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Foreword 
Geoff Whitty

When I left school in the mid-1960s there were two main routes to 
becoming a quali�ed teacher � an undergraduate route of two to three years 
leading to a teaching certi�cate, or later a BEd degree, and a postgraduate 
route through which holders of degrees in subjects other than education 
could qualify as teachers by taking a one-year postgraduate certi�cate in 
education course (the PGCE). Even though all I wanted to do was teach, I 
was advised to take the second route � to complete a degree in my specialist 
subject and then add on the postgraduate certi�cate if I still wanted to do 
that. Even today, this remains the most popular and most prestigious route 
into teaching, especially for prospective secondary school subject teachers. 

By the time I myself was a teacher trainer a decade later, the picture 
was becoming a little more complicated. Changes were driven partly by 
dissatisfaction among lecturers at the content and status of their subject, but 
also by concerns among politicians that teachers in England were not of high 
enough academic calibre compared with their international competitors, 
and that what they learnt on teacher training courses was not very relevant 
to the needs of teachers and students in classrooms. At the extreme, it was 
alleged by some right-wing politicians that teacher training courses had 
become hotbeds of Marxist indoctrination (Whitty, 1991). 

The neo-conservatives among them regarded most of the taught 
curriculum of teacher training as dispensable, so in their ideal world the 
prescribed curriculum would consist only of �proper subject knowledge� in 
the subjects they would teach. The neo-liberals would allow schools to go 
into the market and recruit whoever they wanted as teachers but anticipated 
that they would in practice favour �pure� graduates over those who had 
�suffered� from teacher training in colleges and university departments of 
education which had contributed to the failure of education to provide a 
labour force able to compete in a global marketplace. There was general 
agreement between the two groups that, say, two or three years of subject 
study in a conventional vein was suf�cient academic preparation for would-
be teachers and any additional training necessary could be done on an 
apprenticeship basis in schools (Whitty, 1991: 5). Within the profession, on 
the other hand, it was felt by some that more attention ought to be given to 
the explicit teaching of pedagogy and pedagogic subject knowledge. These 
developments, and others, are discussed in more detail and from a different 
perspective in chapter 3 of this book. 
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In the mid-1980s some of these concerns were addressed through 
the creation by Margaret Thatcher�s government of a Council for the 
Accreditation of Teacher Education (CATE) to review all initial teacher 
training providers in England and recommend whether they should receive 
accreditation to provide courses leading to quali�ed teacher status (QTS). 
Her Majesty�s Inspectorate of Schools (subsequently Ofsted) was charged 
with reporting to CATE on the quality of provision, a role that has been 
signi�cantly expanded over the subsequent 30 years under successive 
governments. From 1992 onwards, a succession of competences and 
standards that courses should develop in their trainees were drawn up by 
governments and the Teacher Training Agency (and successor bodies), and 
these were accompanied by an increase in the time trainees were required 
to spend in school.

With regard to leadership in teacher training, there was a growing focus 
on equal �partnership� between higher education institutions (universities 
and other HEIs) and schools in the planning and provision of accredited 
courses leading to QTS. This evolved into an even more signi�cant change, 
the introduction of �school-centred� initial teacher education, in which a 
group of schools took over much of the work of HEIs, and universities 
were largely restricted to academic validation of the course. This provision 
came to be known as school-centred initial teacher training (SCITT). While 
small in terms of the proportion of teachers it trained, SCITT provision 
was important in challenging the hitherto dominant role of HEIs in teacher 
education.

Even by this stage the future and shape of initial teacher education 
in England had gained much more policy prominence than I would ever 
have anticipated when I became a PGCE student back in 1968. When I 
think about my own experience of teacher education from the early 1970s, 
I can see that governments certainly moved away from trusting the teacher 
trainers to providing increasingly detailed central prescription. As far as 
I can remember, when I took up my �rst job as a teacher educator at the 
University of Bath in 1973, I was left to my own devices in deciding what 
I should teach my students on the PGCE course. Although we had an Area 
Training Organisation and associate tutors in schools, the course content 
was entirely determined by university staff and we were de�nitely in the lead. 

It was the changes that took place in the 1980s and 1990s that became 
the focus of a research project that I was involved in at the London Institute 
of Education in the 1990s, in collaboration with colleagues at the Universities 
of Shef�eld and Bristol and Homerton College, Cambridge (Furlong et al., 
2000). This research project, known as the Modes of Teacher Education 
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study (MOTE), was funded by the Economic and Social Research Council 
(Project no. R000234185, �Changing modes of professionalism? A case 
study of teacher education in transition�; https://www.researchcatalogue.
esrc.ac.uk/grants/R000234185/read); it enabled us to monitor the changes 
in the conventional routes and the introduction of the innovative routes at 
a number of teacher education providers around the country. Through that 
work we were able to attempt some generalizations about the direction of 
travel of initial teacher education in England (which we characterized as 
a combination of state control and market forces (Gamble, 1988)), which 
in turn had implications for modes of professionalism, particularly in the 
public sector. While England was at the extreme end of such developments, 
some similar trends were in evidence elsewhere, alongside some contrary 
developments in other countries, as discussed in the afterword of this book. 

The direction of travel that had been set in train in England in the 
1990s and re�ected in our report on the MOTE research was modi�ed 
under New Labour not only by greater emphasis on managerialism by 
school leaders, but also in the context of competition and choice between 
them (Furlong et al., 2000). 

By the time the New Labour government left of�ce in 2010, there 
were three main routes into school teaching in England. All led to QTS, 
which (with some limited exceptions) remained a requirement for anyone 
teaching in a publicly maintained school, including most academies. 
The routes were partnerships led by HEI, providing both under- and 
postgraduate programmes, SCITTs, and new routes involving �on-the-job� 
training, known as employment-based initial teacher training (EBITT). 
These new routes included the Graduate Teacher Programme (GTP), the 
Overseas Trained Teacher Programme (OTTP) � for those who already had 
some teacher training � and Teach First (TF), a scheme to bring high-�ying 
new graduates into teaching in challenging schools.

At this stage 234 providers offered routes into teaching, including 
75 HEI-led partnerships, 59 SCITTs and 100 EBITTs. HEIs were still 
responsible for the great majority of trainees; in 2009�10 they trained 
78.7% of the recruits to teacher training programmes, compared with 
16.7% in EBITTs and 5.6% in SCITTs.

Meanwhile, there had been an additional development. This is what 
I have termed �branded� professionalisms (Whitty, 2014), drawing upon 
a literature that explores how knowledge-intensive �rms like Deloitte 
use their brand as a platform for a common identity and consistent 
expectations. In education, autonomous schools, or academies in the 
English case, are increasingly being linked into chains such as the Ark and 



Geoff Whitty

xx

Harris networks, and these are seeking also to take on more responsibilities 
for teacher training, either by becoming accredited providers themselves or 
by franchising other providers, including universities, to train the particular 
sorts of teachers they want. So we will have distinctive Ark teachers or 
Harris teachers, alongside an existing example of �branded professionalism� 
in the case of Teach First teachers. 

