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Ni sa bula. 

On each long haul flight out of LA to this part of the world, I experience 
a particular thrill when the extraordinarily evocative words 'Pacific 
Ocean' come up on the Air New Zealand cabin navigation map. I am 
delighted to be back in Fiji to contribute this keynote paper to the VIII 
Pacific Science Inter-Congress in your Education commission. In your 
invitation, Dr. Muralidhar, you suggested that I might draw on my 
experience of teacher training in both the South Pacific and the United 
Kingdom to suggest comparisons, and I have to say immediately that I 
would urge very considerable caution in treating current trends in the UK 
as offering much more than salutary warnings. In many respects, with 
notable exceptions, the example we offer is a poor one. 

As indicated in the Abstract, this paper looks at primary and secondary 
education in the UK with respect to the National Curriculum, contested 
issues of the role and status of teachers as perceived by the Teacher 
Training Agency and others, the rival claims of schools and institutions 
of higher education as training sites, and the practical possibilities for 
research-based improvements in both teaching and teacher education. 
I am aware, also, that detailed knowledge of trends in UK ITT provision 
may be unevenly distributed through today's audience, so I am making 
the account a thematic one. 

A recent perceptive analysis of shifts in the legal frameworks 
surrounding education in the UK (Harris, Education and the Law, 1996) 
identifies the current prevailing themes as consumerism, control, 
privatization and choice. The 1993 Education Act sought to undermine 
the 'provider domination' of the Local Education Authorities and 
substitute a quasi-market structure of competing schools, but the market 
was to be regulated and policed rather than deregulated. The policing 
centred on the 'safeguards' and thereby created political pressure points. 
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Specific safeguards included the National Curriculum as 'entit lement' and 
the setting up of coercive funding regimes like the Higher Education 
Funding Council (HEFCE) and the Teacher Training Authority (TTA). 
HEFCE allocates research funding within 'units of assessment', including 
Education, in accordance with principles of selectivity, managed through 
a competitive Research Assessment Exercise. In passing, you may be 
interested in an argument I have developed elsewhere (Jenkins 1997) 
that the culture of the RAE is better explained by models derived from 
game theory than from rational planning. The TTA seeks to exercise 
quality control over teacher training by linking funding (a function of 
allocated student numbers) to OFSTED inspections. OFSTED, under 
Chris Woodhead, has also evolved a more predatory style of inspecting 
schools, wi th fear at the centre of the theory of motivation and 
responsibility for inadequacies in education placed squarely at the doors 
of 'inadequate' teachers and 'fail ing' schools. Nothing, of course, to do 
with sapped morale and a failure to recruit entrants to ITT of the right 
intellectual caliber. Meanwhile, in a move reminding one of Jerome 
Bruner's refusal to listen to siren voices advising him to design Man: a 
Course of Study as a 'teacher proof package', both the National 
Curriculum and its ITT equivalent, are increasingly seeking to legislate for 
every gesture, not only specifying what to teach but how to teach it. 

Following a general election conducted like many Oxford and Cambridge 
boat races, in which oars have clashed as both crews on the wide 
waters of the river Thames fight for the same middle water, it is looking 
increasingly clear that the present 'New Labour' government, its 
rhetorical commitment to 'education, education and education' apart, is 
in its values and financial policies kith and kin with the previous 
incumbents. The school curriculum remains subject-based, largely 
instrumental, and the arts marginalised. Victims continue to be 
victimized, with a Labour Home Secretary promising 'zero tolerance' to 
beggars on the streets. There has been no reform of OFSTED, no 
reigning in of the TTA. 

Although there is always some risk in inferring unacknowledged broad 
brush agendas from the messy amalgam that makes up government 
policy for education, many see the overall thrust with respect to teacher 
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education as seeking to decouple ITT from institutes of higher education. 
Alternative routes, some involving ' l icensing', and some entirely school-
based or school-centred, run by a consortia of schools (SCITT), have 
been opened up. Anti-theory postures ere openly adopted, in effect 
redefining teaching as a craft requiring a describable set of workplace 
competencies. The birds coming home to roost are those tagged some 
time ago in Denis Lawton's The Politics of the School Curriculum. 
Curriculum and examinations now fall within a single QUANGO, the 
School Curriculum and Assessment Authority (SCAA) 

