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ABSTRACT

The predicament of the n rimar her: in her

intellectuals in changing times by Roderick Mackenzie

This thesis is based on a case study of the predicament of new primary teachers
in a time of rapid and multiple change. It examines the proposal that
emerging teachers should be supported as intellectuals in responding to the
inherited collision of education policy and practice within postmodernity.
Action research methodology was employed to investigate a small scale
attempt to support student teachers as intellectuals in their final period of the
BEd. Some participants were followed into the first year of teaching, using an
ethnographic and autoethnographic methodology to evaluate and elaborate
the initial proposal. The study shows that emerging teachers could function as
intellectuals but there was little political or professional support for this. In
particular there were neglected elements in both preparation and induction
periods concerning professional purpose, vocation and orientation. The study
contributes to our understanding of the dilemmas of tutoring emerging
teachers as intellectuals. It also contributes to our understanding of the
predicament of new teachers, which is typified as caught between the rock of
the state and the increasingly hard place of the school. In this situation clarity
of ideals and beliefs are required, and personal and social strategies are needed
to carry these through in the problematic contexts of both policy and practice. It
is recommended that the imbalance of preparation and induction programmes
is reconsidered in order to allow for these neglected elements. Finally the

study offers a cultural rationale for professional purpose and vocation based on

principles of equality, quality, diversity and democracy.
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INTRODUCTION

This study investigated the predicament of new primary teachers in changing
times and considered some of the implications for initial teacher education. It
had its origins in my personal and professional transition from primary school
headship into teacher education at the institution where I had received my
own initial teacher education in 1968-1971. The account of the research
developed here is, therefore, a double narrative of the development of a new
tutor, linked with the emergence of new primary school teachers. These
accounts are contextualised within a third narrative of wider political and
cultural changes. Local 'tales from the field' (Van Maanen, 1988) about the self
on the journey of teaching within educational institutions, need to be located
within this wider cultural context to be understood more fully (Wright Mills,
1970). Giddens (1991 p22) argues that there is a 'dialectic of the local and global'
from which 'no-one can opt -out'. This study brings a cultural perspective to
bear on changes in primary education that have taken place from the 1960s to
the 1990s. In this period it will be argued that primary teaching has been
politicised and has become increasingly subjected to misrepresentation,
legislation and innovation overload (Alexander, 1994). In addition
accelerating economic, technological, social and cultural change has outpaced
educational response (Hargreaves, 1994). My research concern as a newly
appointed tutor was with how I might support emerging teachers in dealing
with this inherited and continually changing educational, political and
cultural context. There were five stages to the research process, which
involved both conceptual and empirical investigation drawing on the
traditions of case study and action research (McNiff, 1993; Cohen and Manion

1985). First, the nature of the new teacher's inheritance was investigated;



second, a course of action was proposed; third, the proposal was implemented;
fourth, the implementation was evaluated: fifth, the original proposal was
reviewed and revised in the light of previous findings to reach final

conclusions. These stages are now related briefly to the chapters forming this

study.

Chapter one considers the rhetoric and the realities of the confused
inheritance of the new primary teacher which, it is argued, reflects the more
general cultural confusions of postmodernity. The solution proposed is to
prepare teachers as critically reflective intellectuals for their uncertain
inheritance. Chapter two considers the mixed methodology of the study
involving action research, ethnography and the autoethnography that was
developed throughout in order to lend the research process reflexive rigour.
Chapter three investigates the small scale attempt to implement the proposed
preparation of teachers as intellectuals by developing and evolving a BEd
Education Studies course within the institutional context. The evaluative
stage of the research began in the action research period and was continued
thereafter. Chapter four follows the second cohort of emerging teachers
through into their first year of teaching employing an ethnographic approach.
The latter constructs a grounded, many-voiced account of the perceptions of
new teachers of their inherited predicament, which allows my original
perceptions and proposals to be evaluated and checked further. Chapter five
concludes the study by drawing previous findings and conclusions together, in
order to review and revise the original proposal. Recommendations are made

and a cultural rationale for teacher education and professionalism is proposed

for future development.



CHAPTER ONE

REVIEW



INTRODUCTION

Since 1988 primary education has been dominated by legislative changes.

Pollard et al (1994) comment:

Tl?e 1988 Education Act was a classic manifestation of the prevailing political
climate in its explicit commitment to market forces and competition....(it)led

inevitably to open hostility between government and education
professionals...(p2)

Thus the challenging predicament of new primary teachers is one of
inheriting the collision between the profession and the politicians. Chapter
one considers this problematic inheritance within the context of changing
times and proposes the solution that new teachers be prepared as critically
reflective intellectuals in order to meet these challenges. The first section of
the chapter considers the changing situation of primary teachers and the
inheritance of new teachers in terms of policy and practice. The second section
locates this inheritance within the general confusions of changing cultural
conditions and considers aspects of modernity and postmodernity in relation
to primary education. The third section considers postmodern developments

in theory and practice in relation to primary teachers as intellectuals.

The challenges that lie ahead for teachers have been considered by Pollard
(1990), who has argued that a 'new professionalism' will be needed in which
'...aims, values and commitments will still play a part' (p75). The exploration
of the proposal that new teachers be prepared as intellectuals undertaken in

this study is intended as contribution to the search for a new professionalism.



1  THE CHANGING SITUATION OF PRIMARY TEACHERS AND THE

INHERITANCE OF NEW TEACHERS

The following sub-sections will consider first the political rhetoric and second
the professional realities of primary teachers in relation to changes in the
period leading from the Plowden Report (CACE 1967) to the national
curriculum and the Dearing (1994) revisions. A third concern with the
professionalism of primary teachers within the new ‘economy of power' (Ball,
1994 p1) will be explored in order to identify the inheritance of the new teacher
which is typified as postmodern (Kelly, 1995). Pollard et al (1994) comment
that following the turbulence of legislative reform '...there is a need to take
stock, to interrogate evidence on which to base future judgements about
support, adaptation or opposition to change' (p2). This section weighs the
rhetoric of reform against the professional realities of primary teachers in
order to identify the mixed professional inheritance of the new teacher more

clearly.

1.1 The Rhetoric of Reform and the Politicisation of Primary Education after

Plowden

Kelly (1994) describes the political strategy for educational change in the form
of the ERA as 'power-coercive' seeking 'to effect change through the
application of power' (p3). Kelly goes on to note that direct forms of control
like legislation are combined discursively with other forms such as the
political rhetoric accompanying and legitimating change (Ball, 1990; Hartley

1994a, 1994b). Considerations of the rhetoric in relation to the reporting and
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representation of policy and practice by the media are thus increasing
(Alexander, 1992; Galton, 1995; Wallace 1993). The following sub-section
considers the context which gave rise to the political rhetoric and considers

some of its features in order to note the effects of the discourse on the situation

of primary teachers.

The political rhetoric accompanying educational changes from the
publication of the Plowden Report through to the Education Reform Act 1988
(ERA) and the amendments of the national curriculum by Dearing (1994) can
be understood initially in relation to contextual political and economic factors.
Pollard et al (1994 pl) suggest that three broad landmarks in education
throughout this century can be understood in the context of their times. The
need, for example, to balance local and national government, it is suggested,
lay behind the creation of local education authorities in 1902 and came about
because of 'contemporary fears that a centrally run education system might be
appropriated for ideological purposes." The 1944 Education Act belonged to a
more optimistic concern with 'equality and social engineering that
characterized the immediate post-war years." The context of the 1988 ERA
however was a more pessimistic one of general economic decline which
provided the pretext for central control. Galton (1992 p18) thus applies an
economic explanatory framework to the period considered here. Galton
suggests that the relative economic optimism preceding Plowden, typified by
the white heat of technology vision articulated by Labour Prime Minister
Harold Wilson in 1963, led to the optimistic 'springlike’ growth metaphors to
be found in Plowden and to 'brief summer flowerings' in some LEAs. Galton

claims that the following oil crises and the economic recession of the 1970s,
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brought the 'autumnal' rhetoric of 'cutbacks and pruning' of successive calls
to go 'back-to- basics' following the 'fiscal crisis of the state' (O'Connor, 1973).
Autumnal political rhetoric about primary education included renewals of
longer standing allegations (Delamont, 1987) that the supposed progressivism
of primary practice had led to a decline in educational 'standards' particularly
in ‘basic literacy' and 'basic numeracy' (Callaghan, 1976 p332) which had, in
turn, decreased economic competitiveness. This can be termed an 'economic'
priority, a position primarily defined both by the political need 'to make
economies...and to determine educational goals in line with perceived
national economic priorities' (Pollard et al 1994, p2). Variants of this first
‘economic back-to- basics' rhetoric can be heard from politicians on all sides
from the speech made by Labour Prime Minister James Callaghan in 1976 at
Ruskin College onwards and set the climate for the centralisation of control

and 'accountability mechanisms' (Pollard et al, 1994 p2).

Alluding to the gap between 'economic back-to basics' rhetoric and the
realities of primary practice Alexander (1994 p28) details the rise of the rhetoric
as it was increasingly recycled within the political and economic context from

the 1970s onwards:

Despite the gap between progressivism in its pure form and what was actually
going on in the majority of England’s primary schools, primary teachers as a
profession had to endure a barrage of media and political misrepresentation as
progressivism and therefore they themselves, became the scapegoat for the
country’s educational and economic ills. This started shortly after Plowden,
with the publication of the Black Papers, reached a peak in 1974-6 with the
William Tyndale affair, Bennett’s apparent demonstration that traditional
methods were more effective than progressive and Callaghan’s "Great
Debate”, and then resurfaced in response to the publication of the Leed’s report
in 1991. It is now being recycled to justify the exclusion of higher education
institutions from teacher training. Primary education had become politicised:
and truth, as always, was the first casualty.

7



The first period of allegations of progressivism led to the attempt to control
the curriculum through the ERA. The second period of allegations of falling
educational standards due to alleged progressivism in fact became a part of the
1992 General Election campaign, in which the 'Three Wise Men' report on
primary practice was commissioned (Alexander et al, 1992). This report
showed tensions which indicated its political provenance:

If "Plowdenism’ has become an ideology to which thousands of teachers have
unthinkingly subscribed, then it is necessary to ask why the teachers concerned
have stopped thinking for themselves and have apparently become so

amenable to indoctrination. If things have gone wrong-and the word 'if’ is
important- then scapegoating is not the answer. (para 22)

The rhetorical repeat of the word 'if' reveals the tensions at work (Galton,
1995). The construction of Plowdenism' as ideology, set the stage for further
reports attempting to steer primary practice with intertextual references
providing mutual legitimation for the process (NCC, 1993: OFSTED, 1993,
1994a). The second recycling of the allegations of progressivism thus led
beyond the determination of the curriculum by political intervention to an

on-going attempt to set an agenda for pedagogical practice also.

In summary so far it can be seen that in the period from Plowden to Dearing
the politicisation of primary education in relation to the curriculum and
pedagogical practice was advanced by both Labour and Conservative
governments. There was a direct political link between Labour Prime Minister
James Callaghan's 'back to basics' speech at Ruskin with Conservative Prime
Minister John Major's 'back to basics' speeches at the 1992 and 1993

Conservative Party Conferences. Andy Hargreaves (1994 p xiv) comments:



In England and Wales, policy makers tend to treat teachers rather like naughty

children.; in need of firm guidelines, strict requirements and a few short, sharp
evaluative shocks to keep them up to the mark.

Ball (1990) draws attention to the rhetorical 'discourses of derision' which
accompany legislative control. Kelly (1994 p12) points out that the discourses
of derision have been used to 'rubbish’ Plowden as lacking rigour and to give
the pretext and set the climate for introducing legislation and 'another form of
discourse- National Curriculum speak! which itself needs to be deconstructed

(Kelly, 1994).

In addition the ' back-to- basics' rhetoric developed further layers in the early
1990s as the economic 'feel-good' factor failed to renew itself and social and
cultural concerns emerged. This was particularly fuelled for example by the
murder of James Bulger by two other children in 1993 and was once again
driven by extensive media coverage. Examples of opinion promulgated by the
media ranged from a sombre identification of a 'moral panic' in adults
associated with a 'moral vacuum' and a hope that teachers could 'pick up the
pieces' (The Times Educational Supplement, 21 February 1993, editorial);
through to the New Right rhetoric such as 'Are schools destroying the
morality of children?' (Professor O' Hear, The Daily Mail, 19 March 1993).
The renewed focus on social and cultural 'back-to-basics' became part of the
context for the subsequent discussion paper on moral and spiritual education
from the NCC (1993b) followed through by OFSTED (1994b) (Winkley, 1995).
Kelly (1995 p151) identifies a preoccupation with 'law and order’ as
Conservative policy now showed re-emergent concerns with social cohesion

and control alongside economic competitiveness (Ross, 1995).  Cultural



concerns had been evident in the national curriculum rewrites from 1990
onwards. Ball's (1994 p7) analysis of this identifies an increasingly
‘authoritarian’ national curriculum emerging. This was exemplified in the
struggles over national curriculum English and history as more obviously
‘cultural’ subjects in their content. Ball thus suggests that 'generic' political,
rather than economic causes underlay the shift towards 'cultural rightism' and

this will be considered ahead within the wider cultural context.

In summary, the first period of 'back to basics' focused on economic concerns
led to the politicisation of primary education and attempts to control both
curriculum and pedagogy. The second period focused on social and cultural
concerns and indicated the possibility of further intervention. Hargreaves
(1994 p6) points out that 'In the political rush to bring about reform, teachers'’
voices have been largely neglected, their opinions overridden, and their
concerns dismissed'. Ball (1993 p108) also comments:

...there is little discursive space in all this for anything except acquiescence or
silent dissent...As always it is not just a matter of what is said, but who is

entitled to speak. The teacher is an absent presence in the discourses of
education policy.

This takes us into some of the concerns of this study to pay attention to local
memories and marginalized perspectives' (Ball, 1994 p4) and to researching
the 'submerged knowledges' (Foucault, 1980 p81) and lost voices of teachers.
This can be approached initially by asking what the professional realities of

primary teachers beyond the political rhetoric were in the period.
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1.2 The Professional Realities of Primary Teachers after Plowden

There is little evidence of a progressive primary school revolution in the
research and reports from Plowden onwards. In relation to the first period of
allegations of progressivism the 'Three Wise Men' report itself declared:

The commonly held belief that primary schools, after 1967, were swept by a
tide of progressivism is untrue. HMI in 1978, for example, reported that only 5
per cent of classrooms exhibited wholeheartedly ‘exploratory’ characteristics

and that didactic teaching was still practised in three-quarters of them.
(Alexander et al 1992, para 19)

Campbell (1993) summarises:

The picture from HMI surveys was consistent with findings from researchers
...that teaching concentrating narrowly on the basics was the typical
approach..(p19)

Continuing pedagogic conservatism after Plowden, rather than progressivism
would thus seem a more accurate typification of the overall situation
emerging from the research. Although, however, this typification of the
underlying conservative realities of primary education informs professional
overviews, little of this research and expert opinion has received attention
from politicians and the media and the representations used to construct and

to recycle representations of progressivism have become entrenched (Galton,

1995).

The end of the first period of allegations of progressivism from politicians
was thus in effect simply a lull before the next period, the first of what Ball

(1990 p147) calls a 'series of ratchet steps...a process of climate building' for

11



political intervention. Meanwhile, however, professional resistance or
counter-action was thin, Pollard (1990) identifies 'the relative inability of the
profession both to co-ordinate and explain itself' (p72). During the lull after
this first period, professional debate and exploration amongst researchers and
academics actually turned inward to attempts to explain the lack of
progressivism rather than its ubiquity (Galton, 1992; Richards 1982). Simon
(1981) concluded that the progressive primary school revolution was a myth.
Other researchers identified a gap between the rhetoric of progressivism used
by primary teachers and the realities of their practice (Alexander, 1984, 1992;
Edwards and Mercer, 1987). The evidence would thus seem to indicate that
both traditional realities and progressive rhetoric lingered on together. This
rhetoric/reality gap constructed by professionals would seem to have
compounded the rhetoric/reality gap constructed by politicians. Wallace (1993)
argues that:

The rhetoric of progressivism, adopted within the myth of primaryspeak, was
taken as reality by teachers’ attackers in creating a counter-myth that

progressive practice had lowered standards.  Teachers had wunwittingly
provided government ministers and the media with their ammunition.

The myth of progressivism might thus be recognised as a virtual reality

reflecting political, economic factors and more general cultural factors.

Beyond this myth however there is also a substantial body of research and
literature relating to primary practice attempting to describe its realities. These
accounts reveal the more balanced approach attempted by many primary
teachers particularly through the later part of this period as extensions of the

curriculum and pedagogy were attempted. Far from the progressivist

12



stereotype primary teachers in reality attempted to reconcile 'competing
imperatives' (Alexander, 1988) espousing 'liberal pragmatism'(Richards, 1988).
Research indicates that teachers could demonstrate considerable craft and
artistry as they aimed for and sometimes achieved a holistic balance beyond
the oversimplifications of ideological polarisations (Nias, 1989). In many ways
the predicament of primary teachers can thus be typified as coping with
ideological overload as they inherited the expectations of previous times and

then increasingly had to respond to new times as well.

Blythe's (1965) earlier identification of different ideological influences on
primary education has been developed by a number of writers (Blenkin and
Kelly 1981; Golby, 1988, Alexander, 1995). These accounts describe primary
education as being formed by a combination of elementary school, child-
centred and developmental concerns. Pollard et al (1994 pl4) distinguish
between an earlier child-centred 'naive developmentalism' and its later form
which, after Plowden, gradually and unevenly evolved from its original
ideological base toward reflective teaching (Pollard and Tann, 1987). This was
based particularly on constructivist psychological research into children’s
learning in which Piaget and Bruner were seminal figures and was initially
structuralist in orientation (Kelly, 1995). The further evolution of
developmentalism was later associated with social constructivism as the
influence of Vygotsky re-emerged and increasingly became post-structuralist in
orientation (Bruner, 1986; Kelly, 1995). These developments in primary
schools were uneven because the continuing influence of earlier ideologies on
the primary school after Plowden actually produced a mixture of traditions in

reality, rather than a pure form of one or the other. Thus in the 1970s a

13



complex 'hybrid' mixture of these traditions was evident (Mackenzie, 1983).
In the 1980s Pollard et al (1994 p13/14) identify an 'emergent professionalism'
associated with the reflective practioner. In the early 1990s under the impact
of the national curriculum Alexander (1994 p30) described the continuation of
the 'hybrid' in an 'uneasy mix' of all these influences. In many ways therefore
the national curriculum simply added mandated force to an existing historic
aggregate of impossible ideological demands, fuelling the policy failure of the

1990s. Pollard et al (1994 p235) comment:

Workloads, stress levels and demoralization became very high and teachers
began to consider forms of collective action to assert a countervailing power to
that of Government. The most telling example of this was provided in 1993,
when resistance over assessment requirements led to reporting procedures
being boycotted in many schools.

Resistance forced government concessions on a wider front as the
impossibility of the national curriculum itself became more public, producing
a domino effect on policy and leading to the review undertaken by Dearing
(1994). It is worth registering again how little the voices of teachers

themselves had been heard. The consultation exercise mounted by Dearing

was a belated attempt to rectify this.

1.3 Professionalization or Deprofessionalization? The Variety of Teachers'

Responses to Legislation.

Previously the inherited predicament of new teachers in the 1990s has been
typified in terms of a collision between politicians and teachers. Pollard et al
(1994 p232) argue that primary teachers have felt this the 'most sharply’

because of their growing commitment to the emerging professionalism of
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reflective teaching and the developmental tradition which offered a stark
contrast to the political ideology underpinning policy. The impact of the ERA

on primary teacher s professionalism in England can now be explored.

Some general accounts of the situation of teachers in the late twentieth
century stress the diminishing autonomy and agency of teachers as controls
and demands intensify. It has been argued that teachers are subject to
'deprofessionalizing' or 'proletarianizing' tendencies as a part of a broader
process of the general downgrading and deskilling of work in the current
phase of capitalism (Lawn and Ozga, 1981; Apple, 1986, Densmore, 1987).
Theorists of the 'intensification' thesis hold that teachers' work in the last
decades has become overloaded with bureaucratic and administrative
demands in ways that make professional possibility problematic (Hargreaves,
1994). Thus a timely critique of current tendencies to reduce teachers to
government technicians has been made (Grundy, 1989; Smythe, 1987; Hill
1991). However accounts of the erosion of teacher professionalism need to be
taken in a measured way. A binary opposition can be set up with a
deterministic view of deprofessionalized technicians on the one hand
contrasted with an idealised professionalism on the other. The view taken
here is that such polarisations do not sufficiently recognise the variety of
professional response to the controls of state. Ball (1994 pl1) points out that
the variety of professional response is greater than a simplistic
'dominance/resistance binary'. Ball (1993) is in no doubt about the severe
personal and professional effects on teachers of the attempt to cast them as
both 'scapegoat and victim' (p120) under the ERA and of the 'potential of a

massive overdetermination of the work of teaching' involved. But Ball is
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referring to potential deprofessionalization and the intentions, as he reads
them, rather than the outcomes of the ERA. Bowe, Ball with Gold (1992)
explore the contexts of policy which is open to interpretational slippage and
contestation in practice and indicates the possibility of different professional
responses beyond the simple view that policy 'is simply something done to
people’ (p15). Ball's attempts to contrast the policy view from 'above' with
professional perspectives from 'below' is useful here. This, he claims, means
rethinking...the simplicities of the structure/agency dichotomy' (Ball, 1994
p15), within what Raab (1994) typifies as a 'long and elaborate implementation
chain' (p24). Ball (ibid) claims that this neccessitates ‘applied’ rather than pure
sociology and replaces the 'modernist theoretical project of abstract parsimony
with a somewhat more postmodern one of localised complexity' (p14), which
has drawn criticism (Hatcher and Troyna, 1994). However since Ball's
theoretical heurism is explicitly aimed at relating 'macro concerns and micro
concerns' (Maguire and Ball, 1994 p282), it is not well typified as ignoring
wider political factors. What is important for present purposes is to note that
both Ball and his critics recognise that power is potentially in professional and
as well as political hands because this avoids the danger of naive pessimism'
(Ball, 1994 p23) and a view of the teacher that is too passive (Raab 1994). Ball
(1994 p25) also points out the 'danger of idealizing the past..in which teachers
once had autonomy and now do not' and endorses more subtle notions of 'a
shift from licensed to regulated autonomy' proposed by Dale (1989). Apple
(1989 p15) summarises:

Conflict, compromise, mediation, the uses of state policies for one’s own

interests that may be different from those envisioned by state policy makers;
all signify anything but passive acquiescence.
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In relation to the situation of primary teachers under the ERA Woods (1995
p8) thus identifies many different 'modes of adaptation' made by teachers to
the legislation. Pollard et al's research (1994) also found a variety of
professional responses to the ERA and developed a typology ranging from
‘compliance, through incorporation, active mediation and resistance, to
retreatism’ (p228) Their research indicates that teachers were far from:
...puppets pulled by the strings of policy makers...they must make choices

about the way they carry out their work...they effectively become makers of
policy ...in their own classrooms. (p78)

However there is no doubt that the dilemmas of the primary teacher (Pollard
and Tann 1987) have intensified under the legislation. Woods (1995) argues
that there is a struggle enjoined between intensification and teachers'
‘creativity’.  The present study provides evidence of intensification and a
struggle between the forces of deprofessionalization and professionalization.
Woods (1995) sees this as:

...the meeting point of intensification and self, and the coping strategies
devised by teachers to manage difficulties and dilemmas...structure and
agency, system and individual, constraints and creativity. (p11)

Hatcher (1994 p55) argues that 'What fundamentally differentiates different
types of professionalism is how they relate to the state'. These accounts
indicate the need to revise and update earlier concepts of 'restricted' and
‘extended’ teacher professionalism (Hoyle, 1974; Stenhouse, 1975). This will be
considered in following sections in relation to concepts of reflective teaching
(Zeichner, 1995) and teachers as intellectuals (Giroux, 1988; Beck, 1990). The

view proposed and developed in this study is that new teachers need to act as

intellectuals in order to make sense of their inherited predicament and to
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develop the 'new' professionalism identified by Pollard (1990). The challenges
in doing this in the 1990s are severe, but although the situation of teachers

may be finely balanced, so too is the situation of politicians.

1.4 mmary; An Uncertain Inheritan nd New Teachers as Intellectuals

The situation of primary teachers is increasingly complex and contested as
expectations have grown without concomitant resourcing. The inheritance of

the new teacher can be summarised as follows:

1. Generally the period from Plowden to Dearing resulted in anuncertain
hybrid condition in primary education created by conditions of ideological
overload and reflecting more general changes and uncertainties. This
overload was initially begun by the growing and competing demands of the
elementary, child-centred and developmental traditions. The national
curriculum added a further secondary school subject style of curriculum to the
existing hybrid, increasing the overload. Meanwhile myth and counter-myth
created a confused virtual reality in which rhetoric/reality gaps were evident
amongst both politicians and professionals and which masked both the
persistence of 'basics' in the curriculum on the one hand and also the basic
nature of funding on the other. The continuation of conservative pedagogical
practices was balanced gradually with a growing professionalism associated
with reflective practice in the 1980s. Successive governments, however,
scapegoated teachers for alleged falling standards and finally adopted a power-
coercive strategy to gain central control, driving the national curriculum and

testing through without real consultation or negotiation. The increasingly
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interventionist approach had first economic and then social and cultural
correlates in relation to both curriculum and pedagogy. Teachers were thus
launched on the high rhetoric of Plowden at the beginning of this period,
increased their professionalism within it despite the discourses of derision, but
then collided with an impossible mandated subject national curriculum at its
end. The effects of these managerialist uses of power and official reason and
rhetoric on primary teachers was to intensify their work in many ways. The
historical growth of expectations, demands and under-resourcing on the one
hand, combined with the new workloads and the unmanageability of the
national curriculum and testing on the other led to the boycott of the latter
and pointed to the need to review the former. There was an increasing
tension between the professionalization or the proletarianization of teachers.
Primary teachers in the 1990s were thus caught in a deeply uncertain condition
as Woods (1995 p8) comments 'betwixt and between' the potential
professionalization emerging after Plowden and the potential
proletarianization following ERA. The resolution of this condition depends
in part on the variety of professional responses to this situation and this is the

general inheritance of new teachers.