These trends would intensify under the new Conservative�Liberal 
Democrat coalition government. Its White Paper of 2010, The Importance 
of Teaching (DfE, 2010), encouraged a more explicit shift towards school-
led initial teacher training in England, including the creation of around 500 
teaching schools � schools rated by Ofsted as outstanding in teaching and 
learning that could potentially take over leadership of teacher training from 
the universities. The extent to which, the scale on which, and the speed at 
which this was likely to happen remained unclear but there was no doubt 
that this was the direction of travel favoured by the government and that 
some Conservative ministers would have liked � and would still like � to see 
more than half of new teachers trained under school-led routes. 

The key policy for realizing this change was School Direct, a scheme 
which, in simple terms, involved the allocation of training places to schools, 
which cashed them in with a university or another accredited training 
provider to deliver a training package for a teacher whom the school was 
expected to employ subsequently (although that requirement has since been 
watered down). Trainees �lling a vacancy could be paid a salary as under 
the earlier EBITT arrangements, though most were to be funded by loans 
and bursaries as in conventional HEI-led provision.

When the School Direct policy was announced, it was going to be 
restricted to about 500 places and was designed to meet teacher supply 
needs that were not being met through existing mechanisms. Subsequently, 
it has been reinvented as the main vehicle for putting schools in the lead in 
teacher training and making HEIs more responsive to the needs of schools. 
Its projected share of postgraduate trainee numbers was increased to over 
9,000 for 2013�14, rising to over 17,000 for 2015�16, as shown in table 1. 

Table 1: Comparison of School Direct and HE provider 
trainee numbers

2011�12 2012�13 2013�14 2014�15 2015�16
HE provider 28,669 28,841 26,790 23,095 22,224
School Direct 0 772 9,586 15,254 17,609

Source: Roberts and Foster (2015).
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As a result of all these changes, the landscape of initial teacher education 
has become even more varied than it was in 2010. Although there is some 
dispute about what constitutes a �route�, a �course�, a �quali�cation�, and 
what is merely a �funding mechanism�, in 2015 the Association of School 
and College Leaders identi�ed what it called �Routes into Teaching�:

SCITT 
Led by a network of schools that have been given powers to run 
their own training independently.
Course generally lasts a year.

School Direct (Unsalaried) 
Designed by a group of schools in partnership with a University 
or SCITT with the schools themselves recruiting.
Generally lasts a year.

School Direct (Salaried) 
As above.
Earn a salary while training and school covers the cost of 
achieving QTS.

Teach First 
Earn while you train and work in a challenging school in a low-
income community.
Minimum 2.1 degree. Two-year course.

Troops to Teachers 
For Service Leavers in the two years before or the two years after 
leaving the Armed Forces.
With a degree � one-year course through SD Unsalaried, Salaried 
or university-led PGCE.
Without a degree � two-year, school-based, salaried teacher 
training programme.

Researchers in Schools 
For researchers who have completed or are �nishing their 
doctorate.
Two-year salaried programme in six regions.
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Undergraduate route 
Study for a degree and teacher training at the same time. Minimum 
C at GCSE in English and maths plus science for primary or Key 
Stage 3 and two A levels (check with individual universities).
Full time three�four years, part time four�six years.

Postgraduate route (PGCE) 
If you already have a degree, one-year course at a university or 
college with school placements.

(adapted from Routes into Teaching Map, annex to ASCL, 2015)

As it happened, Bath Spa University was involved, or planned to become 
involved, in many of these routes. In 2013, its then Vice-Chancellor, 
Professor Christina Slade, and its acting Dean of Education, Professor 
Christine Eden, asked me to consider helping them with a research project 
that compared the nature and outcome of the different routes with a view to 
providing an evidence base for future government policy on the funding and 
provision of initial teacher education. This became the Diversity in Teacher 
Education (DiTE) project. 

My initial thoughts involved replicating and extending the MOTE 
research, perhaps by undertaking �eldwork in the same sites and courses 
we had studied in the 1990s. But this made little sense, given the changes 
that had taken place in the intervening period, although it might have 
been helpful and interesting to conduct a full-scale comparison of teacher 
training in 1998 and 2018! Other institutions had other priorities, while 
some new players were undertaking similar studies of their own. So, Bath 
Spa � which had two members of the MOTE research team � did the closest 
thing it could to replicating the MOTE study, by creating a new topography 
of initial teacher education and partnership, to compare with those created 
by MOTE, which forms the common backdrop for the studies reported in 
this book. This includes an exploration by Nick Sorensen (chapter 4) of 
how the concept of partnership had now developed. 

The other studies within the DiTE programme reported in this 
book are different from those within MOTE, though they do share some 
characteristics. For example, an important concern of MOTE had been 
to understand the experience of trainees on different routes. The use of 
the term �diversity� signi�es both a shift to greater differences in the ways 
recruitment to teaching took place and an interest � which was less evident 
in MOTE � in differences between the sorts of students they recruited.

All this adds up to a rich diet of theory and practice in the initiation 
of new teachers in their new roles that is in keeping with Stephen Ball�s 
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characterization of post-modern educational systems (Pol and �va�í�ek, 
2011). While he did not speci�cally refer to teacher education, it will be 
clear from my analysis above that teacher education may itself be moving 
towards a system of small systems of the sort Bell (2012) envisages. 

However, there is an even more extreme scenario, which might be 
the endpoint of the developments described by Bell. As part of its autonomy 
agenda, the coalition government decided that its new free schools would 
not have to employ quali�ed teachers and could instead employ whoever 
headteachers regard as most suitable. It subsequently made a similar 
change for academies, which now constitute a majority of secondary 
schools in England and an increasing proportion of primary schools. 
Thus, the of�cially prescribed training routes and requirements discussed 
above will apply to a diminishing number of schools in future, as will the 
national curriculum. Alongside, there has been a signi�cant deregulation of 
training requirements in the FE sector. So this could be just the start of a 
deregulation of teacher education, effectively ending even the core national 
professionalism associated with the pre-service award of QTS, and leaving 
teacher supply and teacher quality to market forces. At the time of writing, 
most schools still employ trained teachers, and the DfE is working on new 
standards for professional development and career progression, possibly 
prompted by a crisis in teacher recruitment, which has resulted in some 
rolling back of market forces, although direction of travel remains in place.

As is clear from some of the contributions to this book, the risk is 
that current policies lose from the system some of the best HEI�practice�that 
has� developed in recent years. Cuts in secondary training numbers have 
already impacted on many HEIs and most institutions are likely to face cuts 
in core numbers in the future as a result of the new and more demanding 
Ofsted inspection framework and the increasing emphasis on school-led 
training routes, although current recruitment challenges may reduce these 
pressures to some extent. The biggest impact is likely to come from the 
rapid roll-out of School Direct. Even if overall numbers allocated to HEIs 
by one means or another are retained, under this model those providers 
not identi�ed as �the best� face a volatility of funding from year to year and 
between different subjects and universities which could be considerable. 
The implementation of School Direct has also been problematic, as has been 
clear from a number of reports in the Times Educational Supplement (e.g., 
Maddern, 2013). 

Nevertheless, it seems to me unlikely that extreme deregulation will 
prevail, particularly when current ministers move on. My own expectation 
is that the future of teacher education in England will fall closer to that 
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implied in a question that Graham Stuart, the then Conservative Chair of 
the Education Select Committee, put to a witness who appeared before his 
Committee in 2011. He asked:

[M]ight we not see a concentration of fewer, higher-quality, more 
assured HEIs? Aren�t there rather a lot at the moment, and some 
of them are pretty dubious on economics, viability and other 
issues? May we not see a consolidation at one level, HEIs, while 
a spreading of engagement at schools? That is the Government 
vision, isn�t it? 

