCE placements can empower trainees and pupils as researchers.

· It was possible to link critical pedagogy and critical bureaucracy with practical outcomes.

· Partnerships with schools could be enhanced through offering a new dimension of students as researchers in support of SEF/STP aims.

Primary education: working with partnerships for the 'new era'

Alice Hansen (Educational consultant), Alison Jackson, Sally Elton-Chalcraft (Cumbria) Elaine McCreery (MMU) David Morris (UEL)
Chair: Alison Jackson

· There is a partnership between children and teachers and teacher educators: schools realize their role in teacher education when it is made more explicit.

· We need to seize the agenda before it seizes us.

· We should encourage student teachers to take risks; the curriculum transcends politics; well presented, it reaches the child.

 Development and delivery of the MTL in the North-West.
Sue Faragher et al (LJMU)
Chair:  Stephen Ward

· In the North-West MTL is working well and it would be highly regrettable if it was discontinued.

· MTL is achieving a transformational effect.

· The planning for MTL has bought the HEI members of the federation together.

 A brush with the new broom: reflections on a first year of leadership in secondary ITT
Jo Mc Shane (Newcastle)
Chair: 

· There is a role for teacher practitioners in ITE.

· We must remember why we are in ITT: the fundamental aim is to provide reflective skilled teachers; research is not the primary aim.

Institutional conceptualisations of teacher education as academic work: do we know what we're looking for?
Jane McNicholl, Anna Pendry and  Viv Ellis (Oxford)

Chair: Sally Yates

· The research identified the role of the teacher as a “troublesome category”.

· If we cannot define the role teacher as academics it can be difficult to defend the role of universities in teacher education.

 Innovative ITE and CP partnerships: working towards sustainability.

Paul Davies, Margaret Rosamond and Juliet Fern (Bedfordshire)

Chair: Trevor Mutton

· Universities must be responsive to school needs when developing partnership.

· Local Authority involvement was crucial.

· The university is not at the centre of the picture because the vision is shaped by the partnership.

CONFERENCE DINNER

The conference dinner was preceded by a drinks reception sponsored by the Times Educational Supplement.  The dinner was well attended and was as enjoyable and convivial as ever.

CONCLUDING REMARKS, Professor Roger Woods, UCET Chair

At the end of the conference Professor Woods expressed the hope that institutions and their members would derive great personal and professional satisfaction from another well-attended and rewarding conference. There was no doubt that the months ahead would be extremely challenging for UCET and UCET institutions. The anticipated White Paper on teacher education and the financial stringencies imposed by the Coalition Government, taken together, might effect far-reaching changes. It was his view that the commitment, energy and resourcefulness shown at the conference would enable us to meet the challenges that lay ahead. Professor Woods thanked all the participants for supporting the conference, and expressed the indebtedness of everyone to James Noble-Rogers and the UCET office team for all the additional work they had undertaken to ensure that the conference was yet another highly successful occasion.

Gordon Kirk, 

Academic Secretary.                                        
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