2. New teachers thus inherit a state that can be typified as betweenness. This
transitional sense of being uncertainly between one thing and the next also
appears to be more generally evident in the 1990s educationally, politically and
economically. The general situation outlined above sets the conditions with
which new teachers, like their longer serving colleagues must come to terms.
Pollard et al (1994) identify some emerging issues around the themes of power,

values and understanding in which the effects of the combination of central
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power and knowledge represented in the ERA on the people in the schools are
questioned. Such considerations are central to this study and broaden quickly
when considered further in the wider cultural context. The attempt for
example to shift educational power away from professional hands to the
political centre goes beyond questions concerning teacher autonomy,
accountability and professionalism. More general questions about the power
problematics of state and school and society within democracy also arise (Dale
1989, Kelly 1995). Equally the underlying clash of values between professionals
and politicians is fundamentally a clash about the type of human selves,
schools and society desired. Also the different epistemological formulation of
what knowledge, understanding or reason is taken to be, is a profound cultural
disagreement about both the nature of knowledge and who authoritatively
determines, constructs and controls what it is to be. This in turn demonstrates
the relation of power and knowledge (Usher and Edwards 1994). In terms of
people and values the uncertainties of established power/ knowledge means
inevitably that there are consequent general uncertainties between people and
a similar existential uncertainty is thus manifested within people (Giddens
1994). Usher and Edwards (1994 p12) comment that these general problematic
conditions describe the uncertain 'contemporary state of culture in its broadest
sense." Williams (1976 p116) defined culture in this sense as 'a whole way of

life, material, intellectual and spiritual' and this meaning will be adopted here.

The recognition of the general uncertain cultural conditions surrounding the
hybridized contemporary situation of primary teachers inherited by the new
teacher leads on to a consideration of what can be done to support teachers.

The general proposal of this study emerges from this. New teachers have
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much to think about and work their way through if they are to make sense of
an increasingly complex scene and to decide where they stand and what their
own personal, professional and political response to cultural change can and
should be. It is argued in this study that new teachers need to do this by
practising as critically reflective intellectuals. The inheritance of a hybrid
in-between condition in both school and society, caught somewhere between
the old and the new, will be defined as the general mixed cultural condition of

modernity and postmodernity aspects of which are now considered.

2 ASPECTS OF MODERNITY/POSTMODERNITY AND PRIMARY

TEACHERS

The international literature and controversy generated by the terms
modernity and postmodernity is wide ranging, although postmodern
discourse has been slower developing in the UK than elsewhere. Earlier
British approaches to the study of culture (Williams, 1961) generated a cultural
approach to curriculum studies in the UK (Lawton, 1973, 1975; Reynolds and
Skilbeck, 1976; Golby, 1977, Mackenzie, 1983). International developments
have since expanded the field of cultural studies which now includes
postmodern perspectives which are notably European and American rather
than exclusively British (Brantlinger, 1990). The contributions of these
cultural developments are critically considered in this study in an attempt to
build on the original concerns of the British field, concentrating in particular
on the cultural and curriculum politics of education (Aronowitz and Giroux,

1991). So far in this chapter the situation of primary teachers has been
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considered in terms of the professional problem of response to the conditions
created by political and legislative change. What now follows is an attempt to
understood this political and professional conjuncture more generally as an
aspect of the mixed cultural condition of modernity and postmodernity.
Postmodern discourse may offer insights in three ways. First, it contextualises
primary education in the wider cultural conditions. Second, it offers a
reappraisal of the specific situation of primary education and teachers which
illuminates the issues of the balance of political and professional power; the
related analysis of which knowledge and which rationality and whose values
are to prevail; and the issue of the nature and fate of the human self in such
conditions which were raised above. Thirdly, this reappraisal of the effects of
official rhetoric, knowledge and power as inscribed in the ERA on the people
teaching in the schools offers insights about what might be done professionally
and politically with culture and curriculum. Nias (1995 p3) reviewing
Hargreaves' use of the concept of postmodernity suggests that it might offer
'theoretical coherence' to empirical studies of the situation of teachers. Dale
(1994 p38) also calls for critical theory to be brought to bear on the 'central-local
relationship post-ERA'. Postmodern discourse offers approaches to this by
providing an analysis of current cultural conditions and a commentary on
personal, professional and political responses to those conditions (Kvale, 1992;
O'Sullivan, 1993). Clearly the field is too great for any comprehensive survey
here and only some aspects can be considered. What follows is sub-sectioned
and begins with a discussion of the meanings attached to the concepts of
modernity, postmodernity and postmodernism. This is followed by an outline

account of modernity and postmodernity which is then related to primary
education.
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2.1 The Meanings of Modernity, Postmodernity and Postmodernism

Seale (1991 p9) notes 'A plurality of postmodernisms and definitions of the
postmodern are in circulation.'" Nomenclature itself is problematic leading to
various attempts to disentangle it (Featherstone, 1991). Hargreaves (1994 p38)
distinguishes postmodernism from postmodernity as follows:

Postmodernism is an aesthetic, cultural and intellectual phenomenon...
Postmodernity by contrast, is a social condition. It comprises particular
patterns of social, economic, political and cultural relations.

In this study the terms 'modernity’ and 'postmodernity' are used in the
senses indicated above to refer to broad cultural conditions. The terms
'postmodern’, 'postmodernism' and 'postmodernist’ will be used to indicate
'a body of thought, a way of theorising' and also 'a way of practising' (Usher
and Edwards, 1994 p1) developed within postmodernity. Usher and Edwards

(1994 p7) point out that the terms resist 'reductive and simplistic explanation’
since a shared feature of these is a critique of attempts to construct
universalising or 'totalising' theory thus 'any attempt at definition must lead
to paradox since it is to totalise...that which sets its face against totalisation.’
This leads these authors to the recognition that terms like postmodernism or

postmodernity are 'umbrella’ terms ' ...under whose broad cover can be
encompassed at one and the same time a condition, a set of practices, a cultural
discourse, an attitude and a mode of analysis' and this position allows them to

develop a 'broad overview of certain key strands' in the field. This approach

also suits the present purposes to draw eclectically on debate in the field.

One common usage of these terms is to periodise social and cultural change,
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despite the difficulties of doing this. Smart's (1993p14-20, 23) useful analysis
brings out three broad possibilities: either modernity and postmodernity are
continuous; or there is a sharp rupture or break between the two; or there is
some relation between them. To argue for continuity brings with it the
problem of the redundancy of the term postmodern, 'modernity’ as a marker
is seen to be adequate whether it is the early, middle or late phases of it that are
being referred to, so the 'post’ of postmodernity must be refused (Giddens,
1990). On the other hand the notion of a sharp break or periodisation of the
two brings with it considerable differences of view as to when the new and the
old began or finished and what signs we may take of this. Toynbee (1954) for
example, one of the first to employ the idea of a 'postmodern age', located it at
the turn of the nineteenth century whereas Wright Mills (1970) writing in the
1950s placed it fifty years later. Lyotard (1992,p3) places it at 'the end of the
1950s’, but points out that 'the pace is faster or slower depending on the
country'. Other writers take a more gradualist outlook which will be adopted
here, seeing the changes as emerging throughout the 1960s (Harvey, 1989) and
associating them more 'with the collapse of Cold War in 1989' (Ingles, 1993 ix;

O' Sullivan, 1993).

In contrast to continuous or sharply periodised and sequential views, this
study will take the gradualist approach and employ the third sense of
postmodernity identified by Smart (1993), derived from Lyotard (1992), which
concerns itself with the relation of modernity to postmodernity as cultural
conditions. This relation between the two terms is immediately suggested by
the addition of the 'post' to the term modernity. In this reading of the terms

their dynamic interrelationship is stressed, since cultural changes co-exist with
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cultural continuities the terms modernity /postmodernity are inextricably
linked or 'parasitic’ (Heller and Feher, 1988 p10), they co-exist rather than
being simply sequential. The view that will be taken here is that the relation
between the two terms is symbiotic and complex. The cultural conditions
created by modernity lead to postmodern responses, so that postmodernity in
this reading is seen more as a mood or attitude engendered by modernity
(Bauman, 1992). The position adopted here is rather then, that we are 'living
in an interregnum’' (Smart, 1993 p15) as an uncertain cultural condition, rather
than in times that can be sharply typified as new or old, modern or
postmodern. What, however, is clear is that 'a new postmodern age' has not
arrived with this condition, post-modernity is rather more a way of living
with the problems of modernity, history is with us rather than more simply
behind us and we are better to recognise this by going 'beyond binary
oppositions' between modernity and postmodernity (Kvale 1992 p7). Smart
(1993 p12) offers a useful summary of the relational sense of modernity and
postmodernity:

Postmodernity as a contemporary social, cultural and political condition.
Postmodernity as a form of life, a form of reflection upon and response to the
accumulating signs of the limits and limitations of modernity. Postmodernity
as a way of living with the doubts, uncertainties and anxieties which seem
increasingly to be the corollary of modernity, the inescapable price to be paid
for the gains, the benefits and the pleasures associated with modernity. In the
latter set of comments there is the implication of postmodernity as a condition
necessarily closely articulated with modernity , postmodernity...as a more

modest modernity, a sign of modernity having come to terms with its own
limits and limitations.

Turning now to postmodernism it can be noted that this too has more
moderate and extreme expressions. Before considering these however it is

worth briefly acknowledging some criticisms of different notions of
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postmodernism. Opposition to postmodernism comes from both left and
right (Smart, 1993). Problems arise however when the oppositional rather
than relational sense of modernity /postmodernity is stressed, when
insufficient differentiation between the plurality of postmodernist positions
occurs, and when more extreme pessimistic positions are conflated with more
moderate ones. Critics thus typically assert that postmodernism offers nothing
new, is prone to reactionary and conservative forces and is hedonistic,
nihilistic and relativistic (Skeggs, 1991; Cole and Hill, 1995). But the re-
evaluation of change and novelty in modernity is the point of much
postmodernist concern (Harvey, 1989),which indiotes that the charge that
postmodernist thinking is necessarily conservative overlooks the existence of
both reactionary and progressive forms of both  modernity and
postmodernism. The plurality of postmodernist approaches means that many
offer the prospect of 'a practice of resistance’ (Foster, 1985 pxiv) as well as wider
emancipatory possibilities (Aronowitz and Giroux, 1991). Similarly typifying
postmodernism as hedonistic often assumes its exclusive connection to
consumerism and this is then too often easily merged with a problematic
denigration of both personal pleasure and personal development (Roszak,
1979). Beyond this, nihilism need not be taken as the inevitable human
response to postmodern diversity and consequent uncertainty, freedom and
creative opportunity are also possibilities. Smart (1993 p38) thus suggests that
a 'reconstructed critical tradition' (p38) in which many views are drawn on
would be a useful way forward. This is the stance adopted here where the

concern has been to draw critically from different perspectives.

Perspectivism however is not to be mistaken for relativism (Usher and
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Edwards, 1994). In this respect Squires (1993 p3) differentiates usefully between
postmodernist positions, identifying 'strong’ and 'weak' or 'soft sceptical
forms of postmodernism, indicating that 'only the strong forms undermine
the possibility of normative criticism generally'. Stronger postmodernist
positions are often deeply pessimistic personally and politically whilst the
more 'soft sceptical' construct a more optimistic outlook allowing for agency,
resistance and alliance (Firth, 1995; Foster, 1985; Aronowitz and Giroux, 1991).
Thus Polkinghorne (1992 p161) identifies a more 'affirmative' and Thompson
(1992 p247) a more 'constructive' form of postmodernism. Kelly (1995 p73)
also reaches a balanced postmodern epistemological position on a 'spectrum’
from 'ultimate certainty’ through to 'complete scepticism.' This will be
returned to in discussing postmodern reflective practice ahead, what needs to
be noted here is that the mood of Smart's more modest modernity is reflected
in more moderate postmodernist thinking in its search for pragmatic positions
which weigh and balance multiple perspectives beyond binary oppositions or

paralysis of judgement (Kvale, 1992).

What is of value in this eclectic approach, as noted previously in Ball's work,
is a recognition of common concerns and the sharing of understanding of the
situation of people in current cultural conditions. If postmodernist claims are
sometimes over inflated or extremely expressed, 'equally unconvincing are
the pretensions that nothing of importance has happened and there is nothing
to stop business as usual' (Bauman, 1988 p229). Arguably the important thing
to pursue is a critique of the ill-effects of the relational condition of
modernity /postmodernity at present and what might be done with

reconstructing it and this can be advanced as Smart (1993 p96) says through
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looking at both agreements and disagreements and searching for 'common

ground.’

The situation of teachers and teacher education can thus be typified as being
caught up in and reflecting the generalcultural interregnum which is stuck
between the old and the new, between the mixed condition of
modernity /postmodernity and the future. The term 'interregnum’ carries
notions of being between times, at the borders of modernity/ postmodernity
where both co-exist and the 'new’ is yet to emerge (Giroux, 1992). In this view
the postmodern condition arises as a human response to the 'malaise of
modernity' (Hargreaves, 1994). A general outline of this malaise is given
below followed by a relocation of the situation of primary education and

teachers within it.

2.2 An Outline of Modernity/Postmodernity

An outline of modernity is offered by Hartley (1994b p231) who describes it as
an impulse that:
...requires sobriety, pragmatism, practicality, a Puritan temper, Weber's '?rgn
cage of bureaucratic rationality’, a work ethic. Its production process is typified
by mass production, clear demarcation of task, hierarchy and an
interventionist state..There are grand theories to explain it...there is a 'central

value system’ into which we are said to be socialised; there is uniformity,
certainty, a grand design.

Habermas (1983 p8, 9) defines 'the project of modernity' amongst other things
as the 'effort to develop objective science' and apply this to the 'the rational

organization of everyday social life' to bring about the progress and
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emancipation through reason envisaged by Enlightenment intellectuals.
However the early emancipatory ideals of modernity, to which education has
been central (Usher and Edwards, 1994), have not been easily translated into
practice. Means may contradict ends (Carr, 1995) and 'the problematic relation
between knowledge and control' emerges (Giddens, 1994 p27). Thus for
Habermas and others, the project of modernity needs completion or recovery
(Toulmin, 1990; Berman 1983), in that it needs to be rescued from its
debasement into mere instrumental rationality and 'scientistic ideology' (Carr
and Kemmis, 1986 p131/ 2 1986). Hartley (1994b p231) notes how instrumental
rationality in the form of the 'Fordist production process... seeps into many
aspects of life' including education (Lyotard, 1992). Thus many criticisms of
modernity are systemic, claiming that alongside benefits there are inevitable
human and environmental costs to the project of modernity. Usher and
Edwards, (1994 p137) identify the 'dual face' of schooling which has been 'the
dutiful child' (p24) of modernity and so shares its more general problematics.
The problematics of power, knowledge and people surrounding the ERA are
thus part of the more general problematics of modernity, which have grown

ever more insistent.

Since Weber's (1970 ) original prediction of the progressive 'disenchantment
of the world' critics have concluded that the optimism of modernity has given
way to a postmodern pessimism as the ideological state 'juggernaut of
modernity' (Giddens, 1990 p139) has 'manufactured uncertainty' (Giddens,
1994 p21). Human belief in the promises of progress has been eroded (Harvey,
1989; Bauman, 1992; Giddens, 1991) and general 'exhaustion, environmentally

and experientially' advances (Smart, 1993 p90). This would also seem to apply
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to the education system and to teachers in the UK (Hargreaves, 1994). Social
and cultural critiques claim that the promise of progress embodied in the
major political ideologies of modernity in both the communist East and the
capitalist West have faded throughout the century following two world wars,
the Holocaust and the threat of nuclear destruction (Harvey, 1989; Hall et al,
1992). The original redemptive promises, it is claimed, were inclined to
‘hubris' (McLennon, 1992 p340) and over-inflated the claims of rationalism
(O'Sullivan, 1993; Smart, 1993). Promised utopias have thus receded,
disappeared or have proved to be dystopian (Kumar, 1989), the domination
and control of nature has proved highly problematic and has eroded the
ecological fabric and the human condition within it (Yearley, 1992). Smart
(1993 p86) summarises the sense that modernity 'introduces a process of
depersonalization which increasingly affects all aspects of human life'.
Gradual human disillusion, it is claimed, creates what Lyotard (1992 pxxiv)
calls the ‘'incredulity toward metanarratives' of legitimation and progress
associated with postmodernity, which dislocates both power and knowledge
and carries many 'risky' implications for the people living in such uncertain
conditions. Since no one discourse can hold the centre in the linked condition
of modernity/postmodernity, then power and knowledge become potentially
more plural and democratised and dispersed and therefore more multi-sited
and multi-agented (Appleby, Hunt and Jacob 1994). Local power takes its place
alongside central power and systemic contestation becomes endemic
(Thompson, 1992). A connected existential identity crisis for human subjects
arises who, faced with the waning of belief in official knowledge, are pressed to
construct their own meanings, or to act as intellectuals in the terms of this

study (Bauman, 1988). Usher and Edwards (1994 p10) summarise some of the
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complex connections that constitute postmodernity:

Postmoéernity,_ then, describes a world where people have to make their own
way without fixed referents and traditional anchoring points. It is a world of
rapzd.change, of bewildering instability, where knowledge is constantly
ghangmg a'nd where meaning ‘floats’ without its traditional teleological fixing
in foundational knowledge and the belief in inevitable human progress.

At the risk of oversimplifying three very broad overlapping options can be
identified in responding to the cultural problematics of postmodernity. These
can be typified as attempts to restore the past, to live for the consumerist

present or to reconstruct the future. A brief consideration of these options will

clarify the typification:

1) Cultural restorationism: O'Sullivan (1993) identifies a 'new
fundamentalism' as a 'direct response to what is taken to be the relativism of
postmodernity’ (p26). Hall (1992 p311) defines this as the impulse '...to restore
coherence, 'closure’ and Tradition in the face of hybridity and diversity.’
Restored certainty is thus attempted in the form of a pastiche of elements of a
renewed religious, racial, ethnic, nationalist and political heritage of a golden
past (Sacks, 1991; Mestrovic, 1991; Smart, 1993; Hall, 1992). Giddens (1994)
analyses the contradictions of the 'uneasy' and 'unstable' (p40) mixture of such

elements in new right positions.

2) Consumerist culture: alternatively, beyond this 'paralysing nostalgia’
(Smart, 1993 p102) for the older 'enchantments’, postmodernity is typifiable as
a loss of 'collective innocence' (Mestrovic, 1991 p2). This leads lead to a variety
of anomic conditions, mixed with the consolations and seductions of

consumerism (Featherstone, 1991), involving the 'hypercommodification’
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(Crook et al, 1992) and hyperreality' (Baudrillard, 1983) associated with the
surface spectacle of consumer capitalism and its globalisation fuelled by the
new technologies (Bauman, 1992; Giddens, 1994).  This complex
‘aestheticisation of everyday life' is perhaps the most common image
associated with postmodernity and the expansion of the cultural sphere
(Featherstone, 1991). Bauman (1992 p 224/5) however renews the long critique

of the 'dup licities' of 'choice’ and 'freedom' underlying consumerism.

3) Cultural reconstruction: beyond restorationism and consumerism however,
a third 'reconstructive’ possibility opens (Thompson, 1992). This possibility
draws on the more modest modernity and the more moderate postmodernism
previously identified. This is typifiable, because of the pluralisation of
knowledge, as a collective intellectual coming of age beyond the older
ideologies of modernity accompanied by an acceptance of difference and
diversity but within democratically constituted community (Squires, 1993;
Giddens 1994). But this can only be achieved if anomie can be resisted
(Mestrovic, 1991). This option, in common with the others, brings the risks,
dangers and problematics of 'postcolonial’ identity politics and 'diasporic’ life
style (Hall, 1996: Gilroy, 1992; McRobbie, 1994) alongside the 'decentred'
(Foucault, 1979) 'dissolution' (Gergen, 1992) of the essentialist stable human

subject (Usher and Edwards, 1994).

All three of these cultural responses have curriculum reflections. The
general situation of primary education and then of teachers within this
complex cultural condition may now be further considered before exploring

the contribution postmodern discourse might make to responding to that
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situation.

2.3 Primary Education, the ERA and Modernity/ Postmodernity

The enormous literature generated by explorations of modernity and
postmodernity is not as yet reflected in the field of education. Some writers
have begun to apply postmodern and post-structural discourse to secondary
schooling (Hargreaves, 1994; Ball, 1994). Other studies have looked at
schooling and education in relation to postmodernity and the postmodern in
more general terms (Aronowitz and Giroux, 1991, Usher and Edwards, 1994;
Carr, 1995; Lyotard, 1992, Hartley, 1994a, 1994b; Wilkin, 1993; Slaughter, 1989;
Doll, 1989). Some more specific attention to the national curriculum and
primary education in relation to postmodernity and postmodernism has also
now been given by Ahier and Ross et al (1995) and Kelly (1995). What follows
draws on these accounts to reconsider education policy and then curriculum
in relation to the cultural conditions outlined above. This will allow for
further discussion of the situation of primary teachers and their personal and

professional responses within this developing cultural context.

The complexity of the condition of modernity/postmodernity was reflected
in the politics and educational policy of the premierships of Margaret Thatcher
and John Major. Politically Hall (1991 p118) describes Thatcherism, for
example, as a project that attempted 'regressive modernisation’, as a
reactionary rather than progressive use of the power configurations and
controls associated with modernity. Gamble (1983, 1988) identifies the mixture

of economic liberalism and social authoritarianism which formed the project.
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Hall and Jaques (1983 p11) similarly argue that Thatcherism was a mixed
attempt to 'free market values...and to reverse the whole postwar drift of
British society’ and to substitute reactionary Victorian social values-
patriarchalism, racism and imperialist nostalgia." Apple (1989 p7) identifies
the 'rich mix' of populist themes involved, which powerfully combined
elements of the cultural responses identified above, in the mixture of the
freedoms of postmodern cultural consumerism with the controls of cultural
restorationism. All these accounts suggest that the consumerist rhetoric of
rolling back the state' to achieve a 'free market' was thus generally mixed
with and masked the increasing realities of strengthening the state in order to
achieve cultural restoration and to bring back under central control the social
diversity and cultural pluralism also associated with postmodernity

(Thompson, 1992).

This postmodern mixture of consumerism and restorationism was reflected
in both education policy and curriculum. The rhetoric of educational
consumerism, diversity and devolution on the one hand was thus mixed with
the reality of the nationalisation of the curriculum, testing and inspection

arrangements on the other. Hartley (1994b) identifies this as the 'mixed

messages of education policy":

At one and the same time, the discourse of education policy appears to reflect
the postmodern and the modern, apparently reconciling the tensions between
them. To repeat, the legitimatory rhetoric of ownership, choice and diversity
accords with the consumerist culture of an emerging postmodernism. But the
close specification of both educational targets and funding has all the

hallmarks of the age of modernity. (p242)

Hartley (1994b) also points out that the liberal rhetoric masked the
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restorationist reality, disguising the tensions in the project. The 1980s accent
on economic liberalism and the free market, however, inevitably allowed
these particularly 'disintegrative forces' (Giddens, 1994b p26) to erode and to
consume the very socio-cultural fabric and traditions from which they
emerged. This was one of the reasons why the internal tensions and
contradictions of the Thatcherite project emerged more clearly in the 1990s.
The earlier ascendancy of economic priorities and the free market in the 1980s,
reflected in economic back to basics in primary education, was always mixed
with other neo-conservative cultural priorities (Lawton, 1995). The latter
surfaced more clearly later, in response to the postmodern uncertainties of
continuing economic recession and the ending of the Cold War in the 1990s,
bringing the new emphasis on social back to basics in education previously
identified (Ross, 1995). The changing, contradictory cultural context is thus
reflected in the complex regressive shifts in curriculum from Thatcherism to

Majorism,which can now be considered.

In the first phase of the process Craft (1995 p124) thus argues that the national
curriculum can be seen as 'a modernist act' in which as Pollard et al (1994 p20)
say the 'unequivocally hostile message to teachers was spelt out: they must be
controlled'. Kelly (1995) cites the nationalisation of the curriculum, the
absolutist rationalist view of knowledge enshrined in the national curriculum
subjects and the power-coercive manner of the imposition of the ERA as
examples of this attempt to use the powerful central controls of modernity.
Many of the more troubled features of modernity outlined previously can
therefore be identified in the introduction of the ERA. The forceful,

interventionist, bureaucratic centralism coupled with the certainty and closure
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represented in the 'grand design' features of the legislation reflects an earlier
technocratic' (Golby, 1982) approach to rational curriculum planning which is
mechanistic and modernist in both style and substance (Tyler, 1949; Wheeler,
1967; Kerr, 1968). Kelly (1995 p155) claims that two such rationalisations of the
curriculum are in fact comparable: the first resulted in the grammar school
subject curriculum prescribed by the Board of Education in 1904. The second
was represented by the ERA which replicated the subjects of the 1904
curriculum, imposing them this time, however, on the primary schools as
well as the secondary (Aldrich, 1988). Oliver (1992) argues that the elementary
tradition of nineteenth century utilitarian basics is also well represented in the
national curriculum. Wallace (1993) thus sees this ideological mixture of the
liberal humanist cannon expressed in school subjects with the utilitarian skills
of economic basics as a combination of the 'old humanist' and 'industrial
trainer’ competing influences on education (Williams, 1961; Dale, 1989).
Goodson (1994) concludes that the problem was one of 'historical amnesia’, in
that the old troubles of centrally imposed curricula were restored. This
generally regressive impulse was also evident in the industrial and
mechanistic production metaphors applied to education reflecting the
technocratic approach to curriculum (Doll, 1989; Oliver, 1989). Craft (1995
pl125) likens this controlling modernist production process applied to
education, accompanied and packaged in the postmodern rhetoric of
consumerism, to a form of the 'McDonaldization' of education. It might thus
be concluded that Campbell's (1993) description of how the ideals of the
national curriculum as 'a dream at conception' turned into a technocratic
'nightmare at delivery' reflects the more problematic aspects of the more

ideologically extreme forms of modernity. The second phase of curriculum
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rewrites in fact deepened that malaise, rather than curing it, as cultural

restorationism emerged ever more strongly.