(House of Commons Education Committee, 2011)

Certainly, the chances of initial teacher education being maintained in all 
current higher education institutions are remote. Some will leave the scene as 
a result of judgements about their quality or the impact of competition, but 
this is unlikely to be the only consequence of current policies. It is likely that 
some research-intensive universities will decide, as one witness hinted at that 
same Select Committee hearing, that the new arrangements for university 
involvement in initial teacher education are just too onerous to justify their 
remaining in that area of work. The transaction and opportunity costs 
entailed may put at risk other elements of their work, including high-quality 
research. The University of Bath was the �rst research-led university with 
an �outstanding� Ofsted grade for its teacher training provision to announce 
its withdrawal � against my own advice to its then Vice-Chancellor, as it 
happens � and it was closely followed by the Open University. Meanwhile, 
Warwick University separated its teacher training work from other aspects 
of educational studies. Other universities are monitoring the situation 
carefully, while some providers, such as Anglia Ruskin University, have 
withdrawn for other reasons. 

In January 2013, I predicted that, as a result of the developments 
discussed here, some English higher education institutions would abandon 
teacher education, some would embrace School Direct with enthusiasm, 
private �for pro�t� providers as well as academy chains would enter the �eld 
and compete nationally, some education research and education studies 
degrees would move to social science departments, some key �full service� 
education departments would remain in universities, and new institutional, 
regional, national and international partnerships would develop (Whitty, 
2013). Most of these things have since happened, including the entry of 
Hibernia College Dublin into the online teacher training market in England, 
albeit with limited success. 
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Beyond that, there is certainly a major policy debate to be had 
nationally � and indeed internationally � about the ef�cacy of different 
approaches to teacher education in the light of the challenges of preparing 
teachers for twenty-�rst-century schools. In its crudest terms this has often 
been reduced to a binary opposition of university-led versus school-led 
approaches to the training of teachers. Yet, within this apparent binary are 
important ethical, conceptual and empirical questions about the nature of 
professional formation, the governance of the sector, the balance between 
theoretical and practical knowledge, and arguments about the best ways 
to ensure teacher supply, teacher quality, and the achievement of desired 
outcomes. 

In England, as we have seen, the teacher education sector now 
embraces a wide range of routes into teaching, which may have differential 
implications for teacher selection, the structure of professional learning, the 
leadership of the sector, the ef�ciency of the system and its outcomes for 
schools and their students. It is important that these implications can be 
explored empirically and understood. However, advocacy of the different 
models of teacher education is too often driven by ideological commitments 
or market forces rather than by evidence of their effects, so there is an 
urgent need to bring robust research to bear on the issues identi�ed here. 
Among other things, we at Bath Spa are seeking to do just that, as are 
related projects at the University of Birmingham and the UCL Institute 
of Education and Institute of Fiscal Studies (the latter project has already 
produced one report, Allen et al., 2014). Even in the absence of a national 
study, there is so much that can be done locally. This book contains but a 
small glimpse of it, which will feed into our future work at Bath Spa as well 
as our collaborations with others. 

Geoff Whitty 
Research Professor, Bath Spa University

July 2018
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Chapter 1

Introduction: Diversity in 
teacher education: a study of 
a school-led system
Nick Sorensen

The year 1066, as is pointed out in that classic humorous history of England 
1066 and All That, is one of only two truly �historical� dates, because of 
it being memorable. It is a date that is perceived as a watershed, a crucial 
moment of change and transformation. The history of education can make 
claim to a number of �1066 moments�, watersheds that initiated signi�cant 
changes in policy. An obvious example is 1944, the year of the �Butler� 
Education Act. A more recent watershed took place in 1976 when James 
Callaghan, as Labour Prime Minister, rede�ned the relationship between 
the teaching profession and other stakeholders (including businesses, 
parents and politicians), accusing schools of failing to equip young people 
for industry (Ward, 2013). It can be argued that this speech paved the 
way for another watershed, the 1988 Education Act, which introduced 
the marketization of education as a consequence of the neo-liberal turn in 
economic policy. All of the above are memorable dates for educationalists 
as points of transformation, especially since 1976, which witnessed the 
beginning of the belief that the education system had failed in what should be 
its primary purpose: equipping young people to help make us a competitive 
economical power in the global marketplace. This ongoing narrative has 
seen greater political involvement in education, and a challenge to hitherto 
long-held assumptions as to what was meant by a state education system. 

Another undoubted contender for a �1066 moment� is 2010, the 
year the coalition government produced for England the White Paper The 
Importance of Teaching (DfE, 2010). The impact of this document was not 
that it heralded a new direction for education reform � in fact its intent is 
fully aligned with the purpose of the 1988 Education Reform Act � but that 
it accelerated the marketization of the education system in England through 
giving greater autonomy to schools and headteachers and dismantling local 
authorities, the �middle tier� that had been responsible for education within 
its jurisdiction. The academization of schools was encouraged, along with 
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the establishment of networks of schools as multi-academy trusts (MATs), 
and the national curriculum was revised to preference traditional academic 
subjects and knowledge gained through rote learning.

This White Paper also gave signi�cant attention to the recruitment of 
teachers and the nature of initial teacher education (ITE). Earlier reforms 
of ITE in the 1990s had emphasized the importance of partnership between 
schools and higher education institutions (HEIs), challenging the dominant 
role that HEIs had played in teacher education in the 1970s and 1980s. The 
view of teaching promoted in The Importance of Teaching was that it was a 
craft best learnt from other professionals, the aim being to �reform teacher 
education so that more training takes place on the job� (DfE, 2010). In short, 
The Importance of Teaching ushered in the era of school-led approaches to 
school improvement and teacher education.

These proposed reforms did not escape criticism. Indeed, in 2013, 
a letter, signed by 100 academics, was sent to the Independent newspaper 
arguing that new curriculum reforms, which emphasized endless lists 
of spellings, facts and rules, would not support a child�s ability to solve 
problems, develop critical understanding and act creatively. Michael Gove�s 
response to this letter, published in the Daily Mail (Gove, 2013), was to 
brand the academics who signed the letter �enemies of promise�:

But who is responsible for this failure? Who are the guilty men�and 
women who have deprived a generation of the knowledge they 
need? Who are the modern Enemies Of Promise? 

Well, helpfully, 100 of them put their name to a letter to The 
Independent newspaper this week. 

They are all academics who have helped run the university 
departments of education responsible for developing curricula 
and teacher training courses. 

You would expect such people to value learning, revere knowledge 
and dedicate themselves�to �ghting ignorance. Sadly, they seem 
more interested in valuing Marxism, revering jargon and �ghting 
excellence. 