Ball (1994 p7) thus charts the rightward movement of the curriculum
through a series of 'ratchet steps', beginning with what he terms the 'Mark 1'
national curriculum, which was more oriented 'toward the needs of post-
Fordist' (p5) national economic performance. This first curriculum step,
considered above, was linked with the economic back-to basics concern of the
1980s. The 'Mark 2' national curriculum, however, was more involved with
the social and cultural concerns that emerged increasingly in the early 1990s.
For this reason Ball's description of cultural and curricular restorationism is
linked more closely with Majorism than Thatcherism, because this emerged in
part out of the triumphalism following the fourth successive Conservative
General Election victory in 1992 and the collapse of communism elsewhere
(Fukuyama 1992, Held 1992). Hargreaves (1994 p5) notes however that the end
of the Cold War was also the end of the settlements of modernity bringing
further national and economic global uncertainties and fears which
contributed to a series of moral and social panics referred to above (see p§) and
fuelled the reassertions of fundamental national and ethnic identity associated
with cultural restorationist responses to postmodernity (Hall, 1992; Apple,
1989). Ross (1995 p98) thus argues that:

Contemporary social movement in Britain is not seen by the government as
simply post-modernist phenomena, but as a breakdown of the old order and
certainties, an unacceptable moral pluralism, a lack of identity associated with
the loss of empire, the disintegration of the welfare state and relative

economic decline. Faced with the collapse of what had formerly constituted
the nation, the government is now part of a movement to invent a new

nation in its place. (p98)
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Hartley (1994a) refers to a sense of 'panic’ due to the perception that:

postmpdernzsm is not a culture, is not a shared way of seeing the world, is not
a unifying narrative. There are no can:ions anymore. But from this panic

may come calls for ‘basics’, for fundamentals, for collective rituals and
identities based on nationhood, race, gender, religion...(p90)

Ball's "Mark 2' national curriculum can be understood in this context.
Hargreaves (1994 p5) points out that 'economic regeneration' is thus
increasingly conjoined with 'national reconstruction. In an effort to resurrect
traditional values and senses of moral certainty, school curricula...are being
packed with new content that stresses historical, geographical and cultural
unity and identity’. Ball (1994 p5) thus sees the national curriculum rewrites
as being driven by 'neo-conservative cultural restorationism' creating
‘curricular fundamentalism' (p39). The nationalisation of the curriculum
employed the central controls and power-mechanisms of modernity in order
to attempt to return to what Ball (1994 p46) identifies as a postmodern
‘pastiche’ of an idealised past, to replace 'the uncertainties of change with cosy,
sepia images of family, nation and school which are tied into an ensemble of
nostalgia'. Ball concludes that the curriculum thus became part of 'culture
wars' aimed at 'de-pluralization' and 'the articulation of a classless and
monoethnic society' (p7), through what Coulby (1991 p30) identifies as an
increasingly 'nationalistic' curriculum. Kelly (1995 p83) warns however that
this cultural and curriculum process is anti-democratic in that it seeks '..the
firm imposition of the values of the dominant group on the rest', in 'a policy
of "back to basics"' also evident elsewhere (Aronowitz and Giroux, 1991).

Hargreaves (1994 p261) comments however that we should not:
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take nostalgic'refuge in the reconstruction of mythical educational pasts with
their conceptions of traditional standards, conventional subjects and the

narrow pursuit of basic skills. Educationally, it makes no sense at all to g0 back
to the future in this way.

In summary political intervention in the curriculum had begun in the 1980s
with the rhetoric of economic basics but this was a Trojan horse for an
increasingly authoritarian cultural restorationist project which emerged more
clearly in the 1990s. The perception of a connection between primary
education and the cultural shifts of the 1960s and 1970s made it inevitable that
primary teachers would be caught up in the gathering general conservative
cultural restorationist 'backlash’ in the 1980s and early 1990s (Aronowitz and
Giroux, 1991). Ball (1994 p44) thus indicates that the restorationist project
attempted to 'discipline’ allegedly 'progressive’ primary teachers and to recast
them as ‘traditional' moral agents of regressive modernity. Primary teachers
thus found themselves caught up in a struggle between an increasingly
diverse and changing postmodern society and a reactionary modernity in the
state.  Although this reaction captured and used the state apparatus of
modernity, it was itself a part of the mixed uncertain condition of
postmodernity and therefore prone to its problematics. This was increasingly
evident in the divergence of the official rhetoric from the realities on the
ground. The effects of this was to create conditions in education, as elsewhere,
where a fundamentalist pastiche of the past was increasingly substituted for
the realities of the present or for possible futures (Slaughter, 1996). Since the
pastiche was based on a nostalgic cultural 'back to the future' myth (Mestrovic,
1991) however, Baudrillard's (1983 a p148) more general conclusion that
postmodern conditions produce a kind of 'hallucination of reality’ where 'a

kind of non-intentional parody hovers over everything' (p151) has some force
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here, as the 'dream at conception' turned to 'a nightmare at delivery'
(Campbell, 1993). The effects on schools and teachers of restorationist
representations of teachers added to professional uncertainty, bringing
existential troubles for teachers as the 'emotions of teaching' (Hargreaves, 1994
p141) emerged and demoralisation and alienation grew (Campbell and Neill,
1994). At the same time, the postmodern rhetoric of financial devolution in
the period attempted to push 'stress and crisis down the line' (Demaine, 1993)
and to shift financial responsibility from the centre to the locality and
‘manage the consent of both clients and professionals' (Hartley, 1994b p92). It
can thus be seen that there was an attempt in the 1990s to achieve more central
political control over primary education for less funding, in order to use that
central control for cultural restoration. The command and control approach
was increasingly tempted to further centralisation and to cultural imperialism,
but always equally concerned to limit funding. Hargreaves (1994 p5)
comments that this created conditions of potential 'ideologically compliance,
and financial self-reliance' for teachers, placing them, in Ball's (1993 p77)
summary, in an 'uneasy professional double-bind." What will emerge from
this carries all the uncertainty of postmodernity, but the outcome will depend
in large part on teachers' personal and professional response to this situation,
as was previously argued. Much turns on the personal and professional
beliefs, decisions and practices of teachers. Like other groups in society
teachers are subject to postmodern conditions and influences. Their
existential options thus include decisions about how to respond to cultural
restorationism, consumerism and reconstructionism and to their curricular

reflections. Teacher professionalism can now be considered in relation to

postmodernism.
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3 POSTMODERNISM AND TEACHERS AS INTELLECTUALS

Aspects of the professional situation of primary teachers in postmodernity
have been set out by the two previous sections of this chapter. This last section
now turns to what might be done to respond professionally to that situation.
The potential of postmodernist thought to offer the 'theoretical coherence'
suggested by Nias (1995) and to support teacher professionalism is explored.
This potential is twofold: first, taken alongside empirical studies, as Nias
suggests, it offers valuable description and recognition of existing teacher
professionalism. Second, it contributes to developing that professionalism in
the form of preparing teachers as critical reflective intellectuals. The initial
typification of primary practice as postmodern offered here is therefore
followed by a consideration of further aspects of postmodern discourse that
might support development of primary practice. What follows is in three
subsections, first considering existing primary teacher professionalism and the
supportive potential of postmodernism. Second, connecting this to aspects of
the debate on reflective practice in teacher education. Third, introducing the
concept of teachers as intellectuals as a possible way forward which balances
modernist and postmodernist approaches to theory and practice. This brief
introduction to teachers as intellectuals provides a basis for the concept to be

empirically explored and critically tested in future chapters.
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3.1 Postmodernism and Primary Teacher Professionalism

A brief consideration of how teachers have responded historically to
modernist controls will put discussion of the emerging professionalism of
primary teachers in the 1980s identified by Pollard et al (1994) into context.
This professionalism is typified as postmodern, rather than progressive and is
connected to the empirical studies of primary practice earlier considered. The
eclecticism of primary practice beyond false polarisations is related to
postmodern refusal of binary oppositions. Further aspects of postmodern

philosophy and psychology are considered.

Historically Hargreaves (1994) argues that the regimentation and
standardisation of teachers, pupils and subject based curricula in state
schooling reflected the rationalising, centralising and socially controlling
aspects of modernity. He concludes that 'in modernistic school systems,
sustaining and realising the self has been a constant struggle for teachers' (p30).
Primary teachers in the UK developed a variety of local responses to the threat
of depersonalization, eventually evolving the post-Plowden primary hybrid in
which 'informality’ became a professional way to humanise the bureaucratic
modernist machinery of schooling (Blythe, 1987). Hartley (1994a p232)
describes schools generally as 'museums of modernity', but notes what he
typifies as more postmodern responses, particularly in the primary schools
opening up after the 1960s, which he associates with reflective practioner
stances. Developments in primary schools after Plowden might thus better be
understood in the context of the complex 'counter-cultural' (Roszak, 1969)

movements of the 1960s, 1970s and 1980s and as part of 'the cultural and
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political harbingers of the subsequent turn to postmodernism' (Harvey, 1989
p38). Giddens (1994) indicates that care must be taken to distinguish between
the more unified progressive movement associated with modernity on the
one hand, with the later fragmented postmodern social and cultural
movements for change on the other. Giddens points out that the new social
movements ‘are not "totalising” in the way socialism is' (p 2/3) for example,
and so are not then to be taken as 'progressive' in the older more unified
modernist sense (Thompson, 1992; Hobsbawm, 1994). Turning back to primary
education in the UK, it is thus possible to see the emerging primary
professionalism of the 1980s in a new light. This professionalism is clearly not
to be taken as 'progressive' in the older political and educational senses.
Pollard et al (1994 p14) in fact identify the concerns of the position with 'wider
social responsibilities’ and 'equal opportunities issues and the role of
education in society', rather than with a more unified progressive political
project. Kelly (1995 p150/1) argues that in the 1970s and 1980s 'education was
evolving and developing in phase with all other aspects of society’, reflecting
the diversity of postmodern development. In terms of pedagogy Kelly traces
one line developing through the century from its origins in the pragmatic
modernist epistemology of John Dewey, to its emergence in a neo-pragmatic
postmodern position. Cope and Kalantzis (1993 p4l) refer to comparable
developments in the USA and identify Dewey's 'progressivist pedagogy of
modernism and experience', from which they claim a 'pedagogy of
postmodernism and difference’ arose (Aronowitz and Giroux (1991 13/15). It
would appear, therefore, that the 'emerging professionalism' identified by
Pollard et al in relation to the 1980s in Britain associated with the more

sophisticated developmentalist reflective practitioner stance earlier identified,
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had more recognisably postmodern rather than progressive referents. Usher
and Edwards (1994 p192) indicate however that education professionals are not
likely to 'consciously construct themselves as postmodern but it may well be

the case that more and more they are practising within the postmodern

without fully realising this'.

Before exploring some conceptual features of such practice further however,
it is helpful here to refer to the empirical research on pradtioner realities
previously considered. Perhaps Nias' (1989 p197-201) account which stresses
the eclectic balanced pragmatic qualities of primary teaching - combining
interpersonal’, 'pedagogic’ and 'coping skills' which teachers deploy in living
with the dilemmas and uncertainties of practice - most clearly describes
postmodern professional responses to the growing competing imperatives on
the primary hybrid. Nias' account outlines the 'craftsmanship and artistry’
involved in such practice, whilst also acknowledging the potential short falls.
Alexander (1984 p147) typifies this as 'eclectic' and 'everyday' 'theory in action'
drawing, amongst other personal and professional resources, on wider public
theory (Griffiths and Tann, 1992). Nias concludes that:

Primary teaching at its best is a complex and highly skilled activity which

holds in balance, and occasionally transcends, the historical, sociological,
philosophical, psychological and practical tensions and constraints of the work

itself. (p201)

Pollard et al (1994 p14) also suggest that the growth of this balanced reflective
professionalism in the 1980s led to 'the disposition to draw eclectically on a
range of teaching approaches....underpinned by new understandings about

children's learning and the active role of teachers." Alexander (1984 p172) had
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earlier considered the 'intellectual’ autonomy of teachers, which he defined as
less a static entity than a condition of constant intellectual striving', requiring
'independence coupled with receptiveness and adaptability'(p173), involving
‘'scepticism toward certainties' and understanding the 'tentativeness and
paradox’ involved in thought and knowledge. This pragmatic, balanced,
eclectic, reflective disposition allied to new understandings of the relation of
teaching and learning and to a wider social consciousness and concern, thus
begin to define the postmodern or 'new professionalism' referred to by Pollard
(1990). One of the central features of the postmodern professional disposition
is clearly exemplified in the rejection of one teaching approach for many, in
which eclectic and pragmatic rather than ideological criteria govern practice.
In this sense the need for reflective practice arises precisely because the closed
certainties of more extreme ideological prescripts become problematic in the
complex challenges of school life. Pragmatic eclecticism arises out of the
inadequacy of totalising theory, which teachers' everyday experience
demonstrates does not cope with the diverse challenges of the realities of

practice.

In this respect Golby (1988 p30) identifies 'the failure of educational theory’,
which he comments has principally been demonstrated in 'its tendency to deal
in over-simple categories of an "either-or" nature' and concludes that primary
teachers have been more 'adept' at avoiding these polarisations and binary
oppositions than academics (Kelly 1995). Alexander (1984 p151) also identifies
the 'misconceived' and 'damaging' dichotomies of 'personal/ professional’
and 'theory/practice’ underlying teacher education. The problematic nature of

binary oppositions is also a recurring theme in postmodern thought in which
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the more extreme modernist creations of 'arbitrary dualisms' (O'Sullivan,
1993 p29) are subject to deconstruction (Usher and Edwards, 1994). In fact as
Schulman (1988 p33) points out an 'immune response to dichotomies' was
earlier advised by the more moderate pragamatic stance adopted by Dewey
(1958), since reactive oppositional thought does not provide the constructive
base needed for creative professional development. Lather (1992 p90) in
considering eclectic postmodern stances thus comments '‘Binary either/or
positions are being replaced by a both/and logic'. It can be seen therefore that
the problematics of binary oppositions identified by postmodernist thinking
offers the eclectic postmodern professionalism of primary practice both
philosophical recognition and further resources which may now be

considered.

An important feature of postmodern philosophy is what Kelly (1995) calls
the ‘epistemological revolution' (p63) in philosophy in the twentieth century,
which he suggests offers a new legitimation for practice. This Kelly typifies as
the move away from 'the certainties of rationalism' positivism and
universalism, to a pragmatic, existential 'more tentative, less dogmatic view of
knowledge - a transformatory rather than cumulative view' (p62). This means
that as the certainty of absolutist established knowledge is contested, so a more
pragmatically based human meaning making and understanding take over.
Greater numbers of people function as intellectuals developing different
perspectives of their own. Hence perspectivism is a common feature of
postmodern thought (Kvale, 1992). It has been adopted for use in this study as
an alternative to absolutism or relativism. Philosophically the position can be

mistaken for relativism because it entails the rejection of one absolutist
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metananative for many perspectives and voices (O'Sullivan, 1993). Usher and
Edwards (1994 p26) point out however that this misapprehension arises
because of a tendency to a binary opposition 'where only the two extremes of
certainty or chaos are thought to be possible'. Lather (1992 p100 ) comments
that the assumption seems to be that 'if we cannot know everything, then we
can know nothing'. Kelly (1995 p71) points out that 'it is not necessary to
assume that, because knowledge can never be absolute, it must always be
subjective....Knowledge when viewed from a postmodern perspective can be
seen as public, if not absolute and objective’. Sholle (1992 p276) thus indicates
that perspectivism means that 'knowlege is contextual, not that all knowledge
is false'. Usher and Edwards summarise thus:

What this implies is that it is possible to acknowledge many and different
points of view whilst denying them equal value..We can still act ethically and
still fight for some things rather than others but we have to do this within
practices of everyday life and struggle rather than in terms of an appeal to a
transcendent and invariant set of values [...] To subvert foundations is not to
court (irrationality and paralysis but to foreground dialogue, practical

engagement and a certain kind of self referentiality.  (p27, Usher and Edwards'
emphasis)

Postmodern perspectivism thus offers a view of knowledge and values as
existential social practices contextually grounded in collaborative, dialogical,
engaged, reflexive concerns. This contrasts with Enlightenment absolutist
reason that offered modernity its apparently secure foundations, boundaries,
teleology and legitimating socio-cultural hierarchy to rule and control (Kelly,
1995; McLennan, 1992). This outlines some aspects of the general
philosophical contribution postmodernism might make to reflective practice
in education, providing a philosophical legitimation for existing postmodern

professionalism and offering conceptual clarification and a literature to
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support further professional development and to connect it to wider
scholarship. Philosophical perspectivism has overlapping concerns with some

postmodern psychological developments which may now be considered.

Postmodern psychological perspectives are now well advanced beyond the
typically modernist origins of the discipline (Usher and Edwards, 1994). These

arise out of interdisciplinary connections being made between psychology,
language, culture and the human subject (Smith Harre and Langenhove, 1995;
Bruner, 1986; Kvale, 1992; Gergen, 1992; Giroux, 1992). In education Pollard et
al (1993) also identify social constructivist advances made from the modernist
Piagetan structuralist base following the seminal work of Vygotsky. This has
given a constitutive rather than simply representational linguistic turn to
accounts of teaching and learning and so reintroduced the social and cultural
into what had become overly individualistic, deconstructing binary
oppositions between the individual and the social and the related opposition
of teaching and learning. This reflects postmodern challenges of the
modernist oppositions and boundaries, such as those set between the inner
and the outer life, reality and representation, power and knowledge, nature
and culture (Usher and Edwards, 1994). Alongside growing interest in
psychology in discourse and rhetoric (Harre, 1995) Bruner (1986, 1995) has also
renewed considerations of Vygotskian approaches and introduced
interdisciplinary post-structural and postmodernist concerns into education,
which have begun to influence primary discourse (Barnes, 1992; Pollard et al
1993). Mercer and Edwards (1987p 36) indicate that the work of Vygotsky and
Bruner allows for 'a third step' beyond the false dichotomy of 'traditional' and

'progressive’ ideology. Bruner (1986 p123) posits the concept of a cultural and
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educational 'forum' which 'must express stance and invite counter-stance and
in the process leave place for reflection, for metacognition' (p129). Mercer and
Edwards (1987 p164) stress that this 'is a social process, not merely one of
individual discovery but one of sharing, comparing, contrasting and arguing
one's perspectives against those of others'. There is a clear connection to be
made here with multiply voiced postmodern perspectivism located within the
discursive cultural forum, involving both self and social reflection beyond the
binary oppositions of ideology and its 'simple adversarialism' (Alexander, 1992
p194). The position is predicated on the postmodern reflexive self and social
questioning of the effects on people of the fixed certainty and attempted
control of ideology. Ethical questioning of power/knowledge structures at
systemic, professional and personal levels are thus centrally placed, redressing
the loss of value questions in the technical rationality of modernity (Usher
and Edwards, 1994). The attempted third step for primary education beyond
existing ideology, also generally urged by Alexander (1992), thus gives added
weight to Pollard's (1993 p175) claim that the social constructivist position has

'the potential to offer a new legitimation' to primary practice.

Since the position also extends to adult cultural construction as much as to
child learning it overlaps social constructionist accounts of knowledge and
research (Gergen and Gergen, 1992). In common with perspectivism these too
stress the socially constructed nature of knowledge arising from social practices
rather than the transcendental 'God's-eye view' (Usher and Edwards, 1994 p20)
standpoint of traditional academic disciplines, without however lapsing into
the 'God trick' (Lather, 1992 p98) of relativism since the opposition of

absolutism/relativism can be refused. This recalls the meeting ground
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between a moderate modernism and postmodernism argued for previously.
Shotter (1993 p15) defines social constructionism as 'the renunciation of
systemic theory' in favour of 'practical theory', stressing its location in
discursive 'practice ' (p15). There is also a recognition that all human beings
are intellectuals and that there is a dialectical rather than oppositional relation
between theory and practice (Popper, 1972; Reid, 1978). Griffiths and Tann
(1992 p70) point out that such views draw on Aristotle's work on practical
reason, Dewey's pragmatism and critical theory in general, making practice 'an
expression of theory' and dissolving the 'divide' between theory and practice
(Kemmis 1995). Hybrid terms like 'praxis' (Carr and Kemmis, 1986) and
‘practique’ (Grundy, 1989) emerge from this. The influence of such views in
both the fields of education and psychology is considerable and these fields
offer instructive parallels. In psychology for example Kvale (1992 p48)
identifies such developments as 'a rehabilitation of practical knowledge'
Polkinghorne (1992) drawing on Schon's (1983) work on reflective practice
thus elaborates 'a postmodern epistemology of practice', claiming that this
'offers a postmodern alternative to modernist academic psychology' (p162).
Chaiklen (1992 p206/7) however warns that Polkinghorne's adversarialism is
unbalanced recreating a false binary opposition of academic modernist 'theory'
and applied postmodern 'practice’, divorcing the academy and the clinic and
blocking the exchange of personal and public professional perspectives. In
education similar confusions trouble the links between schools and
universities (Popkewitz, 1987). Hartley (1994b p85) for example falls into the
theory/practice binary opposition from the academic side devaluing the
postmodern 'niche narratives' of reflective practice because of their alleged

'theoretical vacuity' (p85). The position taken in this study however is that
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such elitism from 'theorists', or exclusiveness from 'practioners’, is driven
more by the ‘'ideology of professionalism' and status rather than
epistemological criteria (Densmore, 1987). Against this divisiveness perhaps
the parallel postmodern developments in both primary education and aspects
of public theory, illustrated in this brief consideration of philosophy and

psychology, suggests some possibilities for a renewed postmodern partnership

between education professionals sharing perspectives.

In summary and conclusion, taken together, postmodern refusal of binary
oppositions and acceptance of perspectivism, social constructivism and social
constructionism offer important potential for primary teacher professionalism,
both in offering significant recognition and legitimation of some existing
aspects of professionalism and in suggesting developments which address the
current situation of teachers previously explored. Combined further with
cultural reconstructionism the potential for professional development would
appear to be considerable. This potential has four main features. First, in
relation to educating children, the position offers prospects for curriculum
improvement through continuous reflective practice, which refuses the
closures of ideology for an open, questioning, ethical focus on self and system.
Second, in relation to teacher education, it offers a model for a critically
reflective professional discourse based on collaboration and focused on
continuing professional development. Third, in relation to adult education, it
offers dialogical potential in forming learning partnerships between the
profession and others, highlighting the importance of rhetoric and
representation in the general politics of practice and the negotiation of value

concerns. Fourth, it indicates the potential to make much wider connections
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to cultural politics in general (Aronowitz and Giroux, 1991). This outline of
some potential lines of professional development, generated both from
grounded or personal theory and practice and further supported by public
theory and practice, begins to offer definition to a view of teachers as critically
reflective intellectuals. Postmodern professionalism may now be considered

in relation to reflective practice and teacher education giving the professional

context for the concept of teachers as intellectuals.

3.2 Postmodern Reflective Practice and Initial Teacher Education

Hartley (1994b) distinguishes between political and professional
epistemological confusions troubling teacher education in the 1990s. This

sub-section concentrates on professional confusions in order to return to the
political later. What follows draws from Hartley (1994b) and Wilkin (1993) in
identifying the rise of reflective practice as a 'postmodern development' (p35)
changing the role of education tutors in initial teacher education. Further
professional difficulties in giving 'reflective’ practice critical definition
through proposing 'levels' of reflection are noted. The place of theory in

promoting critical reflection and the concept of teachers as intellectuals is

considered.

Amongst teacher educators interest in reflective practice grew during the
1980s because of the professional perception of the failure of the 'top-down'
model of theory (Golby, 1988). Alexander (1984) reviewed the dissatisfactions
with the theory to practice model in teacher education, associated with the

foundational disciplines of education and 'grand theory' (p152) and identified
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the linked problems with the 'relative status' (p145) of the groups of education
professionals involved. These problematics belonged to the power/knowledge
formations of modernity and Wilkin (1993) suggests that the disciplines of
education were the modernist 'metanarratives of teacher training' (p42),
which were subject to postmodern challenge causing changes in 'the balance
between theory and practice' (p36) and leading to the confusion of concerns
with status and epistemology considered above. Thus Hartley (1994b p91)
claims that 'The grand narratives of theoreticians have been eclipsed by the
stories of practitioners'. This reversal of the power/knowledge hierarchy is too
neatly portrayed however, particularly when the relationship of student
practitioners and education tutors in initial teacher education is considered.
Wilkin (1993) makes a more careful claim that 'public disciplinary theory no
longer enjoys superior status over the personal theories of the practitioner in
the classroom' (p42), suggesting some possible flattening of the previous
hierarchy. What emerges however from these developments for present
purposes is the need to give the role of the education tutor epistemological
definition. If the grand theory connected with foundation disciplines which
used to define this role is in decline, it follows that new definition connected
with clarifying what is meant by 'theory' and reflective 'practice’ is now
needed. The 'dilemmas for the tutor' (Calderhead and Gates, 1993 p3) in this
situation are considered empirically in chapter three, what follows here
explores attempts to clarify reflective practice in relation to personal and public

theory and connects this to attempts to define teachers as intellectuals.

There are many definitions of the reflective practioner (Hayon, 1990;

Tabachnich and Zeichner 1991; Calderhead and Gates 1993; Zeichner, 1995).
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Zeichner and Tabachnich (1991 pl) thus observe that in the 'new zeitgeist' of
empowering the reflective practioner in teacher education 'important
differences' of definition are 'masked by common rhetoric'. They argue that
whilst important gains have been made since Dewey (1933) distinguished
between routine and reflective practice and Schon (1983) differentiated the
artistry of reflective teaching from technical rationality, further definition is
now needed. They conclude that general agreement that thinking teachers are
better is insufficient and may lead to a narrow socially blinkered focus on
reflection for its own sake (Valli, 1990). They argue that there is too little
indication in some accounts of reflective practice of what teachers should
think about and act upon and that greater critical definition is needed

(MacIntyre, 1993).

Critical clarification is attempted by Zeichner and Tabachnick (1991), who
identify four different traditions of reflective practice in the USA as academic,
social efficiency, developmentalist and social reconstructionist, locating their
own position more in the latter. Zeichner (1995) stresses that whilst all the
traditions have a contribution to make, there is a tendency in some to omit
wider social concerns. He reviews social reconstructionist attempts to clarify
reflective practice by putting the socially critical content of reflection on the
agenda. Zeichner indicates that a strong concern emerges from such attempts
for a collaborative teacher professionalism and for wider reflection on the
social context and conditions of schooling, emphasising an 'ethic of care and
passion' and 'compassion’ and challenging 'the detached rationality that has
dominated the literature in teacher education'. Fullan (1993 p8) similarly

describes some teacher educators being ‘pushed deeper to the moral purposes

54



of education in order to understand the basic rationale of teaching in post-
modern society'. Fullan himself proposes a model of teachers as having
'moral purpose' and 'change agentry' (p18). Wilkin (1993) reviews similar
developments in the UK, which Hirst (1992) has typified as breaking the 'spell’
of ‘hard rationalism' in teacher education. The present study shares these
concerns and attempts to advance them but there are very real problems and
dilemmas if critical self and social reflection and the relations of student

teachers and teacher educators and the role of the latter in particular, are to be

clarified.

Some social reconstructionists have sought for example to define and deepen
the concept of reflective practice by drawing on the modernist critical theory of
Habermas, to arrive at the notion of levels of reflection. Three different levels
of technical, interpretative and critical professional orientation are commonly
identified in such efforts (Carr and Kemmis, 1986). There are however
problems with this in that the very idea of 'levels' is hierarchical (Elliott, 1991;
Wilkin, 1993). Zeichner comments:

The ideas of levels of reflection implies that technical reflection at the level of
action must somehow be transcended so that teachers can enter the nirvana of
critical reflection. This position devalues technical skill and the everyday

world of teachers which is of necessity dominated by reflection at the level of
action.

It can be seen that whilst some have defined reflective practice as self-
reflection focused on the teacher's own practice within more local concerns,
others have argued that this excludes wider social concerns. Thus attempts to

redress this have sought to privilege levels of reflection, in which teachers'
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collaborative and critical social-reflection is stressed. However, this hierarchy
of reflection in some respects ironically recreates the previous modernist
hierarchy of theory to practice, with the higher status of 'theory' reappearing as
the perceived higher level of critical social 'reflection’ (Elliott, 1991). In initial
teacher education repressed tutor 'theory' can thus return, disguised as student
reflection’ leaving studentshtry to second guess the critical contents of their
tutor's mind. Thus if foundational theory to practice models had their

problematics so too have some reflective practice to theory models.

Ways out of this impasse for teacher education are offered however by a
number of writers taking a perspectivist approach beyond binary oppositions.
Menter and Pollard (1989) thus refer to the 'historical rapprochment' (p35)
between the academic and the practical in teacher education. Pollard and Tann
(1987) also take an eclectic stance indicating very clearly that both self and
social reflection informed by micro and macro theories are to be drawn on.
Griffiths and Tann (1992) suggest that 'the divide usually labelled as theory
and practice, is, in effect, a divide between personal and public theories' (p76),
with the personal 'focused on the small scale and particular' and the public on
'the large scale and the universal' (p77). They too suggest that both types of
theory are needed in a 'spiralling’ (p78) course of development through what
Zeichner (1995 p14) now prefers to refer to as 'domains' rather than levels, in a
mosaic of theories that can be entered at different points for different purposes.
Wilkin (1993) notes that Griffiths and Tann thus reconcile personal or
postmodern theory with public or modernist theory. Wilkin claims that 'this
equalises the perspectives of all participants in the debate' (p49). Perhaps

however this is as much a democratising aspiration as a description of current
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realities. The position is idealised somewhat, since power/knowlege
formations in initial teacher education are not so easily dissolved. Alexander
for example earlier followed Maclntyre (1980 p296) in advocating theory as the
process of 'debate...from various perspectives', but noted the problem of
moving ‘'the competitive, individualistic and content-heavy approach
intrinsic to mainstream British Higher Education, toward a more communal,
interactive style' (Alexander 1984, p148). MacIntyre (1993) himself has also
more recently clarified his position, however, by stating that 'the dialogic
process of theory does not preclude content ' (p148, my emphasis) in initial
teacher education. He considers that students should reflect critically on the
theories and practices of experienced education professionals, as a way
subsequently of developing critical reflection on their own theory and
practice. Wilkin (1993) suggests a need to balance process and content in initial
teacher education, mutually respecting the perspectives of the different
participants and contributions whilst maintaining a critical stance. Chapter
three of the present study explores some of the difficulties and dilemmas this
continuing debate reveals for both students and tutors in initial teacher

education engaged in a perspectivist approach.

All these professional developments have taken place however within the
changing political context considered previously. Menter and Pollard (1989)
had earlier warned against government 'appropriation and bowdlerisation of
reflective teaching' (p39) in implementing the national curriculum and
assessment. Zeichner (1995) in fact claims that the concept of reflection has
been hijacked politically in developments refocusing teachers' reflection on

technical delivery of the prescriptions of politicians (Hartley, 1994a). The
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concept of teachers as intellectuals arises, therefore, in part out of the
professional context of teacher educators' concerns with reflection and as a way

of resisting political predations which are potentially deprofessionalizing.

3.3 Primary Teacher Intell 1

This study as a whole considers the proposal that preparing new teachers as
intellectuals has potential in responding to the situation that they inherit,
offering some clarification of critically reflective teaching as a model for
teacher development. The concept of teachers as intellectuals has been mainly
proposed and evolved in the USA by Giroux and other writers working in the
related field of critical pedagogy and has been the subject of critical interest
(Aronowitz and Giroux, 1986, 1991; Giroux and MacLaren, 1987; Giroux, 1988,
1992; Taylor, 1994; Hill, 1992; Beck, 1990; Smyth, 1987; Usher and Edwards,
1994). Some of the main features of the concept introduced here will allow for
a continued critical discussion of both the potential and the problematics of the
position in future chapters. Overlapping political, professional, pedagogic and
cultural dimensions of the concept can now be approached by first clarifying

the term 'intellectual'.

Said's (1994) overview of representations of 'the intellectual' indicate that, in
common with the term 'reflective, it is a contested concept holding a range of
meanings. Beck (1990 p49) notes that prejorative meanings such as 'egg-heads’
or 'academics’, based on populist anti-intellectualism and crude dichotomies,
need rebuttal and refusal. In the last decade Giroux has evolved a critical

definition of the intellectual with reference to the seminal writings of Dewey,
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Wright Mills, Freire, Bakhtin, Foucault and Gramsci. Aronowitz and Giroux
(1986) thus differentiate between 'hegemonic', 'accommodating’, 'critical' and
transformative' intellectuals and stipulate the latter as their focus. Giroux
and MacLaren (1987) p271) define transformative intellectuals as engaged in
more than the situated critical resistance proposed by Foucault, in that they are
involved in the constructive and creative ‘counter-hegemony' advocated by
Gramsci (Williams, 1983). This dual focus on both the critical and the creative
is one of the most useful central features of Giroux's definition of teachers as
intellectuals (Giroux, 1988; Usher and Edwards, 1994). Giroux also connects
curriculum with cultural concern indicating the general content and focus of a
critical pedagogy. Teacher professionalism is thus presented as the intellectual
work needed to be both critical and creative about curriculum and culture and
their interrelation. More recently Giroux (1992) has also viewed teachers as
cultural workers, which connects with the cultural reconstructionism
identified earlier in this study. These points will now be elaborated, beginning
with the professional and political context in which the concept of teachers as

intellectuals was proposed.

The concept of teachers as intellectuals arises within the context of
increasing criticism of teachers from the 1960s onwards of the kind considered
at the beginning of this chapter and is in part intended as a strategic
professional response to the further politicisation of education under regimes
of 'authoritarian populism' (Usher and Edwards, 1994 p215). However, Taylor
(1994 p46) points out that 'attacks on professionalism' in the period have come
from 'both Left and Right, from counter-cultural and neo-Marxist writers as

much as from New-flight Economists'. In effect the critique of teachers in the
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1960s and 1970s from the Left, was taken over by the political critique in the
1980s and 1990s from the Right (Beck, 1990). Usher and Edwards (1994 p219)
point out that Giroux attacks both Marxist 'correspondence theory' and the
Hew Kight 'cultural restorationists' since both take teachers as 'helpless agents
of the system'. Aronowitz and Giroux's (1986) concept of teachers as
intellectuals thus originated in a disagreement with the position of other
critics at that time, such as 'Bowles and Gintis, Willis, Carnoy, Whitty and
Apple' (p5), as much as the politics of the New Right. Aronowitz and Giroux
claimed that critics on the Left had become 'mired in the language of critique'
and had underestimated the possibilities for teachers and education to bring
about progress. Therefore, whilst Aronowitz and Giroux's position is very
much on the Left, it can be seen as an attempt to go beyond the various
professional and political discourses of disdain from both the Left and the

Right, which have blamed teachers for the alleged ills of the system.

Beyond critique Aronowitz and Giroux have sought a 'language of
possibility' (ibid p5) which would allow for 'hope and agency' and constructive
alternatives'(p19) in both curriculum and culture:

We believe that educators at all levels of schooling have to be seen as

intellectuals, who as mediators, legitimators, and producers of ideas and social
practices, perform a pedagogical function that is eminently political in nature.

(p19/20)

The movement here can be typified as from critique to possibility to pedagogy
and thence to politics. This makes a contribution to defining the content and
process of teacher reflection and to the debate about levels and domains of

reflection considered earlier. It also exemplifies the reconstructionist
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insistence on linking curriculum and cultural theory giving clear vision to the
former and pedagogical grounding to the latter. Giroux (1988) locates such

theory in the professional hands of teachers acting as intellectuals and

comments:

Viewing tgachers as intellectuals also provides a strong theoretical critique of
technocratic and instrumental ideologies underlying an educational theory

that separates the conceptualization, planning and design of curricula from the
processes of implementation and execution. (p126)

The divisions of theory and practice are thus identified as crucial to whether
teachers are viewed as intellectuals or technicians because they determine the
degree of professionalism (Smyth, 1987). Giroux (1988 p126) continues:

It is important to stress that teachers must take active responsibility for raising

serious questions about what they teach, how they are to teach, and what the
larger goals are for which they are striving.

The further connection made here is of 'making the pedagogical more
political...and the political more pedagogical' (p127). This means
introducing critical social and political content into teaching, whilst making
the process of teaching respectful and empowering students as ‘critical agents'
who are encouraged to have 'active voice'. Usher and Edwards (1994 p219)
also point out that the position incorporates the need for the teacher to be
active politically 'linking educational practices at the micro-level with
political action at the macro-level'. Giroux (1988) summarises:

Transformative intellectuals need to develop a discourse that unites the
language of critique with the language of possibility, so that social educaifors
recognize that they can make changes. In doing so, they must speak out against

economic, political, and social injustices both within and outside of schools.
At the same time they must work to create the conditions that give students
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the opportunity to become citizens who have the knowledge and courage to
struggle in order to make despair unconvincing and hope practical.  As

?Iz)f{;%u)lt as the task may seem to social educators, it is a struggle worth waging.

Usher and Edwards (1994 p215) comment that this is education 'as a form of
cultural politics...an attempt to reconceive and reconfigure the notion of
citizenship in the postmodern moment' (Gilbert, 1995). The postmodern
struggle for continuing emancipation and critical citizenship is central to the
position. Giroux (1988 p7) advocates cultural balance in which education
professionals should 'integrate the central features of a postmodernism of
resistance with the more radical elements of modernist discourse'. This is

amplified thus:

Postmodernism  also offers educators a variety of discourses for interrogating
modernism’s reliance on totalising theories based on a desire for certainty and
absolutes. In addition, postmodernism provides educators with a discourse
capable of engaging the importance of the contingent, specific, and historical as
central aspects of a liberating and empowering pedagogy. But in the end,
postmodernism is too suspicious of the modernist notion of the public life,
and of the struggle for equality and liberty that has been an essential aspect of
liberal democratic discourse. If postmodernism is going to make a valuable
contribution to the notion of schooling as a form of cultural politics, educators
must combine its most important theoretical insights with those strategic
modernist elements that contribute to a politics of radical democracy. In this
way , the project of radical democracy can be deepened by expanding its sphere
of applicability to increasingly wider social relations and practices;
encompassing individuals and groups who have been excluded by virtue of
their class, gender, race, age, or ethnic origin. (Aronowitz and Giroux, 1991p81)

Aronowitz and Giroux (1986) also explore a central connection here with
teacher education in which they are critical of programmes where 'prospective
teachers are often trained to be specialized technicians' (p27), which they claim
fuels ideological reproduction (Beyer and Zeichner, 1987). Instead they point

to the need for teachers to be prepared as transformative intellectuals ready to
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engage in the cultural politics of participatory democracy' (p27). Giroux (1988)

comments:

If we believe that the role of teaching cannot be reduced to merely training in
fhe practical skills, but involves, instead, the education of a class of
intellectuals vital to the development of a free society, then the category of
intellectuals becomes a way of linking the purpose of teacher education, public

schoolir?g and inservice training to the very principles mnecessary for
developing a democratic order and society. (p126)

Giroux (1992) also later connects cultural politics to the notion of cultural

workers:

critical pedagogy needs to develop a theory of educators and cultural workers
as transformative intellectuals who occupy specific political and social
locations.  Rather than defining teacher work through the narrow language of
professionalism, a critical pedagogy needs to ascertain more carefully what the
role of teachers might be as cultural workers (p78)

Once again Giroux attempts cultural balance of modernist and postmodernist

concerns and sums up many of the themes of his evolving position as follows:

...cultural workers need to develop a nontotalizing politics that makes them
attentive to the partial, specific, contexts of differentiated communities and
forms of power. This is not a call to ignore larger theoretical and relational
narratives, but to deepen power of analyses by making clear the specificity of
contexts in which power is operationalised, domination expresses itself, and
resistance works in multiple and productive ways... Critique, resistance and
transformation in these terms is organised through systems of knowledge and
webs of solidarity that embrace the local and the global..The issues of human
rights, ecology, apartheid, militarism, and other forms of domination against
both humans and the planet affect us all directly and indirectly. (p79)

This is an important articulation of what will be termed an ethic of person
and planet in this study (Roszak, 1979; Capra, 1982). The connection of such an
ethic to teaching and to teacher education as cultural politics with local and

global transformative potential offers a radical culturally balanced 'principled

63



position' (Squires, 1993 p3). This broadly cultural reconstructionist view has

some overlap with the postmodern primary professionalism and also to the

social reconstructionist views of reflection in teacher education considered

above.

Recent work by Fullan (1994), Kelly (1995) and Hargreaves (1994) suggests that
critical interest in teacher education may be taking a cultural turn. The more
modernist social reconstructionist concern with social justice can be combined
with a more postmodern concern for difference and diversity, acknowledging
that human emancipation has other dimensions besides political and material
struggle, central though those remain. Perhaps three significant additional
emphases can be identified in the cultural position. First, there is the
postmodern recognition of the oppressive potential of the best of
emancipatory intentions, including those of educators themselves, which
makes ethical self-critique as essential as social critique (Usher and Edwards,
1994 p26). Second, there is an intense renewal of broader cultural concern
with moral, spiritual and ecological values, which are critical of the more
exclusively materialistic preoccupations of modernity whether of the Left or
Right. Third, the commitment to radical democracy necessitates a critique of
both the radical Left and Right, particularly when represented by elitist
division or separatist exclusion that threaten wider solidarity (Hobsbawm,
1994). Carr (1995 p126) has evolved a similar position claiming that it is only
modernist foundations rather than 'emancipatory ideals' that come into
question and that the aim now is 'to reconstruct rather than to deconstruct’

(p128). The acknowledgement that beyond critique there is the creative is a

significant development.
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Giroux's view of teachers as intellectuals has attracted both agreement and
criticism. Beck (1990 p49/50), for example, agrees that teachers as intellectuals
should resist the division of curriculum conception and execution and engage
In constant cooperative inquiry into the content and method of schooling’;
understand 'that what they do is inescapably political in nature' and not be
duped by 'power elites' into promoting cultural values with which they do not
agree. According to Beck teachers should 'become more respectful towards
students' and develop 'a more democratic interactive approach’' so that
ageism, as much as racism and sexism, are combatted and moral and spiritual
values may emerge. Beck disagrees however in other central respects, arguing
essentially that Giroux has idealised what can be expected of teachers who can
only play a part, albeit important, in bringing emancipatory reform and
cultural change. Beck comments:
it does not do teachers a service to ascribe to them powers they do not have...
This leads eventually to disillusionment and low self-esteem among teachers

and disappointment and recriminations at the public level. It also gives a
distorted picture of what needs to be done to achieve reform. (p48)

Usher and Edwards (1994) make similar points arguing that Giroux's position
is 'over-theorised' (p220), meaning that it idealises both the power and
situation of teachers in relation to society. They also argue that the position is
'under-theorised', in that its avoidance of the technical 'appears to have
resulted in a curious silence on concrete educational practices' (p218). In fact
the lack of clear examples and case studies of critical pedagogy in action makes
it difficult, beyond the general level, to understand the practical implications
of the position. It seems therefore that although the position offers much, it

falls short on pedagogy. In this respect the damaging assumption that the
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practical is somehow at a lower level of concern also returns us to the
problems and contradictions of reserving a 'higher' place for critical theory,
however well intended its emancipatory aims, previously considered.
Ellesworth (1989) thus argues from her experience of initial teacher education
that tutor insistence on the emancipatory aims of critical pedagogy can feel
disempowering to students and may itself be disrespectful of student belief,
thereby gravely contradicting its assumed ethical base. This has led to heated

debate (Usher and Edwards, 1994 p218). Beck argues that the teacher growth

implied in the interrelated elements of:

intellectual depth, political sophistication, respectful interaction with students,
and social, moral and spiritual traits... cannot be produced forcibly. Teachers
must be impelled toward them not out of fear or guilt but because of positive
desire to build a better life for students, themselves and other members of
society. (p50)

In other words reason and the negotiation of meanings, rather than force or
compulsion, is the appropriate path to development. This recapitulates the
mutually respectful perspectivist position in relation to a more democratised
approach to initial teacher education considered previously. The potential and
the problematics of putting this approach into operation is considered in
chapter three. This section can be closed by noting that this study as a whole
attempts to address some of the '‘over-theorisation' and 'under-theorisation'

of the concept of teachers as intellectuals.
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CONCLUSION

In this chapter an attempt to take stock of the changing situation of primary
education which forms the inheritance of new primary teachers has been
made. Two main concerns have been pursued, the first to establish the
realities of teacher professionalism and the second to propose how that

professionalism can be supported and developed. These concerns may now be

summarised in turn:-

1. It has been argued that the political rhetoric representing primary teachers
as progressives constructed a virtual reality and set the stage for the regressive
modernity of the ERA, which threatened to deprofessionalize teachers and to
recast them as state technicians. The early economic rationale for the
nationalisation of the curriculum employed market rhetoric which, in turn,
masked an increasingly authoritarian restorationist project. The advocates of
curriculum and cultural restorationism attempted to control teachers and

recreate a nationalistic and ethnocentric hegemony through state schooling.

2. Primary teachers however were not so much progressive as postmodern.
This eclectic, pragmatic, hybrid approach represented an emerging
professionalism based on reflective practice. Emerging professionalism was
supported by developments in teacher education and elsewhere, constructing a
postmodern epistemology of reflective practice. However both political and
professional epistemological confusions resulted with political attempts at
centralising control co-existing with professional attempts to give reflection

more critical and socially concerned definition. The concept of teachers as
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intellectuals offers some clarification of this and proposes a cultural
reconstructionist outlook, which promotes a general ethic of person and
planet within radical democracy. A content for such developments in teacher
education is generally suggested by the critical and creative study of
curriculum and culture to balance the input from more traditional
epistemologies. However such an approach cannot be built on compulsion,
and therefore requires democratic dialogue, involving both personal and
public theories. This suggests a process base for teacher education, changes the
relationships of students and tutors and redefines the role of the tutor. My
attempt to implement and evaluate this by developing a BEd Education
Studies course, and then to relate it to the perspectives of new teachers is
considered in chapters three and four respectively. First, however, research

methodology is considered.
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CHAPTER TWO

METHODOLOGY
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INTRODUCTION

A number of different research stances and approaches in the contemporary
scene can be identified (Bogdan and Biklin, 1992). This study worked within
the broad case study tradition associated with educational action research and
ethnography (Golby, 1993: Elliott, 1991; Hammersley and Atkinson, 1993;
Stenhouse, 1975). A reflexive autoethnographic approach was also developed
to give fuller expression to the ethical, interpretative and textual aspects of the
study (Ball, 1994; Diamond, 1992; Usher and Edwards, 1994; Sparkes, 1996).
The case study position adopted evolved over the research period in response
to different research needs and to post-structural and postmodern influences
within the qualitative research traditions adopted, each of which will be

considered in turn.

1 THE CASE STUDY APPROACH

1.1 The Definition of Case Study

The following section considers the general definition and nature of the case
study approach employed. Yin (1989 p23) defines case study and claims that it:

*investigates a contemporary phenomenon within its real life context; when
* the boundaries between phenomenon and context are not clearly evident;

and in which
* multiple sources of evidence are used.

Golby (1993 p10/11) also offers an examination of the significance and nature

of case study which has been drawn on extensively here. He comments that
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case study can help to 'reconceptualise the problem, understand more fully its
wider significance and act more intelligently in resolving it' (p10/11). Case
study thus offered an opportunity for the conceptual and empirical
investigation of the opportunities and difficulties of preparing new teachers
for the collisions of policy and practice contextualised within the complex
cultural conditions explored in chapter one. Golby claims that the case study
approach ‘has the potential to relate theory and practice' (p3/4) and can

promote the 'improvement of practice' (p10). The nature of case study is now

considered.

The case study approach has met a number of criticisms emanating from
other research positions of a more positivistic nature. Golby (1993) points out
that whilst the case study approach does not employ 'positivist criteria’ (p17)
in relation to such concepts as generalisability, validity, reliability and
hypothesis testing, it does have its own approaches to these issues, which are
now taken in turn. First, Smith, Harre and Langenhove (1995 p59) define the
nature of case study research as focused on 'the particular and the individual’
rather than in research that seeks universal generalised laws. However, as
these authors argue, the absolute opposition of particularity and universality is
not well founded and thus Woods (1986 p50) argues that 'we can have both
intensive description and generalizability'. Golby similarly distinguishes the
'particularity’ of case study from 'uniqueness' (p7) and argues that although
the type of generalisability claimed by positivists does not apply to case study,
'likeness' (p9) of cases can be considered in professional practices. ~Golby
indicates the significance of the fact that researchers pursuing particular case

studies will be both 'propelled’ by and unearth references to like cases in the

71



literature. He thus points out the mistakes researchers may make in thinking
that their 'problem or topic comes fresh from heaven (or hell) to them alone’
and in employing 'too narrow a literature base' (p28). The existence of like
cases in the literature is therefore a key element in the formation of a public
tradition developing a valid and reliable research approach (Stenhouse 1975).
Secondly, Golby thus emphasises the key role of validity through
‘corroboration’ (p17), through triangulation of both viewpoints and methods
internal to the case study and in relation to the perspectives drawn from the
external literature. Lather (1991 p56) and Siraj-Blatchford (1995) claim that a
reflexive, dialectical research process is indicated by such considerations.
McNiff (1988 p131) and Winter (1988 p55) link this with various collaborative
and cooperative forms of enquiry that have been germane to the process of the
present work and that generally carry perspectivist and social constructionist
theory into research process and practice. Thirdly, Golby goes on to point out
that the issue of reliability in much research depends to a degree on 'replicable’
(p18) findings. He indicates that in case study this means offering sufficient
clarity and explicit description of research practices to allow others to 'transfer
them to their own contexts' in 'the pursuit of quality’. Finally, as far as
hypothesis testing goes, Golby comments that 'it is important to have a
reasonably precise idea at the outset of what sort of a case you are investigating.
In other traditions this would be called having a hypothesis. Your hypothesis
is a judgment concerning the nature of the case' which he points out is 'tested'
by the investigation. Thus Hammersley and Atkinson (1993 p16) argue that
'the testing of hypotheses is by no means restricted to science'. Smith et al
(1995 p64) note that the 'soft’ methodology of case study can provide

'Popperian disconfirmation’ better sometimes than 'hard' science. Golby
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indicates that the 'detective work' (p12) involved in such case study may yield
results which are personally and professionally discomfiting'. A number of
further issues arise here involving research ethics and intentions, the
researcher’s interpretations and perceptions of reality, contextual influences

and textual representations, which are now considered in turn.

1.2 Research Ethics and Intentions.

The first ethical issue in the present work lay in the concern to avoid what
Woods (1993 p462) identifies as an exploitative 'rape model' of research
(Lather 1986). Golby (1993 p20/1) comments that 'This means always
respecting the dignity of others...one ought not to use people'. Bullough and
Gitlin (1991 p37) however comment that too often student teachers are 'treated
as though they were shapeless raw material' and it was clear to me from the
outset that an ill-considered research stance would contradict the empowering
intentions of the study. There was an obvious need, therefore, at the
beginning of the project as Golby (1993p21) advises for 'openness and honesty'
where 'it is ethical to make a full disclosure' of research 'aims, methods and
the form its results' (p22) will take, to seek permission both from the students
involved and from those 'holding responsibility' in the institution to proceed
and this was sought and given at several points in this study. The
determination not to exploit research participants was, however, only one part
of the ethical concern of the study. Equally important was the aspiration to
empower the student teachers who were involved. The ethical dimension of

exploitation and empowerment in research can now be considered further.

73



Lather (1991) claims that many exploitative research stances have been
associated with positivism and a hard modernist absolutist separation of facts
and values, leading to linked claims of objective truth and emancipatory
potential (O'Sullivan, 1993). For Lather and others 'the value-neutral claim at
the heart of positivist authority is untenable' (p105) and is an 'ideological ruse'
disguising self and sectional interest, using what Soderqvist (1992 p153) calls
the 'reality illusion’ to construct research as an 'innocent' activity. Against
this and in order to escape the ethical problem of exploitation, Lather (1991
p20) thus argues for an 'openly ideological approach' through 'postpositivist'
research in which interest and values are recognised as inescapable and are
thus admitted and overtly declared, rather than being covertly maintained
(Reason, 1988). Lather also defines non-exploitative postpositivist research
aims and methodology as seeking the active empowerment of research
participants. This leads to a further claim that research as empowerment has
greater social and political relevance in responding to present educational and
cultural challenges. Siraj-Blatchford (1995 p218) thus also claims that an
explicit socially 'committed’ action research position is required at present.
Zeichner (1995 p20) advises teacher educators as follows:

Rather than merely documenting and describing the actions and reflections of
teachers in an allegedly neutral fashion, we need to recognise the inherently
partisan nature of all educational research and openly use our research to

tackle particular kinds of problems and to accomplish goals which reflect our
passions and commitments as educators and citizens.

'Empowering' and 'committed’ positions however also have some problems
and criticisms to face. In terms of the issue of exploitation for example it is

evident that this remains a concern whether values are declared overtly, or
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held covertly. Overt declaration of values and emancipatory intention in itself
does not remove the danger of exploitation, as Acker, Barry and Essveld (1983
p431) state 'An emancipatory intent is no guarantee of an emancipatory
outcome’. This critique indicates that openness must be taken as a beginning
rather than an end to ethical concern if emancipatory aims are to be fulfilled
(Ellesworth, 1989). Reason's (1988 p9/10) general account of ‘postpositivist or
post-modern’ research positions similarly indicates the need for continual
‘hard work' (p15) if care for participants is to be real. Golby (1993 p21) urges the
need to maintain a constant watch on the ethical dimension' which goes well
beyond beyond 'simple-minded' (p6) reactions to positivism. It is not hard to
see that a partisan approach, for all its postpositivist rhetoric, could become
just as oppressive and exploitative as any other. These problems were
previously discussed in considering the claims of critical pedagogy and the
same general conclusion reached there applies here. The underlying ethical
concern is one of respect for the rights and dignity of the people involved.
Empowerment and critique alike can be invited and encouraged, but not

forced or commanded.