(Gove, 2013)

Gove�s reply is a textbook example of a wider discourse which attempts 
to create a rhetoric of exclusion around certain groups (the �enemies of 
promise� in this instance), outlining the threat that they pose (depriving a 
generation of the knowledge they need). Ruth Wodak in The Politics of Fear 
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(2015) outlines how this process has become a common practice of right-
wing populist parties to attract (uncritical) support for their policies. The 
aim is to create a scapegoat in order to fuel a sense of fear and then to offer a 
solution in the form of hope. Arguments appeal to common sense, through 
calling on emotions and being located within an anti-intellectual position 
that is perceived as being �authentic�. The normalization of a rhetoric of 
exclusion means that there is no longer a need to apologize for what you 
want to say: it becomes permissible to say what you like.

Consequently Michael Gove sees no need to provide a 
counterargument that supports his curriculum proposals. Instead he can 
take the opportunity to provide an exclusionary narrative for those that 
challenge his ideas. It is possible to see the process of creating a �politics of 
fear� in the following extract:

The �ght against the Enemies Of Promise is a �ght for our 
children�s future. It�s a �ght against ideology, ignorance and 
poverty of aspiration, a struggle to make opportunity more equal 
for all our children. 

It�s a battle in which you have to take sides. Now that Labour 
seem to be siding with the militants, it�s even more important 
that we support the great teachers and heads �ghting for higher 
standards for the sake of our children. 

(ibid.)

Against the background of this toxic discourse Bath Spa University, along 
with other HEIs providing ITE, continued to work with schools to create 
innovative partnerships in response to the opportunities that were being 
offered by what was being called a �school-led� system of teacher education. 
This involved engaging in a rapid succession of changes and new initiatives 
as HEIs worked with schools to support the increasing number of pathways 
into teacher education: School Direct, school-centred initial teacher training 
(SCITT), Teach First, Troops to Teachers, as well as the traditional PGCE 
route. Emerging from this activity was evidence of a kind of dialogue very 
different from the alleged ��ght� between the �enemies of promise� and the 
headteachers who were exploring the emerging opportunities to engage 
more actively in teacher education.

In 2013 Professor Christina Slade, then Vice-Chancellor of Bath Spa 
University, instigated a research project, Diversity in Teacher Education 
(DiTE), that was tasked to look at the emerging routes and pathways 
to becoming a teacher. The initial purpose was to determine what the 
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variations were between these different routes and whether they had 
different outcomes for pupils.

The appointment of Geoff Whitty as a Research Professor at Bath 
Spa University brought about a change in the focus of DiTE, aligning it with 
the earlier Modes of Teacher Education (MOTE) project, which engaged 
in a similar enquiry to monitor the policy changes introduced in the 1990s 
(Furlong et al., 2000). Besides Geoff Whitty, the DiTE team bene�ted 
from having a second researcher who worked on the MOTE project, 
Caroline Whiting, a Senior Lecturer on our Primary and Early Years PGCE 
programme.

The �rst output produced by the DiTE project was a topography 
of the different routes to quali�ed teacher status (QTS) in England for 
the academic year 2015 (Whiting, Black, Hordern et al., 2016; Whiting, 
Whitty, Menter et al., 2018). This topography updated and added to the one 
produced for the MOTE project and it clearly illustrated that the landscape 
of teacher education had undergone signi�cant transformations. �Perhaps 
the clearest message from generating this topography is the complexity of 
provision and the failure of published data to re�ect this� (Whiting, Black, 
Hordern et al., 2016: 38). The pace of policy change and the consequent 
�uidity of initial teacher training (ITT) provision illuminated how rapidly 
the landscape of teacher education changed from one year to the next, 
with many providers seeing that their continued existence depended 
on taking advantage of opportunities where they could. There was little 
chance of any route to QTS having a distinct identity as was initially 
suggested. Furthermore, the increased fragmentation of the provision of 
teacher education, through individual contractual arrangements, reduced 
the opportunities for sustainability through longer-term planning across 
partnerships of schools.

The �ndings that arose from the topography provided a challenge to 
realizing the initial intention of the DiTE project, which was to articulate 
the differences between the different pathways. Following much discussion 
we revised our approach and established a research programme in which 
individuals or teams of researchers explored different themes, an approach 
that drew upon the existing skills and interests of the research team. We 
described these themes as four strands. The �rst strand was focused on the 
topography, which required updating as a consequence of the continuing 
changes within teacher education. This work on the topography informed 
strand 2, which was concerned with undertaking empirical work. Four case 
studies were undertaken in the 2016�17 academic year to explore in depth 
the characteristics of a sample of the different types of provision: School 
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Direct, a SCITT, a local cluster alliance of schools, and a conventional 
PGCE route. A third strand aimed to consider the longer-term implications 
of initial teacher education and the impact that choice of ITE route had on 
retention. Finally, a fourth strand engaged in a more theoretically derived 
debate on the nature of teacher professionalism and the impact that the 
policy changes in England since 2010 have had on the process of professional 
formation. An additional empirical study was undertaken to explore the 
lived experiences of teacher educators in three higher education institutions. 

This book draws together the research that has been undertaken by 
the members of the DiTE research programme to date from strands 1, 2 and 
4 and which is focused on the provision that we have been directly involved 
in at Bath Spa University. Strand 3, designed around a longitudinal study, is 
still ongoing at the time of writing.

Given the fragmented, complex and dynamic nature of the changes 
that are impacting on initial teacher education, it is impossible to offer 
an objective view of what is happening across the entire �eld of teacher 
education in England. The DiTE research programme does not harbour 
ambitions in this direction but instead offers a collection of insights from 
speci�c perspectives in an attempt to make sense of the practice of school-
led teacher education. The experience of collecting data and analysing the 
process of implementing policy change provides a rich picture that will, 
hopefully, furnish insights and understanding for other practitioners and 
policy makers.

As school-led approaches for teacher education have developed, so 
has the complexity of the provision. While the government has argued that 
this diversity is a strength, it did bring to the fore the dif�culty of developing 
any real understanding of either the process or the outcomes associated 
with these different modes of provision. Another important consideration 
is the blend of multiple factors that impact on any particular route. These 
points shaped the qualitative part of the DiTE research programme.

The intention of the empirical work was to capture as much detail 
as possible about four routes that Bath Spa University was involved in. 
These routes, as mentioned above, were a SCITT, a School Direct alliance, 
a local �cluster� partnership and the conventional PGCE route. The aim was 
to build a database that contains rich information about activities, people 
and places. Given the limited resources that were available in terms of the 
research team�s capacity to collect and analyse the data, and in order to 
offer opportunities for comparability, the sample concentrated on secondary 
pathways. A pilot study was carried out in May 2016 with participants 
taken from a real �cluster� partnership. Semi-structured interviews were 
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undertaken with beginner teachers, lead teachers and assistant principals, 
and a focus group was held with the university faculty members. The 
interview schedules were then re�ned and further �eldwork was carried out 
in the 2016�17 academic year in the SCITT, a School Direct partnership 
and the conventional PGCE route.

No predetermined de�ned theoretical purism was applied to the 
process of collecting the data. Having contributed to the database, each 
member of the research team was able to bring their own theoretical 
perspective to bear on their analysis. This has resulted in the utilization of 
a range of analytical approaches, although there are many congruencies 
in the approaches taken. The breadth of the multiple approaches � socio-
historical analysis, narrative case study, complexity theory and Bernsteinian 
analysis � provides a richness to the �ndings offered by the DiTE research 
programme. These different perspectives provide unique insights into 
contemporary trends in teacher education. 

The structure of the book
The book begins by outlining the context of teacher education with particular 
reference to the changes that have occurred since the 2010 government 
White Paper The Importance of Teaching (DfE, 2010). 

Chapter 2 provides a detailed historical overview of policy 
developments in teacher education in England, acknowledging that The 
Importance of Teaching introduced some of the most radical changes to 
the education system in England since the 1944 Education Act. It examines 
the move towards the marketization of teacher education, and outlines the 
policies that have been introduced since the 1980s. The chapter concludes 
with an examination of the tensions and key issues that have arisen with 
respect to recruitment and retention, de�ning teacher professionalism and 
the role and purpose of teacher education providers. 

Chapter 3 reports on the topographical survey undertaken as 
strand 1 of the DiTE research programme and is in two parts. The �rst 
part provides a summary of the topography based on a single cohort in the 
2015�16 academic year. In contrast to the simple classi�cation of routes 
outlined in the MOTE study, the growing range of routes, set within the 
new lexicon of �HE-led� and �school-led�, and an inconsistent categorization 
within the data, made a concise presentation of provision considerably more 
dif�cult. The second part explores the problems and challenges concerning 
terminology and the ways in which of�cial education statistics are unhelpful 
for achieving a clear perspective. It draws attention to the ways in which the 
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categorization of data from government and its agencies presents a limited 
description of initial teacher training. 

Chapters 4 to 6 draw upon the empirical work undertaken by the 
DiTE research programme. Case studies have been chosen to represent 
the diversity of current provision in order to provide narrative accounts 
of the characteristics and experiences that have arisen from school-led 
approaches to teacher education. The introduction of what has been called 
a �school-led system� has drawn critical attention to what constitutes a 
partnership approach to initial teacher education. Chapter 4 considers how 
notions of partnership have changed in relation to earlier notions of the two 
�ideal-typical� models of partnership (�collaborative� and �complementary�) 
that were identi�ed in the earlier MOTE study (Furlong et al., 2000). The 
partnership arrangements that have been established within a SCITT pathway 
are used to illustrate the complexities inherent in a school-led system. The 
chapter concludes that partnership arrangements within a school-led system 
comprise �uid and negotiated arrangements between schools and HEIs that 
are aimed at protecting the interests of both and which enable schools to 
secure an advantageous position within a complex system.

Chapters 5 and 6 look at the impact of marketization on education 
for teachers working in higher education and how it has generated a raft 
of tensions, complexities and constraints. Chapter 5 is an interview with 
Pat Black, head of primary teacher education at Bath Spa University, which 
explores the impact policy has had on practice since 2010. The early history 
of teacher education at Bath Spa University is seen to provide foundational 
vision and values that have informed the response to contemporary 
challenges. This theme is developed further in chapter 6, which draws on 
research into the lived experiences of university-based teacher educators in 
three different HEIs. It argues that the imperative to respond competitively 
and creatively to a constantly changing ITT landscape can create the 
conditions for rich organizational learning, the nature of which not only 
disrupts stagnation and complacency but also enables innovative and 
creative thinking and practice to take place. 

Chapters 7 and 8 adopt a more theoretical position in order to 
offer insights into the way the diversity of routes into teacher education is 
impacting professional formation. Chapter 7 looks at the varying dynamics 
of power and control found in different teacher education pathways, and at 
what they suggest about the professional formation of teachers. Drawing on 
Bernsteinian concepts of classi�cation and framing, and on the sociologies 
of pedagogy and knowledge that have stemmed from Bernstein�s work, 
the chapter models varied forms of organizational and pedagogic relation. 
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The resultant analytical frame is used to develop insight into changing 
forms of teacher education in England, and into issues relating to teacher 
professionalism, knowledge and identity.

Chapter 8 examines contrasting models of teacher education from 
an international perspective. The �ndings of the Teacher Education and 
Development Study in Mathematics (TEDS-M) study, a international 
comparative study of mathematics teacher education, provide a starting point 
for the illumination of some developments in teacher education in England. 
The chapter looks at the differentiation of forms of knowledge, and the 
recontextualization processes that relate subject curricula and educational 
knowledge to planned and implemented forms of teacher education. This 
leads to the identi�cation of differing rationales that underpin various 
models found internationally and to a discussion of how these may relate to 
the socio-political contexts of the participating countries. The comparative 
work results in an analytical lens that allows some brief deliberation on 
the developing forms of teacher education in England and on some of the 
emerging �ndings of the DiTE project.

Chapter 9 concludes the book with an overview of what has been 
revealed in the previous chapters and a commentary on what has been 
established about teacher education in England. It sets these �ndings within 
both UK (drawing on and building upon Teacher Education Group, 2016) 
and international contexts. Reference is made to other contemporary 
research in ITE, as well as to wider social, cultural, technological and 
political processes that are under way. Finally, suggestions will be made 
about future directions for teacher education research (drawing on Tatto 
and Menter, forthcoming) and the implications for practitioners and 
policy makers.

Diversity in Teacher Education: Perspectives on a school-led system 
offers multiple perspectives on the dynamic policy landscape of teacher 
education, providing insights into the lived experiences of beginner teachers 
and teacher educators alongside emerging theoretical perspectives. These 
different approaches aim to provide some understanding of the complex 
landscape of teacher education in England, a landscape that is an outlier in 
comparison with other countries. Our intention in writing this book is to 
provide insights for practitioners and policy makers alike which might assist 
in resolving the tensions inherent in such a complex and dynamic system of 
teacher preparation. We also hope that it stimulates further research into 
the related �elds of teacher education, development and work.

In conclusion, it is evident that the introduction of school-led, or 
perhaps more accurately schools-led, approaches to teacher education has 
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seen a confusing proliferation of choices for those who wish to become 
teachers. At the same time, there has been a con�rmation of the principle of 
partnership, between schools, multi-academy trusts and higher education 
institutions. This suggests that the ideological intent to create con�ict 
between, on the one hand, teachers and headteachers and, on the other, 
the �enemies of promise� has failed, and that a more pragmatic view has 
prevailed that values the different contributions that can be brought to bear 
on the education of teachers.
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Chapter 2

Diversity in teacher 
education: Policy contexts
Catherine A. Simon

Introduction
In policy discourse, both nationally and internationally, teachers and 
teaching have been utilized as one of the most important factors in 
improving education (Trippestad et al., 2017). The reform of teacher 
education is therefore at the forefront of education policy making in most 
neo-liberal Western democracies, and increasingly in the non-Western 
world. Policy reform does not happen in a vacuum but is tied to historical, 
economic and social struggles from a number of perspectives, values and 
disciplines. Whereas, once, teacher education may have been a primarily 
national concern, comparative study, new stakeholders in education and 
transnational in�uences have made the education landscape more complex. 
The role of teachers and teacher educators has been thrown into sharp 
relief. Trippestad et al. (2017: 6) identify three waves of teacher education 
reforms over time. The �rst wave, from 1960 to 1980, was concerned with 
the internal processes of teacher education, making it more coherent and 
effective in relation to its functions, namely the needs of mass education 
related to the reproduction of the nation state. Issues concerned content 
and methods of teaching. The second wave, from 1980 to 2000, was 
triggered by the American publication A Nation at Risk (Gardner, 1983), 
which opened up a new discourse on pupil underperformance, underpinned 
by international comparisons of pupil performance data. The third wave, 
however, which was to emerge after 2000, located the policy problem in 
the failure of teacher education itself. Traditional methods were no longer 
considered �t for purpose. While the �rst two reform waves were oriented 
nationally and were concerned with the building or reconceptualizing of 
teacher professionalism, the present wave is global and addresses issues of 
accountability, standardization and increasing government centralization 
of control.