Whilst therefore the present study attempted to draw on the type of research
stances and methodology advocated by Lather and others, further
considerations were also crucial. Golby's (1993 p29) advice for example that
'There is a delicate balance to be achieved between case study as a personal
crusade and as a neutral form of ‘enquiry' was also well worth heeding,
although 'open-mindedness' is a preferable term to express this than
'neutrality’. Dewey's (1933 p29) definition of open-mindedness in relation to

reflective teaching with its perspectivist referents has clear relevance here,
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since there is an 'active desire to listen to more sides than one, to give heed to
facts from whatever source they come, to give full attention to alternative
possibilities, to recognise the possibility of error in the beliefs which are dearest
to us’ and Pollard and Tann (1987 p16) follow Dewey in indicating that this
brings up the issue of 'intellectual responsibility’. In summary, research
approaches predicated on open declarations of empowering values and
interest are therefore not necessarily to be taken as automatically more
‘'empowering' or ethical than the alleged sins of other research approaches.
All positions need constant scrutiny if intellectual responsibility and ethical
considerations are to be adhered to. Usher and Edwards (1994 p152), in
common with many others, therefore go on to consider the need for
reflexivity in research defined by the need 'to interrogate our own practices of
research, in terms of how they can become part of dominant and oppressive
discourses...despite our best intentions'. 'Reflexivity' receives a number of
further definitions in the literature (Winter, 1987; Troyna, 1994b). Here it is
used to indicate the need for researchers to be ethically reflexive about the
origins, developments and consequences of their own values and interests;
and to consider how these concerns frame their perceptions, affect other
participants in the research process and lead on to particular textual
representations of reality in the written outcomes. Woods (1986 p34) thus
comments that participant observer approaches of the type used in this study
require a combination of 'deep personal involvement and a measure of
detachment' where the risks of 'going native' are balanced by attempts to
achieve insights which are 'anthropologically strange'. The recognition of the
need for a continuing process of reflexivity in research ethics thus overlaps a

second concern with reflexivity, which relates to altered perceptions of reality
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because of the researcher's inescapable presence which may now be considered

(Steier et al 1992).

1.3 The Researcher's Interpretations and Perceptions of Reality.

The acceptance that the researcher's ethics and values are inescapable, leads to
the recognition that these values frame and inform the researcher's
interpretations and perceptions of reality (Lather, 1992). In this view, as
Popper (1972) pointed out, once absolute value neutrality or objectivity have
been unmasked, claims of neutral and objective perceptions of reality too
become problematic (Carr and Kemmis, 1986). Gergen and Gergen (1992 p76/7)
claim however, that this goes beyond taking 'observer effects' as 'mere
annoyances'. They indicate that it involves going on to acknowledge that
‘observer free' accounts are not achievable and that 'accounts of objects are
never free of the observer'. Lather (1992p 91) too points out that 'clean
separation of the interpreter and the interpreted' becomes impossible (Reason,
1988). However this does not mean that general attempts, as Woods (1986 p34)
puts it, at a certain 'washing clean' of the researcher's perceptions and thought
processes is impossible, but more that conscious rigorous effort in this
direction is required and strategies for estrangement need to be sought. It has
been argued previously that it does not follow from the general recognition
that absolutist, or 'researcher clean', accounts are unachievable that relativism
must follow, but rather that an alternative perspectivist stance is possible and
that an eclectic social constructionist account can be developed. Thus, instead
of pursuing a research stance with dubious claims to be 'disinterested’ (Carr

and Kemmis, 1986 p99), social constructionist research attempts precisely to
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take a rigorous and declared interest informed by reflexivity, fair mindedness
and a proper acknowledgement of the problematics of research perceptions of
reality (Gergen, 1992). It also indicates the need for a perspectivist
triangulation of viewpoints and techniques (Woods 1986), both of which have
been sought in the present work in various technical and methodological
forms. The search for technique is detailed in the appropriate places in future
chapters. Methodologically Golby (1993 p28) advises 'Rather than attempting
to minimise 'observer effect', it is better to take it fully into account' and to
debate the basis of the researcher's perceptions. Golby thus indicates that
‘autobiographical background' (p25) is needed and that 'researchers will
sometimes be researching parts of themselves'. For the purposes of this study
an attempt to produce a more self-aware research account, with aspirations to a
more rigorous or 'cleaner' approach in both ethical and perceptual terms, was
pursued in part through keeping a personal and autobiographical element in
my field notes and research journal as an estranging strategy. This became an
ethnography of the self in relation to the study, investigating my perceptions
and interpretations within the research period in relation to both the
institutional and cultural context. This offered a counter-balance to some of
the problems arising from the close-encounters that constitute participant
insider accounts. Diamond (1992 p67) uses the term 'autoethnography' for
such 'accounting for our accounts' and the approach will be related to both the

traditions of action research and ethnography in following sections.

It must also be remembered however here that the over-all research approach
sought to draw insight and estranging perspectives to inform my research

interpretations and perceptions of reality from the wide literature and research
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base Golby recommends. Hannan (1995 p.12) offers perspective on this when
he asks ‘'why be deliberately naive in terms of other findings?' Winter (1989
p30/1) also suggests that the advocacy of action research need not rest on the
'wish to deny the value of other forms of research’, but more because it
provides the 'detailed understanding of educational practices, in ways which
can inform their development'. For the purposes of this study what generally
emerged from such considerations was the need for a research approach that
could accommodate different perspectives drawn eclectically from an
interdisciplinary literature and a variety of research traditions, alongside the
voices of emerging and experienced teachers, including the consciously and
reflexively 're-viewed' developing perspectives of the researcher. If neutrality
or objectivity were not attainable absolutely, an honest attempt to portray, to
compare and to interweave different perspectives and voices, including a
reflexive consideration of my own changing perspectives in relation to my
values during the research period could be made. Woods (1986 p34) thus
points out that in such approaches to participant observation 'The extent of
the commitment, the observer's reactions and changes, all become part of the
account' and Ball (1990b p170) insists that 'a reflexive account of the conduct
of research' is a matter of 'methodological rigour'. In summary concerns with
both research ethics and perceptions of reality generally suggested the need to
include myself as the researcher within the research frame using an
autoethnographic reflexive research methodology involving a dual focus on
both the researcher and the researched with clear references to other views in
the field. All such activity however takes place within a micro and macro

cultural context bringing further influences to bear on research perceptions

which may now be considered.
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1.4 Contextual Influences on the Researcher's Interpretations and Perceptions.

The third overlapping concern with contextual influences on research
perceptions means that reflexivity must however take a dual focus on both self
and social concerns if an attempt at clearer vision is to be made. Gergen and
Gergen (1992 p79) point out that there is a danger with reflexivity in that it
may tend 'to lead inward' bringing the problem of 'infinite regress’. However
they suggest that social constructionism with its emphasis on attention to
discursive interaction and focus on the constitutive and conventional nature
of language, explicitly defends against such research navel gazing and 'invites
the investigator outward'. The further recognition that both the researcher
and the researched must be viewed within the framing influences of the micro
and macro cultural context has thus also been central to this study. Goodson
(1991 p172) takes a historical and sociological approach to social constructionist
concerns to remedy 'disembodied’ and 'decontextualised’ educational
accounts. Denzin (1995) takes a more social psychological perspective in
further locating this position in relation to post-structural, feminist and
postmodern developments 'reconstructing' (p53) the earlier symbolic
interactionist position formulated by Mead (1934) and the pragamatic
philosophers (Ozman and Craver, 1995). Denzin (1995 p57) states that
'interactionists study the intersections of interaction, biography and social
structure in particular historical moments' (Bakhurst and Sypnowich, 1995;
Woods, 1995; Ball, 1994; Nias, 1989; Hargreaves, 1994; Bruner, 1995). Bogden
and Biklen (1992 p28) generally summarise many such developments under
the broad heading of 'postmodern’ which emphasise 'the self's location in a

specific historical time and body' (Goodson and Walker, 1991). This emphasis
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on the embodied nature of research is extended in Gergen's (1992 p27)
comments that in such an approach 'the scholar attempts to de-objectify the
existing realities, to demonstrate their social and historical embeddedness and
to explore their implications for social life'. Postmodern research must thus
address both the contextual micro concerns of local embodiedness and the
macro concerns of global embeddedness making it suitable for exploring the
texts of both policy and practice and reflexively interrogating the different
representations of reality constructed by all involved in the research process,
including those of the researcher which are included in the autoethnographic

approach adopted here (Usher and Edwards, 1994).

1. 5 Textual Representations of Reality

Besides such contextual issues postmodern research also foregrounds textual
concerns (Usher and Edwards 1994), Bogden and Biklen comment that 'this
perspective emphasizes interpretation and writing as central features of
research’. Ball (1994) suggests that such post-structural postmodern
developments mean that 'the critical analyst must take risks, use imagination,
but also be reflexive' (p2). Woods (1986 p188) sees the process of qualitative
research particularly as an 'open-ended ongoing dialogue between data
collection and theory' in which the 'search for ideas militates against early
foreclosure' and where the 'writing-up' process is open to 'the production of
ideas, as well as to their communication'. Golby (1993 p27) similarly
comments: 'The writer may wish the readers to make up their own minds, do
their own reading of the case to some extent bearing in mind the filter that is

the author'. Gergen (1992 p27) claims therefore that such concerns do not
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simply offer potential for ‘telling it like it is' but assist us to 'tell it as it may
become’, since they offer the possibility of different or multiple readings and

the attempt to represent these in the written production of the research text.

This section may now be concluded with reference to Gergen's overview of
developments in social constructionist research in which he comments that
‘Rather than remaining neutral on all questions of value, as in the modernist
frame’ (p27), we are 'invited to conjoin the personal, the professional and the
political' as feminists and others have advocated. These perspectives are
central to this study, in addition however, as chapter one indicates, an attempt
has been made to situate such concerns within the wider cultural context of
postmodernity (Giroux, 1992). In summary the research stance and
methodology evolved thus attempted to locate the dual focus on myself as a
new tutor/researcher in teacher education and the emerging new primary
teachers within the complex context of the cultural conditions represented in
chapter one and in the light of multiple readings of the data gathered and its
interpretation and representation in the present text. The evolution of the
research stance is now explored in the three further sections of this chapter

which consider the action research, ethnography and autoethnography

methodology.
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2 ACTION RESEARCH

Action research is associated with developments in postmodern reflective
teaching earlier referred to. A consideration of the definition and
development of action research will allow the broad framework underpinning
this study to be identified. Next self-reflection and reflexivity in action
research are considered to give background to the evolution of an

autoethnographic approach.

2.1 The Definition and Development of Action Research

Carr and Kemmis (1986 p165) state that 'There are two essential aims of all
action research: to improve and to involve." They give the following
definition of the nature, aims and method of action research:

Action research is simply a form of self-reflective enquiry undertaken by
participants in social situations in order to improve the rationality and justice
of their own practices, their understanding of these practices, and the
situations in which the practices are carried out... In terms of method, a self-

reflective spiral of cycles of planning, acting, observing and reflecting is central
to the action research approach. (p162)

Zeichner (1993 p200) also defines action research as 'systematic inquiry by
practitioners about their own practices’ which broadly echoes a number of
definitions (Kemmis, 1985; Elliott, 1991; Winter, 1989; McNiff, 1993) Various
overviews also trace the development of different models of action research
from its renewal and increasing influence from the 1980s onwards (Wallace,
1987; McNiff, 1988; Noffke, 1994). Zeichner (1993) discusses some emerging

controversies between different 'camps’ (p200) in the action research field over
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this period. Pollard and Tann (1987 p12) point out however that although
there are significant differences between different models of action research, all
express ‘a central concern with self-reflection’ offering an important reminder
of the common ground of practioner involvement through self-reflection. It
is possible however to see that 'self- reflection' carries at least two main
different meanings influencing the development of action research, one more
to do with ownership and control, the other more to do with methodology. A
brief consideration of the politics of action research will give the necessary
professional context for the methodological consideration of self-reflection

clarified as reflexivity in the following sub-section.

Zeichner (1993 p200/1) surveys the politics of action research which reflect
the tensions between theory and practice previously considered. On the one
hand, for example, Kemmis (1986 p51) and others fear that action research 'has
been captured and domesticated in individualistic classroom research which
has failed to establish links with political forces for democratic educational
reform’ and thus fails to address the structural conditions of schooling (Nixon,
1987). On the other hand Elliott (1991), for example, sees the latter as
dangerous and attacks what he perceives as academic 'terrorism' and the
‘hijacking' of teachers' research (p13/14) and is fiercely critical of any
denigration of the practical classroom focus of teachers' work. It is evident
that the complex forces of modernity/postmodernity are at work in such
disputes between education professionals, creating damaging divisions in the
present educational, political and cultural context. Zeichner (1993) seeks to
resolve these divisions, he is also critical of denigrations of the practical, but

argues that since issues of 'educational equity and social justice' are
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unavoidably present in classroom practice the debate is deeply confused.
Confusion is in fact evident in that Zeichner's wish to resist any tendency
towards the recreation of an 'educational research hierarchy' (p209) based on
divisions of mental and manual labour, is in fact widely shared common
ground (Kemmis, 1995; Sigj-Blatchford, 1995; Elliott, 1991). Goodson (1991)
retraces this controversy historically in the binary opposition of theory and

practice which he deconstructs to arrive at what he terms 'middle ground' and

comments:

I have been wrestling with how to integrate different foci and levels of
analysis. In developing an integrated social constructionist perspective this
work pursues the promise that the theoretic and the practical, or structure and
agency, might be reconnected in our vision of curriculum scholarship. Were
this to come about we might be saved from the recurrent 'flight to theory’

followed by the counter-balancing 'flight to practice’ (and the occasional
intervening 'flight to the personal’). (p178)

This is useful and recalls previous discussion of postmodern perspectivism

and the related post-structural methodological issues raised by Ball (1994).

It is not the purpose here, however, to pursue the more general politics of
action research further, but rather to note the connection with the present
study in three main ways. First, the warnings of the potentially exploitative
and disempowering hegemony of academics over teachers had to be heeded
and, if anything, these gained here even greater force in relation to my work
with student teachers. Second, my own 'embodied and embedded' position as
an ex-primary headteacher and newly appointed lecturer was transitional and
uneasily balanced between the primary school and higher education at a time

of upheaval and change in both. Also the position of the newer paradigm of
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action research within my new institution was unclear and sometimes
uncomfortable. Zeichner (1993), Kemmis (1993) and Elliott (1991) give
autobiographical accounts of this transition from being a teacher involved in
an action research approach as I had been, to being a lecturer working to
establish action research in relation to more traditional paradigms within
higher education. Zeichner describes something of a hybrid double-life
emerging from this, contributing perhaps to the tendency to the over-
theorisation of action research Elliott and others perceive, as legitimacy and
status for action research is sought. If so, Goodson's (1991p170) warning that
this is 'a devil's bargain', in which 'academics have become marginalised in
both professional and political circles', because they have 'over-valued the
accolades of the invisible college, and under-valued the worlds of policy and
practice’ (Goodson and Walker, 1991 p202) is worth heeding. The third issue

concerning reflexive methodology is now considered.

2.2 Action Research Methodology - Self Reflection and Reflexivity

Beyond the politics of action research, 'self-reflection’ can also mean
methodological reflexivity as it was earlier defined. There is, however, great
variation in the sophistication of different models of action research in
responding to this issue. McNiff's (1988) review of different approaches to
action research indicates considerable differences, for example, between the
seminal work of Kurt Lewin (1946) and later models developed for example by
Elliott and Adelman (1973), Kemmis and McTaggart (1982) and Ebbutt (1985).
McNiff (1988 p33-37), however offers a familiar practitioner critique of such

models claiming that they tend to be 'rigid' and too 'prescriptive’ and are
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'visual representations' of a 'stylised' 'mental’ rather than classroom reality.
Troyna (1994a p17) identifies a 'technicist’ origin and base to action research in
Lewin's model of action research, which continues to make its presence felt in
later more formally organised models. Winter (1989 p30) also identifies a
‘culture of positivism', in which action researchers no less than others have
lived. He claims that this has created an 'ideological undertow’, producing
the continuation of 'positivist echoes' (p31) within action research itself,
which makes it prone to managerialist manipulation (Zeichner 1993, Hartley
1994b). Since positivism employs a non-reflexive methodology it is possible to
see that its continuing influence on action research has inhibited a clearer
move to a reflexive research stance which includes the researcher more
confidently within the research frame. Winter's account of action research
redresses this to some extent by developing a reflexive methodology which has
some affinities with the work of Whitehead (1981, 1983, 1989), in which
reflexivity is explicitly foregrounded. Griffiths (1994) also provides a useful
analysis of self-reflexive feminist action research methodology. Aspects of
these approaches, which underpin the present work may now be briefly

considered.

Winter's (1987) account of action research gives reflexivity a central place in
questioning all perspectives. Winter (1989) later calls this 'reflexive-critique’
(p43) and connects this to 'dialectical critique’ (p52). Winter's approach is thus
able to respond to both the self and social contextual concerns previously
identified, which he typifies as 'concentric' (p47) cultural circles forming the
field of enquiry and indicates the need for a reflexive dialectical methodology

supportive to the present work. Similarly Whitehead's position is based on
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dialectical questioning. McNiff (1993 p37) offers an analysis of Whitehead's
position which is organised to promote the dynamic development of personal

or 'living' educational theory and practice following five leading concerns

which have been followed broadly in this study:

1 1 ?dentify a problem when some of my educational values are denied in my
practice;

2 I imagine a solution to the problem;
3 I implement the solution;

4 I evaluate the solution;
5

I modify my ideas and my practice in the light of the evaluation.

In chapter one, for example, the problematic postmodern inheritance of
emerging teachers was identified and a proposed solution was considered in
the concept of teachers acting as critically reflective intellectuals. Subsequent
chapters investigate, evaluate and modify this proposal, following stages of the
framework through, employing ethnographic and autoethographic tools in
the process. McNiff sets out the spiralling process involved in such a
dialectical process thus: 'practice---> theory--->re-formed practice--->reformed

theory' (p39).

MCcNiff (1988 p47-52) argues that action research at this level of involvement
promotes development in 'personal’ 'professional’ and 'political’ dimensions
for the teacher researcher. The creation of 'dialogical communities' (McNiff,
1993 p44) is indicated as the way forward and the general connections with
perspectivism and social constructionism is clear. However what is less
evident at first sight in McNiff's working of Whitehead's framework is a more
inclusive attitude to insights drawn from public theory. In his foreword to

McNiff (1993) Whitehead attempts to balance this, but the emphasis on a
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practice to theory model remains strong. This tends to weaken the 'spiralling’
interchange between personal and public theory which Griffith's and Tann
(1992) argue for and the social constructionist 'middle ground' Goodson (1991)
seeks. However it is evident from Whitehead's various writings that public
theory is actually of deep importance to his approach. McNiff's (1993 p2-4)
autobiographical account of her involvement with action research to PhD
level also indicates the centrality of the wider literature ’... not only to my
professional practice, but to the total practice of my life'. What is significant
here isccommon concernpattern amongst many action researchers. Whilst all
place great emphasis on epistemologies of practice and self-reflective
existential concerns, many also consider the impact of wider social and
cultural influences upon their personal and professional development,
particularly in terms of the use of a wide literature base (Golby, 1993; Cohen
and Manion 1985). In this light the opposition of self and social reflection

seems arid.

It is at this point that the value of post-structural and postmodern
perspectives beyond the self/social binary also become evident. Bakhurst and
Sypnowich (1995 p5) identify 'modest’ and 'strong' versions of arguments for
the concept of the 'social self' resulting, the former accepting the influence of
social factors, whilst the latter holding that the 'human mind is not just
shaped by society, it is made in society' (Vygotsky, 1978; Bruner, 1995;
Watson, 1995). Griffiths (1994) draws on feminist epistemology to develop the
view 'that action research should be both personal and political' (p71) in
which the dialectical interchange between personal practices and public

theories is also emphasised (Griffiths and Tann, 1992). Griffiths connects this
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methodologically with autobiographical writing suggesting that:

On.e.way of describing an action research report is that it is autobiography -
writing about one’s own story. Action research is, inevitably, a narrative: it is
research into one particular situation, in one particular time and place.
Moreover, it is research carried out into the researcher’s own situation.
Finally, it is research in which the self of the researcher itself is at issue.

Action research requires the researcher’s own attitudes, beliefs, perceptions
and values to be brought into question. (p72)

Griffiths points out that the traditional Western image of autobiography as
‘personal, confessional, individualistic, a-theoretical and non-political’ (p76) is
partial and of 'only limited use, for the purposes of gaining knowledge'.
Griffiths connects self and social concerns and constructs a 'critical
autobiography which draws on 'individual experience, theory, and a process of
reflection and re-thinking, which includes attention to politically situated
perspectives’. She illustrates this with references to her own changing
perspectives over time on social class and multiculturalism. The present work
adopts a similar self-reflexive methodology, but also considers the dialectical
interplay of these elements within the broader cultural context considered in
chapter one. In summary and conclusion, therefore, the need to develop a
more reflexive action research methodology brings forward the embodied and
embedded perspectives outlined previously and begins to suggest ways of
approaching the elements of the personal, the professional and the political
contextualised within the cultural. Zeichner's account of what was here
characterised as his 'double-life’ as a teacher and lecturer, McNiff's
identification of wider cultural influences on her and Griffith's social and
historical autobiographical searching have been taken up and developed in the

present work as part of a mixed critical autobiographic approach adopted here
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in the form of the ethnography of the self or ‘autoethnography'. Before

exploring autoethnography further however ethnography is considered.

3 ETHNOGRAPHY

Two sub-sections follow, the first sets out the definition of ethnography and
its particular form and usage in this study. Second, the writing of ethnography

in relation to aspects of literary theory and autoethnography is considered.

3.1 The Definition of Ethnography

Woods (1986) defines ethnography as follows:

The term derives from anthropology, and means literally a description of the
way of life of a race or group of people. It is concerned with what people are,
how they behave, how they interact together. It aims to uncover their beliefs,
values, perspectives, motivations, and how all these things develop or change
over time or from situation to situation. It tries to do this from within the
group, and from within the perspectives of the group’s members. (p4)

There is a clear connection therefore between ethnography and the
perspectivist position earlier considered. Ball (1994) adds a further post-
structural and critical dimension to the definition of ethnography claiming
that critical ethnography provides a 'conduit for submerged voices which are
obscured and marginalized by specific power-knowledge arrangements' (p4).
Diamond (1992) also connects this with an empowering approach suggesting
that if 'researcher educators' serve as 'critical conduits for teachers, they can be
helped to help themselves and to evaluate and revise their own meanings’

(p74). Critical ethnography was thus well suited to the investigation of the
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situation of new teachers alongside their experienced colleagues. The
aspiration here, in the second phase of the research, was to support and to raise
the unheard voices of new teachers in a period when these perspectives had
been drowned out by other powerful voices. In historical research Silver (1983
p299, 301) develops this as a concept of 'answer-back’, which has resonance
here. Lather (1991) claims that such an empowering approach to research
requires a democratic collaborative process of 'give and take' (p86) informed by
the need for reciprocity’; leading to a stance of 'dialectical theory building
versus theoretical imposition' (p56) which is 'dialogic’ and 'mutually-
educative' (p63) in nature. However, as noted earlier, dialogical approaches
bring problems of balancing perspectives and do not simply dissolve the
problematic of power/knowledge attendant in all educational encounters or
the ethical and perceptual problems of researchers which are more complex
than is sometimes acknowledged (Troyna, 1994a). In the present work a
dialogical approach was adopted first in creating an educational forum to
develop the BEd Education Studies course in the action research phase of the
project, which raised dilemmas concerning my role as the tutor. In the second
ethnographic phase of the research the dialogic approach was again adopted in
following the second cohort of new teachers into schools and writing a
'multiple voiced' (Eisner, 1992 p14) account of their predicament. This raised

dilemmas, which are now considered.

3.2 Writing Ethnography

Diamond (1992) suggests that in the writing of ethnography 'Caring and

attentive ethnography can assist teachers ...to produce polyphonic accounts of
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practice as co-knowers' (p 67). The term 'polyphonic’ is borrowed from literary
theory and so, before considering this further, a brief account of the
interchange between literary theory and writing ethnography will give some
background. Hammersley and Atkinson (1983 p209) note that 'there has been
a growing realisation that the lessons learned from literary studies can usefully
be applied to other contexts' (p210). Diamond (1992) also points out that 'More
ethnographers are adopting postmodern literary theory' (p67) in pursuit of
such lessons. In the present work I was increasingly aware that the aspiration
to act as ‘critical conduit’ for the submerged voices of teachers could gain some
insights from postmodern literary theory. Two main concerns emerged, first
that the creation of a polyphonic accounts of teaching could draw on work on
the plural form of the novel and multiple readings of the text. Second that
further perspectives on the dilemmas of authoring such an account could be

sought, each of these concerns may now be considered briefly.

McHale (1987) defines polyphony in relation to the literary form of the novel
thus: 'The interweaving of different registers in the text of the novel produces
the effect of heteroglossia, plurality of discourse’ which produces an
‘orchestrated polyphony of voices' (p166). Clifford ( 1988) also explores
anthropological perspectives on the writing of ethnographic texts in which
'the dialogical interplay of voices, can be accommodated’ (p47). Diamond
connects this to educational research thus:

Polyphony may supply a crucial aim also for educational research and for
teacher education so that full due may be given to as many voices and points

of view as possible... (p 71)
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The present methodological aim was thus to create a 'cleaner' and more
faithful polyphonic or plural account of the situation of new teachers, which
would do justice to the different perspectives and voices. The creation of a
plural text susceptible of multiple readings and leading to different
interpretations was thus also indicated. However this raised the further
problem of authorship and how a more plural text which balanced different

perspectives, including my own, could be written to which we may now turn.

Clifford (1988) explores authoring options for writing ethnography ranging
from the relatively 'indirect' (p47) forms of polyphony, to more direct
authorial comment. Clifford's account indicates, however, that any
aspirations to an account cleansed of authorial presence clearly misunderstand
the inescapable nature of authorial editing and selectivity and indicates the
continuation of positivist habits of mind, which assume the possibility of
objective certain or totally clean representations of reality corresponding to
truth through the assumed transparency of language, creating 'realist' texts.
There are clear parallels here between 'scientific' positivist assumptions of
'observer-free' accounts and similar 'artistic' attempts to theorise 'author-free’
novels. Both are modernist attempts to create as Booth (1987) says the illusion
of 'authorial objectivity or impersonality' (p16). McHale (1987) recalls the
1930s modernist slogan 'Exit Author' that sums this position up and indicates
that its postmodern successor 'The Death of The Author' (p199) is equally
misleading and mistaken. Booth (1987) points out therefore that 'the author's
judgement is always present, always evident to anyone who knows how to
look for it...the author can to some extent choose his (sic) disguises, he can

never choose to disappear' (p 20). Lather (1991 p133/4) relates this critique to
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the naive 'realism' underpinning the writing of much educational research
(Van Maanen 1988). Lather goes on to contrast modernist realist 'tales of the
field" which claim 'totality, closure and coherence' (p134) with more
interpretive, postmodern tales which feature 'ambivalence and open-
endedness' (p135) leading to multiple readings and interpretations. McHale
(1987 p199) thus identifies 'oscillation between authorial pres ence and
absence' as characterising postmodern self-referential writing. Thus beyond
the illusion of texts cleansed of their author's presence the issue appears much
more to be one of what Booth (1987) calls 'authorial distance' (p38) in terms of
detachment or involvement from and with the subjects of the text and the
authorial control and pacing of the reader's responses through this. The
author in the text may intrude or efface him or herself as needs be, speaking in
many voices and so appearing as many authors. Woods (1986 pl66/7),
following Wright Mill 5'(1970) advocacy of the sociological imagination, offers
an overview of the development of ethnology which is valuable here. Woods
urges a more creative approach to contemporary ethnography which, having
established its research credentials, now needs to draw more maturely on both
artistic and scientific influences. Woods indicates the need to 'focus equally on
the frames of mind, the circumstances' and 'the resources that promote the

creativity and originality that go into theory construction' (Sparkes 1996).