The Importance of Teaching (DfE, 2010a) and its accompanying 
document �The case for change� (DfE, 2010b) exemplify this trend. Together 
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they provided the rationale for what has been the most radical reform of the 
education system in England since the 1944 Butler Education Act. The overall 
narrative began with�the assertion that [English] schools could �be better�. 
Evidence for this was drawn from information contained in�international 
comparison tables such as the Programme for International Student 
Assessment (PISA), the Progress in International Reading Literacy Study 
(PIRLS) and the Trends in Mathematics and Science Study (TIMSS). These 
positioned English pupils behind their contemporaries in Finland, Hong 
Kong and Canada. Furthermore, the nation�s economic competitiveness 
depended on the nature and quality of� its teachers, considered �the most 
important feature of a successful education system� (DfE, 2010b: 6). 

According to the Conservative-led coalition government at the time, 
three key issues de�ned the English �problem�: the recruitment and quality 
of teachers, limited school and teacher autonomy, and the persistence of 
the attainment gap between the highest- and lowest-performing pupils, all 
of which signalled a need for school improvement. In order to improve 
England�s ranking, an immediate raising of educational standards, coupled 
with a drive to narrow the attainment gap, was called for, not only as a 
means of tackling economic inequality (better-educated pupils will get better 
jobs), but also because such a strategy would address changes in the types 
of employment and skills base created by new technologies and the wider 
global economy. Better-educated pupils will �t the new employment pro�les 
demanded by such technologies. It was argued, therefore, that schools 
required greater professional autonomy so as to promote the innovation 
necessitated by these changes. Teachers and teaching were to take centre 
stage in the ensuing reforms. To this end, three key strategies underpinned 
the comprehensive changes to state education outlined in The Importance 
of Teaching (DfE, 2010a) and validated in the Education Act 2011: a focus 
on the recruitment of �high-quality� candidates for teaching, �improvement� 
to initial teacher training and induction, and the enhancement of systems 
for continuing professional development.

Thus the primacy of policy and the �politicisation� of teacher 
education (Trippestad et al., 2017) pervades both national and international 
contexts and is framed in terms of teacher practice and learning outcomes. 
Yet in spite of the pervading forces of globalization there is some obvious 
differentiation in teacher education policy between the four jurisdictions of 
the UK: England, Scotland, Wales and Northern Ireland. The drivers for 
education policy change, particularly in England, have been the advocacy 
of consumer choice and a push towards greater diversity of �providers� of 
teacher education. Teaching is perceived as a �craft� to be learnt through an 
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apprenticeship model and de�ned as teacher training rather than teacher 
education. Diversi�cation of routes into teaching has not happened in 
Scotland and is less evident in Wales. Scotland�s Donaldson Report of 
2011, Teaching Scotland�s Future (Donaldson, 2011), regarded teaching 
as a complex and intellectual profession to be learned through the course 
of a teacher�s working life in conjunction with high-level research and 
scholarship (Menter, 2016). Northern Ireland similarly maintained its 
commitment to university-led provision. Such drivers are at odds with 
the policy imperatives in other European countries. Here the impetus was 
aligned with the Bologna Process, introduced in 1999, which brought 
broad consistency to initial teacher education across Europe (Brown, 2017: 
4) and permitted shared accreditation and mobility across Europe. It was 
motivated by the sharing of good practice and by mutual trust in teaching 
quali�cations across Europe. This model feeds into the wider United Nations 
sustainable goals (United Nations, 2017), which look to maintain a supply 
of trained teachers to service the poorest nations of the globe. 

Policy contexts: the �second wave� 
According to Trippestad et al. (2017), the second wave of teacher education 
reform was marked by an international discourse on pupil underperformance 
dominated by the highly in�uential PISA reports on the quality of national 
education systems.

The national reports in the wake of PISA diagnosed and �detected� 
problems in the state-supported school systems. Narratives of 
insuf�cient academic quali�cations for teachers and poor quality 
of teacher educators emerged in many nation states 

(Trippestad et al., 2017: 7)

Thus the last forty years have demonstrated increasing political interest in 
education and schooling. Such interest was also driven by the assumption that 
education should be linked to economic wellbeing. Government control has 
become more centralized and bureaucratic as a result. Until the mid-1980s, 
the model of teacher education advanced by higher education institutions 
(HEIs) was based on the traditional conception of teacher professionalism, 
namely that prospective teachers were to be educated in a way that would 
prepare them for entry into an autonomous profession. This involved the 
construction of courses that permitted prospective teachers to develop 
particular (public-service) educational values, to be theoretically informed 
and so to understand current education practice as to make independent, 
informed judgements about what constituted good practice (Furlong et al., 
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2000). By the late 1980s, however, this traditional view of professionalism 
was no longer considered �t for purpose. 

This view was re�ected in two government circulars on teacher 
education published during the 1980s (DES, 1984, 1989), which set out 
two interrelated purposes for teacher training. The �rst was to establish 
a national system of accountability in initial teacher education (ITE) and 
the second was to introduce a more practically focused professionalism 
by opening up training courses to the �market� of schools (i.e. classroom 
practice), and thereby to marginalize the academic� study of education 
(Furlong et al., 2000: 25). Under these regulations a new Council for the 
Accreditation of Teacher Education (CATE) was created to have speci�c 
oversight of ITE on behalf of the Secretary of State. University tutors were 
to return to school to undertake �recent and relevant� classroom experience. 
Teachers were to be involved in the interviewing of prospective students 
and the number of days to be spent in school during training was de�ned 
for the �rst time. 

The circular of 1989 continued this trend towards a more practically 
focused professional formation, further increasing the time trainees were to 
spend in school: 75 days for courses of up to three years and 100 days for 
four-year courses. The postgraduate certi�cate of education (PGCE) was 
similarly extended from 34 to 36 weeks. The practicalities of implementing 
these new arrangements meant that closer partnerships had to be forged 
between HEIs and schools in order that course planning, student selection 
and assessment could be co-constructed. Intended learning outcomes for 
trainees on the new programmes were de�ned and were later to be developed 
into teacher �competencies�. HEI autonomy, in respect of teacher training 
and de�ning teacher professionalism, was thereby curtailed, and the move 
towards greater accountability to government established.