Thus, if I could not exit from the text (and so, perhaps, be tempted to claim
impartiality and objectivity), I could focus on both 'playing-up’ other voices
and reflexively marking my own presence in the creation of a polyphonic text
informed as Woods indicates by 'creativity and imagination' on the one hand

and 'discipline’ and 'method’' (p169) on the other. Clifford's (1988 p54)
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comment that ‘polyphonic authority' will be secured by 'a renewed attention
to the subtle interplay of personal and disciplinary components in
ethnographic research' was germane here. What was needed in such an
endeavour was a mixture of both muting my presence at points and also of
highlighting it at others, in order to gain self-critical reflexivity in the manner
of postmodernist authors. In order to attempt this I decided to adapt
approaches used by Trumbull (1990), Popkewitz (1988) and Diamond (1988),
who studied their own development as teachers self-reflexively, acting as
ethnographers of their autobiographies, or as 'autoethnographers' (Diamond,
1992). Hammersley and Atkinson's (1983) acknowledgement that in all
writing of ethnography 'Different parts of the text are organised according to
different principles' (p230), indicated that what was needed was a text
organised reflexively in which the researcher was included in the frame in an
autoethnographic form, alongside other voices in other forms. Wright Mill &’
(1970) proposal that the sociological imagination could be nurtured by keeping
a 'literary' journal (p220) suggested a way forward methodologically with

autoethnography which is now considered.

4 AUTOETHNOGRAPHY

Previous sections have set out the origins and evolution of the research stance
and methodology and indicated some of the generally post-structural and
postmodern influences at work in this process (Sparkes 1996). The need to
include the researcher within the research frame self-reflexively and to take
this as a critical autobiographic/ ethnographic, or 'autoethnographic’, focus on

both self and social concerns within the changing cultural context has been
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outlined. This leaves the question of how such a critical autoethnography

might be practised or written, which is considered below.

4.1 Writing Autoethnography

Some of the general compositional concerns of an autoethnographic
research account relevant to the concerns of the present work have already
been suggested by previous discussion, a summary and drawing together of
these elements is now indicated. Autoethnography, as it is developed for use
in the present work, is concerned to make connections between the local
personal and professional institutional context of the research and the more
global, political and cultural context. Its purpose is to re-search and to re-view
the research process, perceptions and representations within the micro and
macro cultural context studying what Wright Mills (1970 p159) referred to as
the 'coordinate points' 'of biography of history and of their intersections
within social structures’. It thus has generally reflexive and interactive self
and social concerns; seeks the links between the personal, the professional and
the political; is concerned to employ both personal and public theory in a
spiralling process of deep reflection; and is existentially, politically and

culturally conscious and engaged. Some further consideration of these

distinguishing features follows.

Griffiths' (1994) connection of critical autobiography with research logs and
diaries holds for autoethnography in that it is developed out of such activity.
Goodson and Walker (1991 p2) however allude to accounts which are more

'deeply autobiographical' and the metaphor of depth is one way of marking an
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important difference. Abbs (1974) explores the metaphor of depth in terms of
time, suggesting that autobiography 'perches in the present’, gazes 'backwards
into the past while poised ready for flight into the future' (p7). Abbs connects
depth further with the effort of 'individuation' and a tradition of spiritual and
secular 'inwardness', which he traces back through a long literary tradition to
Augustine, involving a searching of the past origins of 'the true self' to assist
present understanding and future orientation. Such ideas of the self may
however tend to the individualist end of the spectrum whilst others are more
social. McRobbie (1994) for example reviews postmodern developments
which unmask the 'real me' (p115), leading away from essentialist versions of
the 'true self' stressing stable being, toward images of a 'layered, mysterious,
unresolved' or 'social self' (p116) stressing the dynamics of becoming. The
social self appears here as constituted by 'an amalgam of fragmented identities,
formed in discourse and history' (p127), which are thus recoverable through
discursive deconstruction. Carr and Kemmis (1986 p138) also adapt 'ideology
critique' to unite both the inward and the outward search (Winter, 1991).
Bruner (1986) comments that under such influences psychoanalysis has begun
to move from 'archaeologically' (p9) determined projects to ones that employ
'generative’ narratives and, for many, psychology takes a generally discursive
postmodern turn (Bruner, 1995; Kvale, 1992; Griffiths; 1992, Hall, 1992). In
these senses the older binaries are dissolved and the search inward for the self
also becomes the search outward for the social. In the present work this means
that changes in the times are related to changes in the researcher. Thus Nias
(1989) refers to the existence of 'multiple selves' (p20) pursuing different
options over time. However, Squires (1993 p12) also takes the 'modest’

postmodern position adopted for the present work, to argue that 'The self is
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not simply fictive, it is social, differentiated, embodied and historical', pointing
out that this leaves us political and cultural options emanating from our
different selves which are both critical and creative in responding to change.
In this respect Adler (1991 p77) identifies 'imaginative literature' and Greene
(1993 p10/11) the phenomenonological and existential 'way of seeing' found in
such literature as valuable resources in exploring self and social issues, within
the cultural context (Buchman and Flodden, 1993). In sum, reading and
writing the researching self in the autoethnographic account selected and
developed here is taken not so much as an exclusively inward or outward
journey, but rather as the interaction of the two mediated reflexively over
time involving both cultural critique and creativity, related to a wide

literature.

Wright Mills' (1970) suggestions about the craftsmanship of keeping a
reflective journal to release the sociological imagination which 'consists of the
capacity to shift from one perspective to another' (p232) in order 'to grasp the
interplay...of biography and history, of self and world' were valuable at this
point. Wright Mills advises against the 'hollowness' (p216) of splitting life
and work and recommends the researcher 'to use your life experience in your
intellectual work: continually to examine and interpret it' pointing out that
'your past plays into and affects your present' and 'defines your capacity for
future experience'. It is clear then that the presentation of any
autoethnographic account will be highly selective and episodic, offering a
bricolage of life history and cultural fragments emerging from the reflective,
existential processes of the kind described by Mills and abstracted, drafted and

redrafted from field notes, logs and the research journals kept. In the present
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text the resulting autoethnographic account is to be found in appendix one.
More generally some of the content of autoethnographic writing has been
suggested by others' accounts. Zeichner's (1993) description of what was
portrayed as his 'double-life' as an action researcher in relation to academic life
points toward the importance of a reflexive account of the researcher’s
professional background (Trumbell, 1990). McNiff's (1989) offers recognition
of the importance of life-cycle in relation to cultural factors. Another example
is given by Goodson and Walker (1991 xi-xiv) who review the educational
changes of the 1960s, associated for them with key figures such as Basil
Bernstein, Lawrence Stenhouse, Stuart Hall and Harold Silver. Thus
Goodson and Walker offer fragments from 'deep autobiography' related to the
experience of their 'lost generation' in the political and cultural context of the
1980s and 1990s. Autobiographical self-searching and the inward tradition is
thus connected to an outward generational search. The present account shares
both this generational background and concern to keep alive the spirit of social
and cultural reconstruction within postmodernity, employing the general
methodology of cultural studies rooted in everyday experience (Williams,
1958b; Inglis, 1993). The autoethnographic appendix thus reflects on the
personal, professional and political factors in which the present study
originated. It reviews the underlying assumptions 'attitudes, beliefs,
perceptions and values' with which I approached the present research which
were 'to be brought into question' as Griffiths suggests (1994 p72), as the
research process unwound against the changing cultural context of the early
1990s. Part one of the autoethnography considers the early origins and
background to the research and supplements the present chapter. Parts two

and three accompany chapter three and offers reflexive insight into the action
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research conducted. Part four of the autoethnography lends the ethnographic
focus of chapter four rigour and balance. Finally the account of the self offered

gives underpinningnthe portraits of student teachers and new teachers

developed in chapters three and four.
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CHAPTER THREE

FINDINGS
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INTRODUCTION

Chapter one considered the situation of primary teachers and identified the
uncertain predicament of new teachers in postmodernity. This was the first
stage in the Whitehead/McNiff action research framework employed in this
study in which the research problem is identified. The second stage of this
framework was to imagine a solution and this was undertaken by considering
postmodern reflective practice and teachers as intellectuals. This chapter
considers the third stage of the investigation which was to implement and
evaluate the imagined solution. The focus here is on a BEd Education Studies
course developed first in 1990/91 and then 1991/2 to develop student teachers
as intellectuals. The chapter is divided into three main sections which
consider the institutional context and then key issues in the development and
evolution of the course. It draws on the different views of tutors, students and
my own changing perspectives. The attempt to develop a course that would
support teachers as intellectuals is thus explored here through an
investigation of the institution, the course and the students triangulating the

views of tutors and students supplemented by autoethnographic reflection.

1 THE CHANGING INSTITUTIONAL CONTEXT AND THE INHERITANCE

OF THE NEW TUTOR

The institutional context which I inherited and within which I attempted to
develop a course to support teachers as intellectuals, was one that reflected
many changes. These were both professional and political, but beyond these

the more general cultural shift from the 1960s to the 1990s was also evident.
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Wilkin (1993) suggests that changes in initial teacher education from the 1960s
onwards reflected postmodern cultural conditions. Hartley (1994b p83) typifies
teacher education as 'caught between the ages of modernity and
postmodernity’, recognisable in the ‘epistemological’ 'confusion’ created by
the waning of the modernist 'grand narratives' (p84) of foundation disciplines
and the rise of the postmodern 'niche narratives of the reflective practitioner'.
Thus the present work was located within these professional, political and
cultural changes. This section considers the interaction of these factors in

creating the institutional context of opportunity and constraint for the type of

course I wished to develop as a new tutor.

A wave of appointments to the Faculty from 1989 onwards followed a
number of early retirements and this movement marked a turning point. The
survival of the institution and structural questions seemed to be settled by the
merger with a local Polytechnic in the same year, so that the institution had
ceased to be a College of Education in which it had been under the 'tutelage’ of
the local university (Whitty, Barton and Pollard, 1987 p163). This older
dependent relation of the Area Training Organisation (ATO) continued
formally however for the courses under consideration here, which came
under the 'old' degree which was later phased out and overtaken by the new’
BEd validated by the Council for National Curriculum Awards (CNAA) in
1988/9. More generally the Faculty also went through two further periods of
reorganisation, accompanied by the process of modularisation and
semesterisation and the doubling of the staff student teacher ratio between
1989 and 1995. The immediate institutional context of the present work was

thus complex and continually changing through the early 1990s. Wider policy
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changes also took place in the same period with Circular 14/93 (DES, 1993)
superseding previous governing regulations from the Council for the
Accreditation of Teacher Education (CATE), (DES 1984, DES 1989). It is not the
purpose to explore the history of these multiple changes here in their own
right, but more to note the deep effects on tutors and students through the
culture of the institution. This inheritance exerted a strong influence on the
courses that I tried to develop as a new tutor. These cultural patterns had a
history emerging first from the impact of earlier threatened closure of the
institution in the 1970s when it was in the ATO; secondly from the changes
introduced by CATE and by CNAA; and thirdly from varied individual tutor
responses, creating an uncertain inheritance. The following outline of this is
organised polyphonically and draws both from documentary evidence and the
perceptions of 21 tutors gathered in interviews conducted from July 1993

through to December 1995, further details of which follow.

Tutors were for the most part co-operative and keen to be interviewed, after
I had explained that my interest lay in considering my own transition from
school into teacher education. Most of the sample volunteered to go on tape
to follow-up conversations started elsewhere, such as in the staff-room, the
refectory, following Faculty meetings and so forth. In the first set of interviews
I expressed interest in three factors: the influence of 'baggage' new tutors
brought with them; how this baggage influenced the courses that were
developed; and how such attempts fared within the institutional context and
inheritance. I invited tutors to tell me about these factors and found that
tutors were fluent in tracing what MacLure (1996) calls their 'tales of

transition’ into teacher education. The initial patterns emerging from analysis
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of the first interviews indicated that there were some commonly recurring
factors perceived to inhibit the development of reflective courses. Invitations
to tell me more about CATE, the CNAA and the institution in relation to
their own hopes and expectations of themselves and the students, revealed a
tenacious idealism amongst tutors, despite perceptions that there were many
factors inimical to such aspirations. Analysis of the first round of interviews
in 1993 led to a second round, lasting into 1995, in which I followed the
perceptions through more closely, feeding back anonymously views I had
heard from the first round and asking for further responses. In both rounds I
approached tutors at all institutional levels for their views. Drafts relating to
the institutional context were checked and discussed with the Head of School
and Dean of Faculty, leading to some chronological corrections to the complex

sequence of events considered in this section.
1.1 1977 and After - An Insecure Institutional Inheritance

The original Teacher Training College came into existence in 1947 and
expansion and the addition of new buildings took place in the 1960s. Some of
the forward looking hopes of that period are embodied in the modernist
architecture dating from that time, set in the pleasant environmental situation
of the institution, which formed a supportive inheritance for tutors and
students. Equally however there was a less positive inheritance involving
first different views tutors have taken of students; second structural
insecurities about the future of the institution; third further uncertainty about
the aims of the BEd; and last constraints resulting from the dependent

relationship with the university in the ATO organisation, which are now
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considered.

Silver (1993) identifies different views taken of students and is critical of the
prevailing 'pre-1968' view of 'students as children' (p5). Silver offers an
alternative view of students as adult 'partners' (p8) in the 'community in
higher education' (p9) a view which underpins the present work. The
implication of this is a democratisation of power/knowledge relations between
tutors and students so that, as Silver indicates 'student's views' are properly
respected and regarded. This has implications for teaching and learning as
much as, for example, rights of representation on academic bodies. These
implications were previously considered in chapter one (3.2) as part of
postmodern development in teacher education, where the views of reflective
practioners acquire new status and power. However, what Alexander (1984)
identifies as the primary child-centred 'cocoon' (p19) has had persistent
influence on the relations of tutors and student teachers in initial teacher

education, producing a problematic inheritance (Taylor 1969).

The second inherited insecurity was structural and dated back to 1976, when
in response to downward demographic forecasts the College was proposed for
closure. Documents from that time illustrate the successful unified campaign
mounted to resist closure. The unity of this time however was eroded by a
continuing sense of tutor insecurity in the early 1980s, as the allowed student
intake was lowered and teacher education began to reflect postmodern
development. Divisions opened between tutors teaching the BEd reflecting

the shift from the older foundation disciplines approach. One tutor recalled:
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The c?llege at that time 1 feel led initiatives in rejecting the 'theory to practice
model’ for 'practice to theory’ that was at the heart of it ...  This met with a

natural resistance from those whose teaching interests were not served who
were 1 Education Theory. (Tutor 18, Field notes 14. 12. 95)

These conflicts were reflected in there being 'no articulation' of the over-all

aims of the BEd which addressed:

What is this animal, the person we are trying to create who could do the
cross-over between practical theory and theoretical practice? (ibid)
The lack of articulation of over-all aims and general uncertainty about

purpose continued throughout the accelerating changes of the 1980s.

Also many tutors felt that the dependent relationship with the university in
the ATO organisation was not helpful here and that the university tutors
were:
the dominant group...The university had a very strong examination culture of
formal exams, no course work...the examination culture was very strong and

the external examiners were used as a big stick to wield against us and that was
quite difficult at times as well. (Tutor 21. Tape transcript 5.12.95)

Thus external threats were perceived by tutors on both political and
professional fronts. The political threat was resisted but continued to threaten
tutor job security through the reduction in student numbers, which
exacerbated internal divisions opened by movement toward the reflective
practitioner. Simultaneously external professional controls operated through
academic assessment requirements, which dictated a culture of formal
examination. To some extent perceptions of a division of professional labour
between those concerned with academic 'theory' and those with professional

‘practice’ underlay both the external and internal divisions, reflecting

108



postmodern epistemological uncertainty. These professional divisions were

fuelled by further external political intervention in the form of CATE and

Circular 3/84 (DES 1984).

1.2 1984- 1989 CATE and CNAA- Further Insecurity and Intensification

Whitty, Barton and Pollard (1987) argue that the thrust of CATE was to
produce a particular type of teacher and schooling linked to a political 'vision
of a desirable social order' (p167). Thus CATE can be seen as a harbinger of the
cultural restorationist project identified in chapter one, which emerged more
fully in the 1990s (Gilroy, 1992). However the institutional culture I inherited
was formed by mixed and contradictory responses to the problem of CATE.
The first rewrite of the BEd submitted to CATE in fact failed because of the
resistance of the small group of tutors doing the rewrite:

CATE had requirements that they really didn't want to meet so it didn't get
through...it hadn’t got 50% subject studies....There were a lot of people here
who had the wish for a professional BEd, a very strong primary bias and also a
very strong education bias and the subject studies at 50% had to knock some of

that out and people felt an enormous sense of loss...Subject people had the
upper hand, CATE was playing into their hands. (Tutor 21 ibid).

The first CATE requirements thus refuelled former campus struggles and
divisions. Barton, Pollard and Whitty (1992) researched the effects of CATE on
institutions and found that responses to the pressure of CATE varied from
sophisticated 'creative accountancy' through to responses in which tutors:

almost tried to ‘out- cate’ CATE; to take the underlying ideology, apply and

even extrapolate it, in an attempt to pre-empt the difficulties which they feared
they might face...The power of ideology thus provided a second form of

control. (p55)
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This second ideological form of control affected the institutional context

considered here, as one tutor explained:

It wasn’t CATE so much it was fear of outside influence that’s what, ie people
just jumped it seemed to do as they were told. We lost, as a staff, lost our own
I'cnowledge gf cur'rzculum c?evelopment....l would typically argue at that time
yes but this won't happen or, you know ’If that's what we've got to do there
are other ways of doing it. Let's think about this and put forward what kind of
teacher we want them to be.” I wouldn't have minded any framework so long
as there was one. But what I saw was an over-willingness to have the job done
on the day that it was needed or before! And actually if we could actually see
that there was a national curriculum coming RIGHT let's second guess what
they want and we’ll do it for them first! It was nothing to do with CATE as
such, but more the power that went with it that people were afraid of. (Tutor
22 tape transcript 5.12.95)

The move to CNAA validation might in its turn have provided what
Whitty et al (1987 p164) identify as 'a liberation from rather archaic and over-
academic orientation', but it was made against a background of multiple
change and reinforced defensive responses following previous insecurities.
Thus the CNAA validation was perceived as another outside threat rather
than as an opportunity:

Largely it was because CNAA wanted everything made more explicit, that
wasn't the culture we were in,...that was just a change of culture. It was just a
matter of being made to be more explicit over things we just took for granted.
Just a hell of a lot more paper work. (ibid)

The transition was difficult and one consequence was to cause the wave of
seventeen early retirements in 1988/89 during the period when the new
degree was in the process of validation. Most of the tutors in key senior posts
retired, leaving management problems accompanied by an intensified demand
for leadership and new paper work which articulated the over-all purposes of

the degree for CNAA validation, the very thing that had always been difficult

because of the postmodern transitions affecting teacher education:
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We had to go through CNAA wvalidation and that was g real culture shock
because thg CNAA required a quality assurance mechanism which we didn't
have, required us to be able to speak for our own programme, which we'd
never had to do. We didn't know what our own programme really was.

People knew what their own bit was, nobody really knew, there was no
rationale. (Tutor 21 ibid).

Simultaneously with these local challenges revised CATE requirements were
announced in Circular 14/89. This situation of multiple change and crisis
seem to have confirmed the defensive retreat into formal assessment points in

the degree:

Don't forget we had the baggage of our assessment driven degree from the
university...and because that was what we knew we built that into our new
CNAA degree. And with hindsight we shouldn’t have done, we should have

been more adventurous...(ibid).
Another tutor commented:

I think there has been a kind of, almost like, a rhythm in this place, where
depending upon pressures from outside ..Now when there was pressure on
the place in terms of things like CATE coming in, there was a tendency for
people to think: Oh we've got to do that’ and 'We've got to do this...And
then students stopped being students because the timetable became so packed,
assessment points became so numerous that they had to become pupils. There
wasn't time to study or reflect. (Tutor 12. Tape transcript 15. 7.93)

The danger of reducing students to pupils through over-assessment thus

added to long standing tendencies to infantalise students previously noted.

One newer tutor commented:

My perception since I have been here is that I have been battling against an
assessment driven course/culture - if it's not assessed it's not important. As
there is so much that is assessed and often at a very shallow level, there is a
contradiction of reflective practice/ no culture of risk taking and genuine
enquiry. (Tutor 17. Written communication, 8. 12. 95)
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However other tutors, whilst agreeing that there was a problem in

encouraging student reflectiveness, located its causes more with students and

identified:

an anti-reading culture that pervades the Faculty ...there is an anti-intellectual
feeling as well. (Tutor 6 ibid)

Some tutors saw the 'anti-reading' 'anti-intellectual' culture as reflecting the
general materialism of the 1980s, taking a view of students as 'Thatcher's

Children'. Others however connected anti-intellectualism with tutors:

we were anti-intellectual and the whole institution before the merger was
anti-intellectual, to be honest we didn't ever read about these things. We did
no research. (Tutor 21 ibid).

Others emphasised the need for reflective tutoring, for example:

The ‘anti-intellectualism of students’ argument is in danger of combining the
mistakes  of taking symptom for cause and of blaming rather than
understanding. I think we still get a high proportion of students on the BEd
who have defined themselves, probably supported by their schools, as not
having the ability and/or the type of personality for 'real’ academic study.
They want to do something useful, practical and person related, and so at some
level they see teaching as about being and doing, not about reading. So their
constant first impulse is toward practical competence and what obviously
supports that. They have always needed induction into the excitement and
powerful relevance of theory in this, and, as a further step, into the power of
reading as a way of accessing this excitement and relevance...I have never
found the overwhelming majority of students to be anti-reading, any more
than the overwhelming majority of pupils- but both groups need support,
encouragement and good teaching. (Tutor 22, 18. 12. 95, written

communication)

In summary tutor's perceptions of the multiple changes and pressures on the

institution throughout the 1980s indicated that insecurity and uncertainty
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were prevalent. Early crude resistance to CATE collapsed into later extreme
compliance. Merger with the Polytechnic in 1989 initially confirmed defensive
practice in an assessment driven culture. Assessment and academic concerns
threatened to occupy the vacuum left by the absence of a proactive rationale
articulating wider professional purposes. Difficulties in articulating an over-
all rationale for the BEd and the type of teachers the institution aimed to
produce continued. In this situation tutors' views and expectations of
students in the 1990s varied. However all positions acknowledged the dangers
of the de-intellectualization of the BEd (Hill, 1992). My proposal in the early
1990s to design a course aimed at developing teachers as intellectuals could
therefore be seen to be deliberately countering such tendencies. But questions
about such a project arose immediately, bluntly put was it realistic? Was it
possible to develop reflective courses under the kind of local and national
contextual constraints outlined above? In fact Menter and Pollard (1989) had
noted the 'surprising paucity' (p38) of reflective courses and Hartley (1994 p86)
concluded that their existence was more in 'rhetoric' than reality. Whitty,
Pollard and Barton's (1987) analysis of the strategic possibilities for developing
reflective courses in initial teacher education after CATE was influential at this

point.

1.3 _Contradiction and Opportunities for Reflective Courses

Whitty, Barton and Pollard (1987) argued that in some ways CATE brought
'contradictions and opportunities’ (p173) to initial teacher education. Whilst
recognising that 'it is far from easy' (pl73) they felt that: 'It is still possible

(even, we suspect within CATE guidelines) to foster a spirit of critical
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reflection amongst student teachers' (p174). They argued that 'traditionalists'
in teacher education in some ways were forced out of their inertia by CATE
and that such 'vested interests' (P175) might be more easily challenged under
the new order, creating new opportunities for reflective courses. Within the
institution under consideration here it appeared that the outgoing wave of
retirements and the incoming wave of new appointments had altered the
institutional climate, perhaps creating more opportunities than was

previously the case. The local signs were very mixed however as one tutor

summarised:

I think your teachers as intellectuals, as I said at the time, was a course before
its time. Now or even two years ago, but five years ago we weren't ready for
it...because everyone was still in that state of shock. So you came into an
education studies section in a state of shock, diminished by the new degree,
changed by being part of the Polytechnic...(Tutor 21 ibid)

A 'state of shock' amongst colleagues was familiar to me however, since my
own 'recent and relevant' experience had been one of coping with the
incoming national curriculum. Also the energising effect of the changes
associated with 1989 have previously been noted in the autoethnographic
appendix. I was therefore already attuned to receive Whitty et al's more
general argument. 1 felt that if the controls of communism could be
challenged at one level and the national curriculum domesticated at another,
that there was no inevitable need to be demoralised by CATE or the CNAA.
Although the signs were mixed, there were opportunities to be taken and
Menter and Pollard's (1989) suggestion that 'creative' research on 'innovations

in the processes and practices of teacher education' (p38) was needed,

encouraged the emergence of the present work.
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2 CHILDREN OF THE FUTURE

This section explores the first of two successive action research cycles first
developing and then evolving the Education Studies course under
consideration in 1990/1 and 1991/2. The first version of the course was called
Children of the Future (COTEF), the second Teachers and Children of the

Future (TCOTF), it was the latter that was followed through into the first year

of teaching.

In all 73 students took these courses over the two year period. In this period I
used mixed research techniques, such as field notes, data gathered from
student files, taped and untaped individual and small group interviews and
questionnaires following the flexible approach of action research (McNiff 1993,
Cohen and Manion 1985). Details of these are offered at the appropriate places
in what follows. However, there were central ethical and perceptual concerns
running through this, which have been considered previously in chapter two
(1.2, 1.3). I was constantly aware of the need to seek ways of gathering data in
which students could express their views freely, despite the closeness of our
encounter. In conducting interviews and research conversations, for
example, I constantly fed back and checked my perceptions of student views
seeking 'respondent validation' (Woods 1985 p86). Technically, I found
anonymous evaluative questionnaires very useful here and I used these
extensively to supplement other technical means employed. Where it was
possible I involved other tutors in gathering data. Retrospective views and
data gathered after students had graduated were another useful way of

checking research perceptions. I gathered valuable retrospective accounts
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through telephone exchange, some of which were taped when respondents, as
for all aspects of data collection, gave permission. I constantly contrasted and

attempted to triangulate tutor and student viewpoints throughout the

research process.