These changes did not occur in isolation. Interest in the twin concepts 
of autonomy and accountability had grown over time, albeit in response to 
different underlying forces that have bridged the three dominant political 
parties in England (Glatter and Young, 2013). Local management of schools 
(LMS), introduced in the Conservative government�s 1988 Education 
Reform Act, gave individual schools (headteachers and governors), rather 
than local authorities, enhanced budgetary responsibilities. The Act also 
offered further opportunities for autonomy from local-authority control 
through the creation of City Technology Colleges (CTCs) and grant-
maintained schools funded directly from Whitehall. Yet such autonomy for 
schools came at a cost, for in reality, together with the introduction of a 
closely prescribed national curriculum, it amounted to greater centralization. 
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The Of�ce for Standards in Education (Ofsted), introduced in 1993 with 
responsibility for measuring school standards, further underlined the 
assumed link between enhanced autonomy and school improvement. In 
the new marketized system, schools became accountable to a number of 
stakeholders: governors, parents, government and, in the case of CTCs, 
private funders. Glatter and Young (2013: 563) said that this array of 
reforms amounted to the nationalization of schooling, making schools more 
uniform rather than encouraging greater diversity. 

Central to this neo-liberal position was a belief that market forces 
were an ef�cient and fair means of allocating resources while at the same 
time being responsive to the needs of individuals. Market forces were 
thus considered to �create the conditions and relationships necessary for 
freedom of consumers, for allocating scarce resources, generating diversity 
and providing the form of �exibility the changing world order requires� 
(Furlong et al., 2000: 10). The experiment of introducing a two-year PGCE 
(the Articled Teacher Scheme) in 1991 was indicative of this approach. 
This was considered to be the pioneer of school-based training, where 80 
per cent of trainee time was spent in school. The Government�s aim here 
was to provide a diversity of routes into teaching that would meet the 
needs of �people with different skills, knowledge, backgrounds and family 
circumstances� (Furlong et al., 2000: 48, citing DES, 1991). 

Far more radical, however, was the Licensed Teacher Scheme, which 
permitted unquali�ed teachers (with a minimum of two years� higher 
education) to be provided with training while employed in post. In both 
the articled and the licensed teacher schemes, experience was prioritized 
over training and the other forms of professional knowledge traditionally 
espoused through higher education. What was implied, therefore, was 
a different vision of professionalism, highly pragmatic and rooted in 
classroom practices. This approach was endorsed through further reforms: 
the introduction in 1992 of the Teacher Training Agency (TTA), the transfer 
of funding for teacher training away from the Higher Education Funding 
Council for England (HEFCE) to the TTA, and the abolition of CATE. 
The Articled Teacher Scheme was replaced by school-centred initial teacher 
training (SCITT). It was at this time that the Open University introduced 
the �rst distance-learning course for teacher training.

These reforms were continued under the New Labour government, 
from 1997 to 2010. New and more effective �technologies of control� 
(Furlong et al., 2000: 144) were developed as Ofsted and the TTA became 
more assertive. These developments were to have far-reaching consequences 
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for the schooling system generally and for the training of teachers in 
particular. 

Once control had been taken, it was no longer necessary for those 
in power to accept that �the market� should determine the content 
of professionalism; that students should learn what it is to be 
a teacher of English or science or mathematics simply through 
enculturation in current practice in schools.

(ibid.)

In other words, initial teacher education was now used to de�ne the content 
of professional knowledge and even teacher pedagogy. Such developments 
were mirrored in the National Strategies for teaching literacy and numeracy 
(DfEE, 1998a, 1999 respectively), which similarly set out not only what 
teachers should teach, but how they were to teach it. These were the �rst 
of a number of directives that extended the reach of government into areas 
that were previously the sole domain of teachers and their educators. This 
included the introduction of the Key Stage 3 Strategy (for 11- to 14-year-
olds) and the Early Years Foundation Stage.

These developments culminated in the remit of the National 
Strategies extending to all core subjects, to Key Stage 4 as well 
as Key Stage 3, and to Early Years, Behaviour and Attendance, 
the School Improvement Partner programme and Special 
Educational Needs.

(DfE, 2011a: 2)

Firmly linked to school improvement and teacher professional development, 
the strategies represented a systematic attempt at national level to �improve 
standards�. The impact of these changes in policy was investigated by the 
Modes of Teacher Education (MOTE) project (Furlong et al., 2000), and 
the �ndings of this study demonstrated how the structure and content of 
ITE were altered through central government reforms:

 � students had to spend more time in schools during their training
 � schools� involvement in training was signi�cantly increased
 � HEIs had to pay schools for their contribution to the training process
 � the content of training was to a signi�cant degree de�ned through a 

series of government-prescribed competencies or standards, and later 
through a national curriculum for beginning teachers

 � there was a growing emphasis on subject-based knowledge and the 
�basics� of literacy, numeracy and ICT. 

(Furlong et al., 2000: 164)
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Additionally, more rigorous�forms of quality control were exerted on HEIs 
that linked assessed quality with funding. As a result there was a narrowing 
and weakening of university and college contribution to the training process, 
which adopted a more practical orientation over time.

These �ndings, however, were indicative of wider globalizing trends. 
While being cautious of attributing reform to the broader economic, 
cultural and political processes of globalization, the MOTE study certainly 
acknowledged the easy transmission of policies and discourse across 
international boundaries, not only through the work of international 
agencies such as the OECD but through international�academic conferences 
and publishing. Signi�cant among policies that gained traction on an 
international scale were those linked to post-Fordism and to post-modern 
theories that looked to the establishment of differentiated markets and 
new forms of differentiated consumption and accumulation. New Public 
Management, for example, introduced market mechanisms and management 
objectives into areas such as health, education and housing. These included 
the use of explicit standards in the measurement of performance, greater 
emphasis on control via measures of output, increased sector competition 
and a favouring of private-sector styles of management (Furlong et al., 2000).

Such mechanisms, however, produced an enhanced role for the state. 
In terms of teacher education this was evidenced by the opening up of the 
training market through school-based training, quality control and funding 
mechanisms and a new national curriculum for teacher education. The state 
was therefore able to de�ne more closely what teachers were to teach and 
what constituted professional knowledge, and ultimately to rede�ne teacher 
professionalism. These trends were to continue following the general election 
of 2010 and the formation of the Conservative-led coalition government.

Policy contexts: the �third wave�
The education policies that were initiated by the Conservative-led coalition 
government from 2010 to 2015 re�ected the characteristics of Trippestad 
et al.�s notion of a third wave of teacher education reform that located the 
policy problem as the failure of teacher education itself.

The market orientation of education and schooling charted thus far 
re�ects the wider changes in civil society in line with neo-liberal policies. 
Teachers, like other public servants, were to be subjected to the rigours 
of the market and to greater control and surveillance on the part of the 
re-formed state (Whitty, 2000). International perspectives also suggested 
that even those nations at the top of league tables were susceptible to an 
international education market, with an increased expectation that quality 
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and�ef�ciency should be improved (Solbrekke and Sugrue, 2014: 11). Fuelled 
by Beck�s (2008) notion of�global �risk� (or manufactured uncertainty) and 
budgetary constraints following the �nancial crash of 2008, politicians 
responded swiftly, looking to external agencies such as the OECD to de�ne 
benchmarks and quality indicators. 

Thus a change of government in England in 2010 did not alter 
the market orientation of schooling. Under the guise of the Big Society, 
responsibility and accountability were shifted from the state to the 
individual as a �right of choice�. By removing the bureaucratic hand of big 
government, civil society was to �nd local solutions to local, and national 
problems (Simon, 2017).