2.1 Children of the Future - The Design of a New Course 1990/1

An initial outline of the design of Children of the Future (COTF) is followed
by an exploration of the dilemmas arising during its development (Calderhead
and Gates, 1993). The opportunity to introduce the course came immediately
on my appointment to the Faculty in adding to the elective education courses
in the third and fourth years of the BEd where students studied a particular
theme in education. Themes courses were well regarded by students and
tutors because of the element of choice and the opportunity to work at greater
depth. However, from the beginning there were obvious limits to what one
elective course, in relation to the totality of the BEd, could achieve.
Nevertheless, since Themes courses began in the summer term of the third
year and were resumed in the spring term of the fourth year, following final
school practice in the autumn, there was some scope for experimentation.
There were two immediate constraints the first being that the summative
assessment for the course, which was by unsighted examination, was regulated
by the local university in the ATO structure, as described previously. Secondly
another tutor was also interested and my cultural interests needed to be

matched with his philosophical and psychoanalytic interests. The following

general proposal emerged:
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This course takes a post-progressive, post-Piagetan, Post-Plowden radical
perspective...  Alternative images of teaching and learning and schooling will

be considered in relation to possible cultural futures. (Extract from a
memorandum December 1989)

This was accepted and cleared the way forward, a student trailer was written
(in appendix 2.1) and two groups totalling 42 students recruited. The title of
the course emerged during this period as 'Children of the Future' (COTF) to
clarify the idealistic concerns of the course for students. The sub-title
'Educating Ourselves Beyond the ERA' was intended to indicate a realistic and
practical focus. The tension between idealism and realism was thus present
from the beginning of the course. At this point I perceived the central concern
of COTF would be to support students teachers as intellectuals in developing a
personal philosophy of education that was both practical and person-centred in
order to offer students a broad sense of priorities and direction despite general
educational, political and cultural uncertainty. The emphasis on person-
centredness rather than child-centredness was drawn from my Oxfordshire
experience (see appendix 1) and allowed the partnership of teachers, children
and parents to be considered. I hoped to nurture both the interpersonal and
'personal qualities' Claxton (1989 p92) identifies in teaching which involve
both idealism and realism. Claxton reviews 'pejorative’ meanings attributed
to idealism and defines it positively in the sense intended here in terms of
practical vision and values. He comments: 'Vision is the source of purposeful
action, not an escape from it' (p108), whilst realism implies more strategic and
tactical concerns involving 'judicious' (p96) qualities. Claxton argues further
that the relationship between idealism and realism becomes dialectical
through 'the power of reflection’ (p108). In the early period of designing COTF

supporting students in balancing realism and idealism was a central aim.
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However I was unsure what I could expect of myself and the students within
the institutional context. From the outset the dialectic of idealism and realism

applied both to my aspirations for new teachers and to my own dilemmas as a

new tutor.

2.2 Dilemmas of the Tutor

In this early period I struggled with the design dilemmas posed by the need to
balance the various constraints and the aspirations I had for the course.
Calderhead and Gates (1993) identify eight main dilemmas in designing
reflective courses. I have adapted and grouped these for present purposes into
two broad sets, one more to do with realities, the second more to do with
ideals. The first set involved dilemmas arising from institutional context and
expectations of students; the second involved dilemmas involving the content

and the process of the course.

Context and Expectations

In designing COTF there was an immediate need to engage with the issue of
the formal examination culture of the institution and the dangers of
de-intellectualization previously considered. Calderhead and Gates (1993 p2)
identify dilemmas here in the need 'to reconcile concerns with assessment
with concerns for reflection' and the role of the tutor as 'gatekeeper’ as
opposed to 'facilitator’. I resisted lowering my expectations of tutors, the

course and the students, but the dilemma this posed is identified by

Calderhead and Gates as the possibility of 'aiming too high' (p3).
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What emerged from considering dilemmas involving context and
expectations was the need to set out a clearly documented common
programme for both groups taking the COTF course which would address
comparability and assessment issues. The institutional precedent here was to
use common documentation and handouts for students. I decided therefore
to define the course principally around a core of clearly specified basic reading
extracted from key texts, giving the course comparable content for all students
involved. This content would be explored in a common process of seminars
and lectures for which students would be required to prepare by reading.
Examination questions would be based on these readings. In order to counter
student difficulties with the availability of texts, I also decided to give each
student a personal copy of the set of extracted readings. Thus I was
preoccupied during the preparation period with finding appropriate extracted

readings. Dilemmas now focused on content and process.

Content and Process

The first problem in this phase was to clarify the content of the course in a
way that would reasonably meet the expectations of all now involved, which
proved to be challenging. Calderhead and Gates (1993 p2/3) indicate that
'there is a great deal of agreement' amongst teacher educators on 'the difficulty
of putting ideas about reflective teaching into practice’. Confusion
surrounding the content of such courses emanates from postmodern
epistemological confusion in teacher education. The tendency to polarise
content and process and to move away from content because of its association

with foundation disciplines and 'theory', to process because of its association
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with reflective 'practice’ was noted in chapter one. However, it was argued
that such opposition is false and that a more balanced position might be found.
Following what Hirst (1992) typifies as the breaking of the hard 'spell' of
rationalism it was argued that the social, moral and cultural purposes of
teacher education might be considered further now (Zeichner, 1995; Fullan,
1993). New content and theory based on a cultural reconstructionist 'ethic of
the person and the planet' and teachers acting as intellectuals was proposed.
Thus the search for content for COTF was in part guided by the idealistic ethic
of the person and the planet. But this needed to be grounded within the
realistic perspectives of the situation of British primary teachers following the
ERA, which was considered in chapter one in relation to teacher
professionalism and the development of postmodern social constructivism
and social constructionism. However these complex professional, political
and cultural developments were not much represented in accessible texts for
students at that time. The ethic of the person and the planet had been set out
by writers such as Roszak (1979) and Capra (1982) in everyday language and
these became the central required readings initiating COTF. Other readings on
the realities of teachers were extracted from Clarkson (1988) and Blythe (1987)
which followed the more familiar professional literature on primary
education. Unfortunately I was not yet aware of Pollard and Tann's (1987)
valuable synthesis of such elements. Meanwhile I included alternative

readings for balance, but this lengthened the reading list inordinately (see

appendix 2.2).

The dilemma emerging from this was related to process concerns.

Calderhead and Gates (1993 p3) identify this by asking how far reflective
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courses should have 'predefined content' or be ‘negotiable’, which involves
the relationship between 'personal' and 'public’ knowledge'. This issue was
explored in chapter one (3.2) where the balanced solution proposed by Griffith
and Tann (1992) in terms of a spiralling interchange between the domains of
personal and public theory was noted. But this implies changes in the role of
the tutor which Wilkin (1993) claims produces a postmodern levelling of
hierarchy between tutors and students in which relations and perspectives are
democratised. Also Agger (1991) points out that aspirations to democratise
‘expert cultures' (p138) like that of teacher educators is of necessity a
democratisation of discourse (Aronowitz and Giroux, 1991). However there is
a tension here between democratic aspirations and ideals and the realities of
power relations between students and tutors embodied in particular
institutional contexts. This tension produced my dilemmas as the tutor in
dealing with the context and expectations of students in the design period and
then in developing the content and process of COTF and its successor, which

are investigated in the rest of this chapter.

2.3 The Development of the Content of Children of the Future

The development of the content of COTF will be considered in relation to the
first term of the course. The two groups met together in the first session for a
common introduction through course documentation (in appendix 2.3 and
2.4). It can be seen from this that a balance of early tutor inputs with later
student led seminars had been attempted. Also a number of possibilities for a
reflective writing file (Walker, 1985) were discussed and expectations of the

course explored. I invited either written or oral feedback on the course from
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the first, emphasising that this could take anonymous form and that its
confidentiality would be respected. I also sought permission in all cases, where
use of any such communication has been made in the present text. The mixed
motivations for students' choice of the course became apparent and were

connected to student concerns with coping with change which had been

referred to in the student trailer:

Basicglly the initial paragraph summed up how I felt about teaching and
learning - that I wanted to be a good teacher but that I was worried that I was
not well enough equipped to be so in a world of change. I hoped the course
would update me on certain issues and new ideas that were emerging in the
teaching profession. Also I think that we as teachers need to know more about
children’s feelings and how they affect their learning capacities. The course
sounded interesting too with the mention of modern novels, film and media.
On the whole the course seemed different to anything we had done before and
therefore I thought it would be beneficial.  (Student written communication
April 1990)

The themes of personal idealism tempered with doubt and questions about the
national curriculum and the wider future were wide spread, as another
student expressed it:

Will we only be teaching for employment or are our children allowed to find
pleasure and enjoyment in learning ? From a more personal point of view I
hoped this course may help me to decide if my future is 'in' education.
Having lost much enthusiasm about a career in teaching, although not my

enthusiasm for working with children, 1 wondered whether an awareness of
the future may help me decide. (Extract from student written communication

April 1990)

This group of students had begun their degree in 1987, before the introduction

of the national curriculum so their anxieties were understandable. Also the
local institutional context had been subjected to the multiple changes and

pressures previously described. Doubt about going on into teaching was
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evident at that time amongst some students, because of the changing climate.
I was increasingly aware of the effects of the politicisation of primary education
and initial teacher education. The students opting for COTF were troubled by
the predicament that responding to policy placed them in. COTF seemed to
have attracted students in doubt as much as those with ideals and the two
conditions were often linked. Given the increasingly interventionist nature of
policy throughout the 1980s and 1990s this indicates an emerging dilemma
omitted from Calderhead and Gates' (1993) analysis. This dilemma concerned
the priority accorded to personal and professional response to political
intervention on the one hand, and to longer term cultural perspectives on the
other. Consideration of immediate policy changes and strategic professional
response needed to be balanced with longer professional and cultural
perspectives. In practice we attempted to balance wider idealistic
considerations with strategic and tactical realism in relation to policy, drawing
examples from practice. We resisted the binary opposition of professional
compliance or resistance, for more creative interpretative possibilities. We
presented this as a central feature of the new professionalism of teachers acting
as intellectuals in changing times (Pollard, 1990; Giroux, 1988). A brief

example of this can be drawn from session two.

In session two Roszak's (1979) Manifesto of the Person, which offers an
existential exploration of democracy as a way of life expressed in everyday
language, was introduced with a brief lecture to the combined groups (see
appendix 2.6 for outline). Whilst many students had found the Roszak
reading 'inspiring’, others had found it difficult and were ashamed of the fact

that they had had to read it more than once and felt 'stupid’. Some found the
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idea of sharing alternative readings a new idea. Circle-time in my own group
thus brought mixed responses. Connections were being made, for example:
I can feel the lights going on! These are things I've been wondering about

siflce I was little myself...I want to be a caring teacher, better than mine were.
It's the kids that matter at the end of the day. (Field note, April 1990)

Others had picked up the issue of strategic professional response to the

mediation of national curriculum:
The teachers are still holding the reins.
Strong personal feelings were expressed:

It's a relief to get back to what matters! I've lost myself in this place, it's the

college system.
My schooling didn't leave me feeling 1 was special. Nor college!

One student commented retrospectively:

This lecture, if I'm honest, made me feel depressed. This is because I feel that I
have not 'found myself yet, even though I have experienced, as Roszak says
‘the longing to know our authentic vocation in the world, to find the work

and the way that belong uniquely to each of us’ (p29). If I have not yet found
myself, how can I, as a teacher, enable children to find themselves?’....I can

remember, even as a child wondering what my specific role in life was, and
how I fitted into the universe...However there is no set way to find oneself, as
we are all so different. (Extract from student reflective file May 1990)

Some common patterns of difficulty raised by Roszak's proposition 'T matter.
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I' . ' . . . . .
m special’ were evident in the session. Smaller group discussion revealed a

variety of questions which were listed on the flip chart:
After biology, family , school and history what's left of me?  Why be yourself?
How can you not be yourself?  What is the real me? Humans as 'souls’or

genes? Are we hyman pin-ball machines?  Self in or against society?  School
for or against society? Who are schools for?  What is school for? (Field notes

April 1990)

This allowed me point out that the course focused on questioning approaches
to education which expressed ethical concern for the selves of teachers and
children in relation to school and society. A framework linking selves,

schools and society emerged and was used from this point on.

The relative success of this session was however tempered by its ending
when students collected the readings. Many felt overwhelmed, one said: 'Do
we have to read all this?'. I indicated that the intention was to offer choices
and that we would be selective. However the discomfit ing recognition that,
although the extracted readings were intended as a supportive structure, their
real effect might be otherwise, returned me to earlier doubts. COTF had been
designed to help emerging teachers resist the swamping effects of multiple

change, but there was the danger that COTF itself could swamp the students.

2.4 Tutor View of Term One of Children of the Future - From Content to

Process

Future sessions in the term one programme followed the patterns set up at its
beginning. In my own group student led seminars based on the readings were

balanced with my help with various activities to facilitate participative group
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work such as circle-time, buzz groups, pyramiding and horseshoe groups
(Jaques, 1984). Sessions often involved games, simulations, posters and video-
taped television programmes. I used extracts from by own notebooks to
illustrate the uses of writing for reflection rather than assessment, but this was
a hard transfer for students to make in the examination culture of the
institution and the quality of their reflective files varied widely. The process
of COTF seemed healthy, sessions were purposeful, attendance and
participation in discussion was good. The issues and questions raised at the
beginning permeated and deepened exchanges. It was also clear that students
were reading the extracts and the most common feature of their files were
notes on the readings. The cultural perspective offered through the readings
gathered force over the first five sessions and real continuity between one
session and the next developed. This experience was similar in the other
group and as the groups bonded and greater trust grew, so reflection and
enquiry deepened. Tutor dilemmas now increasingly centred on

understanding and tutoring students through various difficulties.

Calderhead and Gates (1993) identify the dilemma of responding to
individual differences' (p4). This was particularly the case with COTF in
terms of student difficulties. For example the concept of developing a
'personal philosophy of education’ caused some students difficulty, because
they felt that they did not possess a personal philosophy. I became aware of a
common difficulty in understanding that we were referring to an existential
lived experience' (Ozman and Craver 1995, p243) rather than formal
philosophic system, and that such a philosophy was one of contingent process

rather than one of perfect possession. However some students found it
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difficult to overcome rigid polarisations of thought. For example some were
more inclined to discuss idealistic perspectives, whilst others habitually
wanted  to ground issues that seemed more abstract, rather than to treat such
concerns as producing dilemmas susceptible to personal and professional
action. I encouraged the flexible dialectic of idealism and realism but whilst
this was intellectually accessible, it seemed the weight of a habitual mind set
defined by polarisation, fixation and adversarialism constantly returned some

students to an either/or stance. My notebook in May 1990 records:

The power of wrong polarisations! Chasing them, we lose ourselves.

This was an important insight in which I recognised more consciously the
need to introduce students to the flexible existential thinking required to live
with and to resolve the dilemmas of reflective practice (Pollard and Tann

1987).

It also highlights the theoretical contriBution postmodernist thought might
make to developing reflective teaching discussed in chapter one (see section
3.1). Generally I found many students had difficulty in tolerating speculation
in group discourse. It was difficult for some to tolerate the anxiety of
alternatives and to free their thought processes sufficiently for open enquiry to
emerge. Consequently many students seemed stuck fast with first thoughts,
too anxious to let go sufficiently in order to study alternatives and to deepen
their thinking. The comparison of their own first thoughts with the more
advanced discourse of the literature, or the more articulate group members

seemed to confirm feelings of personal inadequacy and low self-esteem. This
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led to a variety of unhelpful responses, for example to self doubt and self
denigration on the one hand or to rejection of 'theoretical' views on the other
with retreat to 'common sense' not far behind. The rigid fixations represented
by the cruder binary oppositions and early and simplistic closures left little
room for what Smart (1993) identifies as the 'postmodern imagination'(p103)
needed to live 'without securities, guarantees and order, and with
contingency and ambivalence' (p102). However the existential arts of
reflective teaching cannot be advanced without a measure of what Rorty (1989)
identifies as postmodern ‘contingency, irony and solidarity’. As tutors we
found ourselves therefore engaged in attempts to free up individual thinking

through group processes.

One example of this can be drawn from my May field notes on the fourth
session. In session four my group had considered Capra's (1982) proposition
that cultural transformation is at a 'turning point'. The group polarised
between eco-enthusiasts and those inclined to eco-doom. This was a useful
'turning point’ for the group itself however in that real difference of opinion
began to be tolerated. The group moved beyond silence, automatic consensus
or aggressive adversarialism to a more reflective and respectful perspectivist
approach. An emerging understanding of the greater complexity of the co-
existence of cultural change and continuity and hegemony and counter-
hegemony now became possible (Williams, 1977). Further connections with
the green advice to 'Think globally act locally' and the teacherly adage 'Do
what you can, where you can, when you can' were made. I gave examples of
tackling gender issues in school to illustrate hegemony and counter-

hegemony. Clearly for some students this was empowering, in that it offered
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some prospect of agency, without necessarily having to maintain utopian
grand schemes. I was surprised by the strength of feelings of relief this
engendered which seemed to be based on the realisation that something could
be done, even if the forces to be countered seemed all powerful. The trap of
thinking that action had to be all or it must be nothing had obviously troubled
many and had led to feelings of disempowerment typical of more doom laden
responses to postmodernity. The lack of hope highlighted my awareness of

the generational difference of being a student in the 1960s or the 1990s.

Also I noted the translations of discourse required to connect with such
issues. One student for example summarised aspects of this discussion in
which a more hopeful prospect had emerged with 'After all Rome wasn't
built in a day'. After a thoughtful pause another added 'Sufficient unto the
day' and there was sudden laughter engendered by recognition and relief. I
introduced Winnicott's (1974) notion of 'good enough' care, pointing out that
this meant that parents and teachers did not have to be perfect, but did have to
do enough to enable the children to do the rest. Such exchanges and
connections drew deeply on my own resources and I began to sense the shape
and size of the tutoring required of me and to feel professional challenge. This
example provides some illustration of the complex risky possibilities of the
'spiralling’ interchanges between public and private theory posed by Griffiths
and Tann (1992) and the postmodern democratisation of discourse described by
Agger (1991). The role of the tutor here would appear to be what Agger refers
to as being a 'postmodern intellectual' (p128), creating a forum in which
movement and connections between the domains of public and private

theories can be facilitated. The tutor's role appears further to be one of
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orchestrating and conducting a mixture of discourses which takes the dialogue
of the forum beyond the binary of high or popular culture, rather it is at the '
border' where worlds meet (Giroux, 1992). The tutor must therefore be ready
to cross the borders and to move between different worlds and to act as a
translator and guide. Bauman (1988) indicates the general shift for
postmodern intellectuals from 'legislators to interpreters' involved in such
complex cultural work. Also because theory and practice is dialectical it can be
seen that professional perspectivist discourse of this type has even greater
complexity. The contrast with the relative simplicity of didactic and more
'traditional’ academic discourse is marked, where the relationship of 'master’
and 'novitiate' is defined through institutional hierarchical settlements of

power/knowledge.

However sometimes when discussion ranged widely along these lines a few
students expressed other concerns. This usually came in the form 'What does
this mean for the exam?'. I tried to help individual students to reach out past
the anxieties to other personal and professional realities. I used such
moments to suggest that teachers need to collaborate on the journey of
continuing personal and professional development, where risks taken and
fears overcome might lead to new freedoms. Given the institutional
examination constraints involved, I thought that we had begun to approach
the type of course I had hoped to design and develop. But it was also
increasingly evident that the course programme was overambitious. The
weight of the readings and issues raised propelled the course
uncompromisingly. Discussion in both groups often veered off the 'official

reading for the particular session, developing a valuable agenda of its own in
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the way outlined above. This raised the dilemma of which was more
valuable, getting through the content defined by the reading or the process of
developing responses? We were back to the dilemma between how far
reflective courses should be predefined or democratically negotiated. At this
point the institutional context intervened again. The demands of other
programmes on the students was increasing as we neared examination points,
and attendance dropped. I was learning at first hand the realities of the
institutional assessment overload and the way it eroded reflection. Stenhouse

(1975 p157) held that no classroom should be an island and I had found that

this applied equally to BEd courses.

Discussion of Tutor View of Term One of Children of the Future

At this stage in following the Whitehead/ McNiff action research framework
set out in chapter two I took stock. I had hypothesised that the political and
cultural change associated with postmodernity had produced an uncertain
situation for all primary teachers which was therefore a particularly confusing
inheritance for new teachers. I had imagined that a solution to this situation
might be to prepare teachers as intellectuals. I had begun to implement this
solution within the constraints of a particular institutional context by
designing and developing COTF. At this stage an interim evaluation was
needed. I had encountered a number of tutor dilemmas involving the
context and expectations of students on one hand and the content and process
on the other. The problematics of the context and expectations had led to the
content being defined around the readings, but both the other tutor and I

found ourselves increasingly concentrating on developing student responses
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and teaching opportunistically, rather than staying with the official
programme in its entirety. It was possible to see therefore that the emphasis
that had been placed on content had swung to centre on the students and the
process of tutoring, supporting their thinking and the development of their
views. It was also possible to see that the degree of student centredness and
democratic learning was in fact constrained as well as supported by the
readings. The claim that COTF was a more democratically orientated course
therefore rested more on its process rather than its content. The shared
leadership of sessions and attempts by tutors to support and develop student
responses formed the substance of the claim. Substantively, if students were
in Nias' (1989) terms to 'feel like a teacher' (p181) and learn to live with
tension, dilemma and contradiction' (p191) and 'paradox’ (p195) and develop
the ‘artistry’ (p197) of reflective teaching, they would need to develop holistic
flexibility rather than becoming rigidly fixed on polarisations. The task of
supporting the development of an existential feel for life beyond the binaries
as reflective teachers, therefore, gave definition to the role of the tutor. As
tutors we had attempted to act as postmodern intellectuals crossing borders
and mixing and translating discourse and facilitating, guiding and supporting
student development. We had attempted to support students existentially in
feeling and thinking like a reflective teacher at the levels of self, school and
society, encouraging a more flexible and creative approach.  Introducing
students to the holistic mental processes of reflective teaching was thus not to
be equated simply with a critical deconstruction of binary oppositions. The
involvement was a much more existentially engaged process, embracing the
self of the teacher (Nias 1989), introducing creative reconstructions beyond the

binaries (Woods 1995), and expressing postmodern imagination (Smart 1993).
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The value of Giroux's (1988) formulation of a process of critique, possibility
and pedagogy discussed in chapter one can be understood in this light, because
it offered hope and idealism grounded in realism. There were some
disturbing indications of just how deep student need for such support in
understanding and adjusting personally to the existential demands of
reflective teaching really was. There were already signs in the students of the
perfectionism, self denigration and the other guilt ridden 'emotions of
teaching’ Hargreaves (1994 p141) identifies in the pressures of postmodernity
on professionals. Nias (1989 p181) notes that such emotions are 'potentially
dangerous' (p203). Campbell and Neill (1994) connect them with the 'burn-
out’ (p80) of primary teachers under current demands (Claxton 1989). There
were also signs of the lack of hope and pessimism associated with the general
uncertainties of postmodernity. In summary I felt I was beginning to come to
grips with the multiple uncertainty I had hypothesised, and to explore some of
the 'undertheorised' aspects of teachers as intellectuals Usher and Edwards
(1994) had identified, previously considered in chapter one (see section 3.3).
However I had much to consider in balancing content and process and
relating to the role of the tutor before the course resumed in December. I had
tutor dilemmas, but what would students think about the course in relation to
their personal and professional development after their final teaching

practice? I decided to seek student views in the reorientation session after

final teaching practice.
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2.5 Students' Views of Term One of Children of the Future

Student views of the course were gathered by anonymous questionnaire, the
relevant questions from which are given below, in December 1990, following
final teaching practice. I hoped to gain an understanding of how students
perceived the course. A number of students were ill or absent and out of a
possible forty two returns there were thirty responses. An analysis of results

for question one, two and three follows in a polyphnic form.

Q1 What, for you, has COTF been about so far?

Only one out of the thirty responses indicated the effect I had feared:

The content has been pretty high powered intellectual stuff, some of which has
been way above me. I don't feel confident about what I'm doing. (Response
23).

However the rest of the responses were positive. Some focused on their own

development for example:

The course has meant for me a break away from the norm of college
expectations, It has proved a challenge, not only of our study skills but also of
ourselves. It has heightened the awareness of us being thinking beings and
also showing others - and more importantly ourselves-we do have a voice that
will be listened to. During the talking, a growing awareness/realisation that
we possess a coherent view or philosophy of education and the world.

(Response 1).

COTE has been about 'me’ . What I believe and how this affects my approach
to the education of children. I have had to look hard at myself...(Response 22)

Many responses focused on the connections the course was attempting, for
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example:

COTF has been a way of putting school into the context of society and the
world as a whole. A realisation that every small unit of a school, classroom,
teacher is a part of a much bigger unit. What goes on in my classroom does
directly affect what happens in the world. Therefore I am important my

va?ues matter and so do the children’s and we must do together what we
think is right. (Response 10)

Q2_Do you see COTF as relevant to your work in school during TP? If so in

what way? If not why not?

The twenty five responses to this focused on issues relating to self confidence

and respectful relations, for example:

..It helped me to see the children more like individuals than I have in
previous practices and made me see the need to treat them as people rather
than as children. (Response 18)

Q3 Do you think COTF will be relevant to your future as a professional

person?

All twenty six responses were positive. An engagement with wider issues

emerged:

Yes-if COTF continues to make me think and question the role of education-
what should it strive to achieve? What do I need to do? (Response 25)

Yes. But I'll be affected by immediate approaches to problems and tasks when
I'm teaching. It's a question of what I will hold onto, and how strong I am as a
person. 1 often do that which will get me by, rather than what I think is right.
[ want to hold onto that probing, questioning search for truth. (Response 22)
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Discussion of Students' Views

These responses indicated generally that the person-centred concerns of the
COTF programme continued to engage course member and that they
perceived the course to be empowering. Responses to questions one and two
also made it clear that the connection between their own development and
that of the children had been made: 'Therefore I am important my values
matter and so do the children's and we must do together what we think is
right. The increased confidence here in asserting a more idealistic approach
was clear. However what such assertions also revealed by inference is that
some students may have felt uncertain about whether their values did matter
previously. There is some evidence that COTF was seen as a break from the
‘norm of college expectations' in these respects, perhaps the course had
encouraged nascent or buried person-centred concerns to re-emerge. The
attempt to set out person-centred concerns, coupled to dialogue about the
existential aspects of reflective teaching and a dialectical view of idealism and
realism, seemed to have given students hopes of making a difference.
However this was tempered with the realism of 'how strong I am as a person'
in rising to such challenges. This existential doubt about the personal strength

to pursue idealistic aims was common and needed to be taken seriously.

In the early 1980s Burns (1982 p 270 ) had noted:

More student teachers than one ever suspected, apparently, are burdened with
low psychological morale.

Claxton (1989) had also noted the increasing stresses in the 1980s of 'being a

136



teacher'. However, the more negative 'emotions of teaching' previously
identified had increased in the early 1990s as postmodernity advanced
(Hargreaves 1994). COTF had offered the guidance of a broad ethic of person
and planet which seemed to have clarified priorities both in the group forum
and in school. But once the first doubts and confusion had been lifted and
something better had been imagined, there was often another doubt expressed.
This was student existential uncertainty about whether they had adequate
personal strength to tread what was perceived as an idealistic path. This doubt
was often accompanied by a polarisation of idealism and realism leading to an
all or nothing approach in the ways previously described. I had become aware
that the polarisation of idealism and realism was also accompanied very often
by perfectionism and feelings of guilt and stupidity and these would seem to
constitute an important part of the more negative emotions of the student
teacher also noted above. Often there was another polarisation at work here,
between an imagined steady state of perfection in 'experienced’' teachers,
contrasted with students' own sense of inadequacy leading to guilt, secrecy and
further low self-esteem. These negative emotions of student teachers had
some correspondence to the negative emotions of serving teachers. Unlike
many serving teachers however, student teachers were not versed in the
flexible arts of reflective teaching, life beyond the binaries was less developed.
However some of these doubts and blockages had been ameliorated in part it
seemed through trust and democratised dialogue in the COTF forum. A
dialectical approach to idealism and realism seems to have raised self-esteem.
Understanding for example that 'Rome wasn't built in a day' and that teachers
could only do 'sufficient unto the day' and that this was a general rather than

private condition seemed to have supported some students through the final
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teaching practice. At this stage it appeared therefore that the dialectical rather
than oppositional relation of idealism and realism could now emerge more
meaningfully and be connected further to the journey of continuing personal
and professional development aimed at improvement and raised expectations.
These concerns were to became the substance of much of the second term of
COTF There was enthusiasm for young teachers engaged in person-centred
approaches to visit the groups. Students needed relevant role models near to
their own age who could demonstrate that it was possible to pursue person-

centred professionalism in the 1990s.

2.6 Tutor Views of Term 2 of Children of the Future

From the tutor viewpoint it had been agreed that the course might benefit
from further democratisation in term two along the lines suggested by
Meighan and Harber (1986). We began the second term by offering democratic
learning options for the groups as an experience of a person-centred approach
at students' own level. We hoped to connect this to developed professonalism
and that the teachers' visits would offer insight into continuing professional
development. Further study materials covering the focus on developing and
extending professionalism were needed. I pushed aside my misgivings and
prepared further readings bound in the form of a course booklet (discussed

further in appendix 2.6). These factors may now be briefly taken in turn.
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COTF Democratic Learning Options

In the mid 1980s Meighan and Harber (1986) contrasted three different
approaches that can be taken by teacher educators as authoritarian,
consultative and democratic. They claimed that most ITE courses were
authoritarian and pointed out that official documents such as Teaching in
Schools: the content of initial training (DES 1983) had called for courses to
foster a spirit of enquiry' (p12/13). COTF in fact seemed to be following this
kind of pathway. Meighan and Harber offered a further outline of learning
options and a 'specimen learning contract for a democratic learning co-
operative’ (p165). This contract and options was presented to both COTF
groups in the first session of term two. Neither group opted for the purer
democratic form. The groups did not see the need for the specimen contract
and my field notes indicate that my group found it 'too complicated' and a
bureaucratic 'waste of time'. The other group also expressed similar
frustration, but then opted for students to chair every session. Their tutor felt
that this balanced power better in the sessions and attributed the decision to
the larger number of men in his group. I resolved to explore this further in
the second version of the course. Both groups opted to follow on with the

unfinished programme from term one, based on students presenting the

extracted readings not covered previously.

Visiting Teachers and Continuing Professional Development

Two ex-students of the Faculty now teaching in local schools had agreed to

visit, the first to run a workshop on promoting childrens self-esteem, circle-
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time and developmental group work; the second to describe her curriculum
leadership and involvement in democratic whole school development. The
early years teacher reported his personal change in the first year of teaching in
a flash of ethical insight into the effects of the system on his actions with
children in what has been termed a road to Damascus style of experience
(Razzel 1968) . This young teacher spoke of his dramatic sudden 'conversion'
to a person-centred approach and took the group through activities he used to
promote this. COTF students thought this teacher 'special' and found his
example 'inspiring' and empowering. However the second session, which
looked at the added responsibilities of consultancy and collaborative planning,

were ‘frightening’ to the students and they felt inadequate in comparison.

2.7 Students' Final Views of Children of the Future

The following draws on student anonymous final evaluations of the course
gathered from both groups in the final sessions of COTF; from students'
written communications and reflective files; and from informal individual
and small group interviews conducted after sessions throughout term two
recorded in field notes. The data gathered here were all collected before the
revision and examination period. It might be argued therefore that the views
expressed are influenced by this. However the views emerging complement
the developments described from the beginning of the course and this would
seem to suggest that these final student perceptions of their development in
relation to the course are genuine. On the other hand I had developed warm
relationships with both groups and it is quite possible that students may have

softened or omitted negative factors in order to spare my feelings. Equally it is
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possible that they played up' to my expectations. Nevertheless there is an
authentic ring to these accounts and the pattern and dynamic of development
that they reveal. Given that generally students at the beginning of COTF had
appeared to feel a mixture of idealism and doubt, where were they now at the
end of the course? How had the rigidities of thought and existential self-doubt
and emotions I had encountered amongst students as they journeyed through
various uncertainties developed? I had come to understand some of the
existential problems students had with being more flexible and adaptive and
thinking like a reflective teacher beyond the rigid fixation on binary
oppositions. Where were students with these issues now and how did they
relate them to COTF? I used a final anonymous open-ended questionnaire to

find out more.

Children of the Future Final Questionnaire

Thirty two of a possible forty two students completed the questionnaire and

gave very full responses which are summarised below.

Q1 Has COTF supported the development of a personal philosophy of

ducation/critical reflectiven achers intelle 1s?

All 32 returns were very positive in their responses to this general question.

Three main patterns are detectable:

a) There was general evidence in all returns of the growth of understanding

that reflective development is continuous rather than closed or finished. For
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example:

-it has made me think about different philosophies.  There are so many
different ideas thrown around on the course that it's made me think about

thgm- but.I haven't developed a solid philosophy it's constantly developing
with experience (response 11).

b) This emphasis on development was connected to the perspectivist process

of the course by many responses. For example:

we alter and develop our thinking from sharing with others. Your viewpoint
is only one perspective, thinking and discussing throws in new ideas
individually we would not have thought about. Most important aspect of the
course is hearing what others have to say. We like the fact that we've never
felt pressured; there’s been a balance between us guiding the course and Rod
guiding the course ...Key : SUPPORT (response 5).

¢) Just under a third indicated that the readings had been important part of this

process, for example :

The course I feel has helped me develop as a professional and intellectual. I
have read and found out about things I didn't know existed and would have
run a mile from (at the thought it all being above my head) (response 1).

These reponses seemed to indicate the formation of more open reflective
thinking contrasted with the more rigid polarisations and rigid fixities that
had typified earlier positions. The movement here seems to have been

supported by both the process and the content of the course and readings.

2 Has COTF been empowering and counter- feelings of being swamped

by change and control from elsewhere?

Again all responses gave positive to very positive affirmations of
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empowerment, but there was one over-riding qualification. Responses to this
question were as revealing of my own assumptions as of student thinking,
‘change and control' from 'elsewhere' for me indicated the incoming
legislation and political control. However, only one response mentioned
legislation, for the COTF students in 1990 'control' meant something quite
different. Just under two thirds of the responses indicated that the controls
they saw being imposed from elsewhere were not from politicians but from
other professionals and figures of Authority (response 7). Another
summarised a common feeling:

Change within the school will be harder than within myself, bearing in mind

that others have been there longer, and could resent someone younger coming
in and telling them what to do (response 12).

About a third linked their perceptions of greater personal and professional
'strength’ and 'confidence' to becoming more articulate through the group
process of COTEF, for example:

Through talking to other people (students on course) gives you confidence to
try to talk through with staff next year (response 10);

I would now feel more confident to talk about and to justify my actions to
anyone from colleagues to parents to students themselves. The course has

really shown me how important communication between people is, and the
importance of expressing feelings in an appropriate manner (response 1).

However there was doubt expressed about losing the support of the COTF
group;

But we have a fear that when these people go out singularly we may be
swallowed up and influenced by what is happening in the school that we are

working in. (response 3).
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These responses seemed to indicate that students were troubled as new

teachers by their perceived relation to colleagues, rather than feeling swamped

by legislation.

Q3 Has COTF supported members in becoming the kind of teachers they want

to be?

COTF was perceived to have encouraged self-development for example:

The only course that has given relevance to give confidence to be the type of
teacher you want to be-through discussion and reflection ( response 11)

The course has allowed room to consider your position as a self-determining

individual and professional. It's OK to have a personal belief about
education-not just accepting what is (response 30).

These responses seemed to indicate a lack of previous support for an emerging

critically reflective personal position.

Q4 How realistic is a person-centred approach? Is it too idealistic?

Responses here again overlapped much of the preceding. However the
overwhelming pattern in the thirty who responded to this question was to
avoid an either/or response. It is not therefore possible to classify these
reponses into 'realists', 'idealists' or those for or against person-centredness.
Students spoke instead for example of a 'blend of realism and idealism’
(response 7). Responses indicated a strong adherence to person-centred ideals
whilst weighing up the difficulties in an individual way, as was seen in the

perceptions of relations with other teachers above, for example:
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It’s a tall task, but the course has given me the confidence to have a go in
practice and sustain the ideals (response 11).

There is a sense of hope and possibility here that many had lacked at the
beginning of the course. It is tempered however with a realistic outlook:

It is important for people to have ideals and also priorities as long as you
realise that you cannot always change everything completely (response 12).

The last two responses indicated the different individual perspectives COTF
students developed within the broad framework. Over-all these responses
suggested that the person-centred perspective had provided a broad guide as
intended. These responses offered further evidence of movement away from
previous tendencies to polarise and fixate, toward a dialectical rather than

oppositional view of realism and idealism.

Q5 Has COTF supported living with change at the levels of self, school,

society?

A very general pattern emerged from responses in which it seemed that whilst
students generally recognised that the course had set out to look at the
connections between the micro and macro levels, individual students
sometimes placed more emphasis at one level or another. For example the

emphasis on more personal issues to do with the self could be found in some

responses:

[ am more able to cope with change because I don’t find it as threatening- I am
more secure in myself and my values (response 28).

145



Other responses however focused on school:

We've been made to realise the importance of reflection on society in the
classroom (response 4).

Other responses stressed wider social connections:

I am beginning to see how what we teach and how we teach can help to change
the world for the better through future generations (response 18).

Discussion of Final Questionnaire

In summary, it seems that COTF students perceived that the course had
supported their development as critically reflective intellectuals. This had
been advanced through the content of the course connected to the readings. It
had also been advanced through the process of the course in terms of group
and tutor support. Students perceived the course had supported them in
withstanding swamping influences, but saw such influences as emanating
from other professionals rather than from politicians. They felt that the
process of the COTF forum had supported them in 'standing up for
themselves' and participating in professional discourse, but feared that
without the supports of the group they might be 'swallowed up' under the
influence of 'figures of authority' in school. Equally, it seems that there was a
perception amongst some of the students that they had not been sufficiently
supported previously in developing into the type of teacher that they wanted
to be. It was perceived that there had been too little opportunity previously on

the BEd for 'discussion and reflection' and for 'self-determination’' as a
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critically reflective teacher. The person-centred ideals COTF offered were
perceived to be supportive in developing in these directions. Some
movement toward a more flexible understanding of the dialectical rather than
oppositional relation of idealism and realism seemed to have occurred. Lastly
it seemed that students' perceptions of change recognised the connections

between selves, school and society, but placed different individual emphasis

on these spheres.

What had emerged from considering these final student views suggested a
need for further investigation. There was evidently an uncertainty about
whether there would be space and support for them from experienced teachers
in the school system. This seemed to connect with a perception of a similar
lack of space and support on the BEd to be a 'self-determining’ and questioning
teacher. Also the variety of student reponse suggested by the different
emphases placed on change in selves, school and society needed further
investigation. Beyond these concerns it seemed that COTF was clearly meeting
a need not sufficiently addressed elsewhere for some students and that offering
the person-centred ideal and the dialectic of idealism and realism had given
sufficient broad guidance and support without dictating too much. The
reasearch focus emerging was the need to consider first students' views of
their development through COTF more closely. Second, there was a need to
consider what support students perceived they needed further in developing

as a teacher. These two concerns are taken in turn, drawing on data from

student self-profiles and interviews.
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2.8 Students' Self-Profiles and Children of the Future

Students' written communications, reflective files and interviews provided
insights into students' views of their development through COTF. The main
theme emerging could be broadly typified as a journey through the course, in
which a stronger sense of personal, professional and sometimes political
direction emerged over time. This theme can be illustrated initially with
reference to an account by one student who really struggled with the course
and came through relatively late. The extracts given under my headings
below are taken from a long written communication offering a synoptic self-

profile that I received mid-way through the second term.

Term One Summer 1990

On our first meeting I felt nervous due to the group being people I didn’t
really know or feel confident with (which has changed now). Your opening
speech left me feeling inadequate and bordering on stupid. I left the lecture
feeling out of my depth and questioning my choice. I think the second part of
the session was with the other tutor and again I left feeling too slow to cope
with the ideas and concepts and discussions that went on. The more I listened
the more I realised that 1 don't think or function on a higher plain. 1 know
this sounds quite negative towards myself and the lecture but I feel it does
accurately represent my emotions and thoughts at the time. Children of the
Future was not a lecture to take lightly...Throughout the first term of the
course 1 felt very out of my depth and ignorant.

Final Teaching Practice Autumn 199

I went into teaching practice trying to think about, remember and practice
some of the values, activities, and policies we had discussed. Then I became
very disillusioned about what type of teacher I had become. 1 know my school

situation didn’t help but I felt I had forgotten and betrayed everything we had
talked about on the course. I came back with this negative attitude at the end

of last term. I remember feeling the course was above my head and that I
wasn't getting there fast.
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Term Two Spring 1991

At this point I felt the bond in our group begin to formulate and gel. I do now
feel secure, happy and safe within our group, always more so by the end of the
session than at the beginning. I think this kinship has been built up by you
agkmg, accepting and respecting our honesty...This term I feel has been so very
different...] feel much more involved and I actually understand most of what
we are talking about. I don't regard myself as an academic. I'm a practical
plodder, but I find myself getting excited about being a teacher/ researcher, not
being happy with how teachers are treated and wanting to change it, wanting
to be involved with planning organising and doing things.... 1 think this
change has happened due to this course. I now feel enthusiasm and affiliation
towards teaching... More things seem to be coming together which is a nice

feeling...

(Extracts from student written communication, February 1991)

This self-profile confirms some of the previous research insights and offers a
much greater sense of the existential personal journey undertaken. This
student's ability to tolerate the open continuous nature of the reflective
process and through this to begin to engage in sustained questioning, reading
and thinking had clearly increased. This it seems had opened discursive space
and allowed her to make connections and so to develop herself both

personally and professionally.

Another student's account, drawn from extracts from her file, also vividly
illustrates the interactive connections between personal and professional

concerns in developing into the kind of teacher she wishes to be.

I am still at the stage of keeping my mouth shut and my head down about the
things I think are wrong. The strength to fight the system using action has not
yet come to me . 1 think the motivation to do this will come from being with
the children. 1 will act as soon as it really matters to someone else. I found
/[find it hard to believe the notion that I'm special and I matter. I'm not
blaming my parents but in fear maybe of me becoming arrogant it has always
been impressed on me that I am nothing special or important. These thoughts

are inbuilt in me and I believe my hardest battle at the moment is to be a
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confident person.  (Extract from student file June 1990)

Reflecting on teaching practice she weaves together professional and personal

concerns:

On my recent and final teaching practice I discovered how deeply the messages
of not putting children down and using positive statements with the children
hafi penetrated my way of thinking and my over-all approach to teaching.
Discussions during the course had heightened my awareness of my own and
others” use of language with the children...my own feelings particularly at
secondary school was that I was just another indistinguishable face in the

crowd...was I a person or just another number? We all deserve respect as a
person... (December 1990).

On teaching practice however she expressed respect for the children:

My tutor and my teacher both noted this as a strong point of mine which I
partly credit to the input of this course...I also felt it was important to be
interested in what the children have to say, making time for their opinions ...
I felt my own confidence develop greatly during this practice. The children
were confident and a happy working relationship developed over the seven
weeks. My own philosophy that the children come first was shared by the staff
making this almost a general feeling in the whole school. The staff worked
very well as a team, helping each other to cope with the pressure they all felt
with the impact of the national curriculum. It was very reassuring to see a
staff work this way and it also made me realise that by giving and receiving
support when teaching, the job becomes less stressful.

Later she commented:

Show respect and care for the feelings of others and others will show more
respect and care for you..This fundamental ideal is one I aim to live by in my
life as far as I can but it's not always easy. Nothing worth doing ever is. The
course for me is becoming more of a success as each page unfolds and 1
discover more about myself... (February 1991)

Again it is striking that 'the fundamental ideal’ of reciprocity and respect is
seen as what she aims 'to live by'. The totality of engagement recalls the

teachers Nias (1989 p32) identified as 'secular idealists'. Squaring up to the
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challenge of being the type of teacher she wishes to be is here powerfully
supported because both COTF and her teaching practice school espouse similar
person-centred approaches. The maturation process involved seems to be one
of converting and professionalizing the emotions attendant on insights into
her own schooling. These energies are redirected into idealism accompanied
by the realistic recognition that it will not be easy to live by her ideals.
Conversions of this kind are gradual and grounded, as opposed to more
dramatic experiences. Nias (1989 p62) indicates that such development may
often have 'glacial slowness'. However the common factor is one of deep
personal experience and belief informing professional orientation and
aspiration. What also seems clear again is that this traffic was two way,
professional growth also promoted personal maturation. This student's
idealism had been nurtured by both college and her teaching practice school,
empowering here to redirect energies previously tied to her own past toward a

professional perspective orientated to the children's future.

For many students this professional link between their own development
and the children's development was what made the course valuable. It also
seems to have supported many in making meaningful wider and further

connections between the personal, the professional and the political as a third

example illustrates:

I had never really considered self-development in any depth before this course
began. With the amount of work required by the college and the limitations of
time which this inevitably meant, I never really gave priority to my personal
development as a person. However through the reading that this course
entailed 1 began to be aware of the importance of self development not only by
myself but by all people..This to me as a teacher seems to be saying two things.
First if every person is important then all children need to be givgn the
encouragement and the opportunity to acquire self-worth and self-confidence.
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Second?y if this is to take place then it is the responsibility of all teachers to
have first done the same and gained self-confidence and self-worth... Right
from tife start we must instil in our children that they do matter, that they do
have rights and the ability to change things. All too often we simply accept
our assumed positions in society, remaining within divisions of class or race,

failing to rise to the challenge, to look further...(Extracts from student file,
March 1990)

This student's views can be distinguished from the previous two in that she
goes further in integrating the personal and professional with the political.
This student, despite the lack of time for personal development, had reached
an analysis that moved from the self, through school to society and was
beginning to develop wider social and cultural perspectives. However her
perception that 'priority’ had not be given to 'development as a person’
reveals the serious omission in the preparation of these student teachers also
identified in the final questionnaire responses to question 3, leading to the
relative neglect of the personal existential factors involved in reflective
teaching. It was clear that the overloaded assessment driven culture of the

institution seriously eroded time for reflective personal development.

Discussion

The process of maturation being described in these three self-profiles seems to
have both similarities and differences. The common theme for the student
teachers involved can be typified generally in terms of supporting an
interconnected personal and professional existential journey involved with
becoming a primary teacher. Alexander (1987p 161) similarly identifies
'professional development as personal journey' in serving teachers and

emphasises the individual nature of this journey. Investigation of individual
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differences between COTF members on the common journey suggests that
these were in part related to the focus of attention within the self, school,
society framework. Thus, although the existential journey was a common
experience for COTF members, the individuality of responses was also very
powerful. However beyond individual differences what seemed to emerge
from these students' accounts of their experience is the common need to
support the person who is becoming the professional. It also appears to be the
case that such support was offered by COTF in assisting students to make
existential connections between the personal and the professional. This may
have been assisted by the political and cultural orientation offered by the
course, but how far students took that orientation remained thoroughly

individual.

I had been increasingly aware of student perceptions of COTF as a different
type of course in offering priority to support for personal development. This
constituted, as students had put it, 'a break away from the norm of college
expectations’, 'that has given relevance to give confidence to be the type of
teacher you want to be-through discussion and reflection'. The informal
group interviews I conducted with students from my own group who stayed to
talk after sessions added to this picture. Woods' (1985) description of research
'conversations' captures the feel of such exchanges, for the most part I listened
and immediately following made field notes, in the students’ own words
where possible. Three short selections from my field notes recording the

views of three students following the session with the visiting teachers are

relevant here:
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1)We've not had the chance to sort out what we're doing in teaching. No-
one's told us...

2)There’s been no time to look back, to reformulate ourselves, to make our
own way...

3)No-one has helped us to make sense of being a teacher.

(February 1991 Fieldnotes)

Individual differences were evident again here, the first student was more
anxious to be 'told' than the other two, but the general need being expressed
was related to the existential themes previously identified. This seemed to
link at one level with the theme of being 'lost' in the education system raised
by some students at the beginning of COTF in relation to both school and
college. However the language employed in these three statements: 'sort out’,
'reformulate ourselves', 'make sense', indicates that these students were
expressing the need to make personal meaning of being a teacher. Also the
lack of 'chance’, 'time' and 'help' reported echoes the point made about the
lack of priority accorded to such personal development in the third student
self-profile above. The lack of time, space and support for personal
development amounts to a similar lack for general professional development
because of the intimate connections between the two which were evident in
all three student self-profiles. Students perceived the COTF forum as offering
one of the few official opportunities to engage in open dialogue and discussion
in group about what it is existentially to be a teacher in such a time of change.
In the conversations that ran through the course many students indicated that
their courses were of value in specific aspects of primary teaching but pointed
out that there was no course, other than COTF, that gave time, space and

support to the personal and holistic integration of the parts of the BEd. There
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was no common course as such which offered an opportunity to develop
existential insights into the holistic challenge of becoming a primary teacher
during a period of educational, political and cultural uncertainty. Some
reported individual support in making sense of being a teacher from tutors
and class teachers that they got on well with and trusted, but this experience
was variable rather than common and as Burns (1982) indicates such help
often arrives 'too late' (p271). One student in fact claimed that she found
tutors 'don't want to talk about politics and the national curriculum', but
others saw tutors as 'selling' the national curriculum to students. Some saw
teaching practice as the time when integration might take place, but there was
general agreement that teachers and schools seemed to be increasingly
preoccupied with legislative demands and that time for wider discussion was
very limited. Others also pointed out that for them teaching practice had been
mainly about surviving. Some research indicates that the survival of the self
is a main concern of early practice (Fuller 1969, Nias 1989). Also Burns (1982)
indicates that student experience is one of 'marginality’ (p277) in school
practice, which is not conducive to free discussion. COTF therefore would
seem to have begun to address this need for those students opting to take the
course. However the question as to whether COTF students were in some way
different to other students in these respects was still open. Whether COTF
students were more uncertain than most was unclear. I resolved to try to

follow this comparative line of research enquiry through on the second action

research cycle.
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2.9 Summary and Conclusions

In summary, a number of initial factors have been identified in the design
and development of COTF. The course was shaped by a mixture of
institutional constraints which were met initially through a set of common
readings defining the content, comparability and examination of the course.
The content expressed cultural reconstructionist concerns and a critical and
creative approach to professionalism and educational partnership. However
the development of COTF revealed a number of tutor dilemmas involving
the content and process of the course and the mixture of public and private
theory. This changed the role of the tutor to that of a postmodern intellectual
mediating different theories in search of a more democratic discourse.
Students seemed prey to negative emotions connected to lowered self-esteem
and morale, which were countered by a mixture of idealism and realism.
Student views indicated the development of a more flexible dialectical
understanding of idealism and realism linked to personal, professional and
political concerns. They also indicated that they were unsure of their relation
to other teachers. Different individual emphasis was placed on these
interlinked factors. Over-all many students perceived that COTF had
responded to an existential need to make sense of becoming a teacher in a time
of general uncertainty and multiple change in ways relatively neglected

previously in their institutional preparation for teaching.

Two broad conclusions could be drawn at this point. First, it was possible
within the institutional context, despite CATE, to develop reflective courses

like COTF. The course had its problems, yet it had been introduced
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successfully. The examination results indicated that students did on average
slightly better than on other comparable courses and the formal examination
culture of the institution had therefore been successfully negotiated. Second,
there seemed to be a real need for such courses both for the sake of the
emerging teachers and for the children that they would teach. The limitations
of the course were also clear and were summarised by the other tutor involved
as 'too little, too late'. COTF students seemed to have been prey to a number
of uncertainties which they perceived had not been well addressed previously
on the BEd. This problem had been identified by Burns (1982 p 270) in the

1980s:

More emphasis is required in teacher training and on in-service courses on the
psychological morale of the student teacher and qualified teacher. Emphasis
has been placed in studies of teacher training and teacher effectiveness on
intelligence and academic knowledge; less emphasis has been placed on such
factors as self-esteem and mental health.

Arguably the need for such consideration intensified in the 1990s. For COTF
students existential uncertainties and troubles cohered around making sense
of being a primary teacher in a time of change. BEd professional courses
addressed a number of components needed for primary teaching. However
few courses offered official space and support for students to integrate these
components into a coherent personal approach to teaching in a time of change.
Preparation for the holistic and existential concerns of generalist classteaching
were little represented in the structure of the degree as a whole, despite the fact
that this would be central. These concerns had sharpened in fact because of
political and cultural change, particularly in relation to the type of teacher
students wished to become. Thus the uncertainty COTF students felt in

making sense of being a teacher could be connected to the institutional
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response to political and cultural changes. In this view student uncertainties
might in part reflect the postmodern political and epistemological confusions
affecting teacher education in general and the institutional context i