The importance of teaching 
Centre stage among the Conservative-led coalition reforms was a 
reconceptualization of the signi�cance and quality of teachers in the 
transformation of the English state education system. The preamble to the 
�Teachers� Standards� stated: 

Teachers make the education of their pupils their �rst concern, 
and are accountable for achieving the highest possible standards 
in work and conduct. Teachers act with honesty and integrity; 
have strong subject knowledge, keep their knowledge and 
skills as teachers up-to-date and are self-critical; forge positive 
professional relationships; and work with parents in the best 
interests of their pupils.

(DfE, 2011a: 10)

Policy changes, intended to improve the quality and status of teachers, and 
outlined in the Education White Paper The Importance of Teaching (DfE, 
2010a), required: 

 � that new entrants to teacher training have a minimum of a 2:2 degree;
 � a re-orientation of teacher training to focus more on classroom skills;
 � that trainees spend more time in schools; 
 � the development of teaching schools to lead the training and 

professional development of teachers in a similar manner to teaching 
hospitals; 

 � an expansion of Teach First (initial teacher training based on the Teach 
America model offered through private providers); and

 � the development of new and compressed routes into teaching for 
career changers and persons leaving the armed forces. 

(Morris, 2012: 98)
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Furthermore, The Case for Change (DfE, 2010b) set out identi�able, pre-
professional characteristics of the �good teacher�. These were: 

 � a high overall level of literacy and numeracy
 � strong interpersonal and communication skills
 � a willingness to learn; and
 � the motivation to teach. 

(Allington and Johnston (2000), cited in DfE 2010b: 7)

It was argued that such prerequisites allowed the widening of teacher 
recruitment beyond what had become an accepted focus on successful 
graduates or personnel from industry and commerce. Troops to Teaching, 
for example, was a �agship policy which aimed to recruit to the teaching 
profession newly retired or redundant servicemen and -women, who would 
bring with them strong traditions of teamwork, discipline and commitment, 
along with high levels of technical expertise in priority subjects such as 
mathematics, the sciences and information technology. 

�Teachers� Standards� (DfE, 2011a) described the minimum 
requirements of all members of the teaching profession, from trainee to 
experienced teacher. These were professional values and behaviours, 
standards for teaching, and standards for professional and personal conduct. 
They included statements that teachers should �demonstrate good subject 
and curriculum knowledge� (p. 11), �uphold public trust in the profession 
and maintain high standards of ethos and behaviour, within and outside 
school� (ibid.: 14), �maintain high standards in their own attendance and 
punctuality� (ibid.). The assumption was that these values and behaviours 
would be gained by exposure to professional practice in school.

Signi�cant amongst the changes to initial teacher training was 
the�opening up of its delivery to private providers, including Teach First, 
with the aim of producing a model of training that was more classroom-
based and less theoretical (DfE, 2010b: 9). The development of SCITTs 
and�the introduction of �School Direct� in 2012�13 are examples of this. A 
paid internship scheme was also introduced around this time (DfE, 2015). 
The purpose was that school-led partnerships would design and provide 
paid internships for undergraduate students in their penultimate year at 
university with the speci�c aim of increasing the number of mathematics 
and physics teachers.

Each of these models still involved collaboration with a partner 
university but in essence the new arrangements served, principally, to 
end the monopoly of higher education in teacher training provision. The 
teaching schools programme was established in 2013 to operate in a similar 
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manner to teaching hospitals in the National Health Service and�to establish 
�alliances� of such schools that would �take a structured and proactive role 
in leading, managing and taking responsibility for a school-led ITT system� 
(NCTL, 2014a). Furthermore, teaching school alliances and their �strategic 
partners�, including universities, academy chains, the private sector, dioceses 
and local authorities, were to take a lead in the continuing professional 
development of the school workforce, from headteacher to teaching assistant 
(NCTL, 2014b). Thus, the advisory role of local authorities was all but 
removed. Expertise was to rest with a system of school-to-school support 
(based on system leadership models) and private providers, overseen by the 
National College for Teaching and Leadership (NCTL). 

Given the wide diversity of routes into teaching that appeared 
in response to these policy changes, the Carter Review of initial teacher 
training sought to: 

identify which core elements of high quality ITT across phases 
and subject disciplines are key to equipping trainees with the 
required skills and knowledge to become outstanding teachers. 

(Carter, 2015)

While there was acknowledgement of strengths across all routes in the 
review, areas for improvement were also identi�ed. These included the lack 
of an agreed ITT curriculum and of agreed expectations of school-based 
mentors. Curriculum content was also thought to vary, with �signi�cant 
gaps� noted in areas such as subject knowledge development, subject-speci�c 
pedagogy, behaviour management, assessment and special educational 
needs and disability (SEND).

Furthermore, the Carter Review also called for a focus on evidence-
based teaching, stating that trainees should engage with research, see 
teaching as an evidence-based profession and be equipped with the skills 
to access, interpret and use research in classroom practice. This focus, 
while welcomed by teacher educators in HEIs, has raised questions about 
how such academic skills can be transferred to school-based provision 
(Golding, 2017).

Tensions and issues
A number of key issues emerge from this historical overview. They include 
concerns over teacher recruitment and retention, (re-)de�ning teacher 
professionalism, and the nature and role of training providers.
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Recruitment and retention
Evidence from research (Furlong et al., 2000; Whiting et al., 2018) indicates 
that maintaining a suf�cient supply of adequately trained teachers is a key 
government concern. Over time there have been considerable shortages in 
teacher recruitment, including during the late 1980s, the 1990s and the 
current era. A factor routinely recognized as impacting upon recruitment is 
the buoyancy or depression of the general labour market. In broad terms, 
when the labour market is expanding and there is increased demand for 
graduates elsewhere, recruitment into teaching tends to dip. However, when 
the market slows down and there is reduced competition from other sectors, 
applications to teacher training improve. Making sense of recruitment and 
retention trends is complex, particularly given the large numbers involved.

A House of Commons Brie�ng Paper published in 2017 argued 
that although teacher recruitment had, by and large, kept pace with the 
rising number of pupils in maintained schools, there were �growing signs of 
shortages� (Foster, 2017: 3), particularly within certain geographical areas 
and subjects. Government responses to shortages included the introduction 
of new routes into teaching, and the offer of incentives to those already in 
work. Other responses included training and up-skilling strategies, sourcing 
an additional 17,000 maths and physics teachers, offering �nancial 
incentives such as bursaries and scholarships to trainees in certain subjects 
and, �nally, returning teachers initiatives. Plans for a National Teaching 
Service to place teachers in underperforming schools in hard-to-recruit 
areas were dropped after a pilot.

Signi�cantly, the incentives outlined above reward training, not entry 
into the profession. For Brown (2017), government fails to acknowledge 
that new systems of recruitment in England, namely the opening up of ITE 
to a range of school-based providers, do not result in suf�cient numbers.

The government fails to acknowledge that the new systems 
simply do not provide enough teachers in their current form. 
Universit[y] and College Union, in its parliamentary brie�ng 
(May 2016)[,] noted that the National Audit Of�ce recorded that 
universities �lled 85% of their places, School-Centred Training 
Initiative Providers (SCITTs) 65% and School Direct 58%. 
Though overall targets for recruitment have been missed for four 
years, the Department for Education and its political masters fail 
to accept that shortfalls occur in the school-based programmes.

(Brown, 2017: xvi)


























































































































































































































































