In the SCAA/TTA Guide to the National Curriculum, the minimal 
entitlement of a broad and balanced curriculum is seen as promoting 
spiritual, moral, cultural, mental and physical development whilst aware 
of the opportunities of adult life. I imagine you are at least familiar with 
the basic pattern in which four Key Stages (KS1 ages 5-7; KS2 ages 
7-1 1; KS3 ages 11-14; KS4 ages 14-16) have specifications for the Core 
subjects of English (Welsh) Maths and Science and Foundation subjects 
of Technology (Design and Information) Modern Language, Art, Music, 
Physical Education, plus provision for Welsh Second Language teaching 
in non-Welsh speaking areas of Wales. Statutory Orders define content 
as Programmes of Study and Attainment Targets. Attainment targets, 
the basis on which acceptable standards are adjudicated, are for most 
subjects defined by 8 level descriptors for each target, and for Art, 
Music and PE by end of Key Stage descriptions. English has three 
attainment targets; (1) speaking and listening, (2) reading and (3) 
writing. Maths has four attainment targets: (1) using and applying 
maths, (2) number and algebra, (3) shape, space, measure, and (4) 
handling data. Science has four attainment targets, (1) experimental and 
investigative, (2) life processes and living things, (3) materials and 
properties, and (4) physical processes. 

The National Curriculum is treated as a given, wi th a moratorium on 
change, and a general absence of debate on future changes beyond 
rather eccentric debate conducted under the auspices of SCAA. This 
debate has focussed on two agenda nurtured by Dr. Tate: the first is an 
assault on the 'moral relativism' thought to be prevalent in pockets of 
liberal/left thinking both in schools and teacher training; it is a specifically 
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Christian cultural nervousness based on a deeply misunderstood reading 
of postmodernism. The second Tate agenda concerns an absurd need 
to defend the 'Britishness' of the curriculum against what in schools and 
colleges is perceived as the wrong kind of multiculturalism. I will refer 
later wi th some embarrassment to a SCAA conference I attended 
recently, which gives the flavour of this debate. 

This month saw the publication of a very perceptive critique by Denis 
Lawton in Essays in Honor of John Tomlinson. Lawton depicts a 
National Curriculum that began as an attempt to define a protected core, 
but just grew like Topsy, becoming in the process bitty and fragmented 
but subject-preoccupied and assessment-led (attainment targets may 
technically be neither aims or objectives, although as Tony Bastick said 
yesterday morning, achievement and reward are important). Content, at 
the bottom line, became a list of subjects, with huge gaps in relation to 
any systematic insights that might support social critique, like political 
education or drama/theatre. This, coupled with the absence of any 
adequate notation for non-indoctrinatory moral education, suggests a 
regard for facts rather than processes. Integrated humanities 
programmes find little room to maneuver, given low priority in a limited 
framework of cross-curricular themes, which in any case carries the 
status of non-statutory advice. Lawton makes five suggestions, two of 
which I intend to discuss briefly here, whilst placing them in two 
contexts of direct relevance to this VIII Science Inter-Conference, their 
implications in a better future for teacher education in the UK, and how 
they map on to current practice in the South Pacific. 

Firstly, that pupils need to be inducted into the forms of inquiry that 
produced the knowledge in the first place, learning how to think like 
historians, scientists etc. This tradition in the UK goes right back to 
Nuffield Science, and is currently being reasserted through CASE 
(Cognitive Acceleration through Science Education). My own Westhill 
College in Birmingham prides itself on its foundations in intellectual 
freedom and religious dissent. Although some forms of reasoning may 
be culturally sensitive, my own view is that most differences are 
superficial. Chiefly societies like those in Fiji and the South Pacific may 
appear to stifle intellectual curiosity, but as Professor Tupeni Baba is 
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fond of pointing out, internal dialogue coupled with silent dissent enables 
the learner to challenge the authority of the subject and the teacher. The 
lesson for teacher education is that this latent tradition at the heart of 
intellectual life needs to be sustained at all costs. 

Secondly, Lawton suggests that pupils need to progress from didactic to 
self-directed or so-called 'active' learning, a shift which cuts across the 
progressive-didactic distinction. In the UK this debate is galvanized in 
part by the obvious promise of CIT technologies, but the optimum 
integration of these resources into an emerging pedagogical tradition is 
as yet unclear. In the South Pacific, didactic traditions seem resolutely 
grounded, and in Secondary Science, as you have suggested, Dr. 
Muralidhar, may well serve to protect teachers from exposing their 
inadequate subject knowledge. Work by people like your own Roger 
Landbeck and Ferens Marton (an influential visitor to the USP) stresses 
the importance of phenomenographic studies of how students learn. I 
remember a number of interesting conversations with the Deputy 
Director of University Extension, Richard Wah, on the learning strategies 
of Pacific Island students in particular. At all levels we need to prioritize 
learning over teaching. Teacher educators might well seek to 
acknowledge this by example as well as precept. 

As Peter Woods argued recently in the 1997 British Educational 
Research Journal, the National Curriculum is not on the surface 
conducive to the process model preferred by imaginative teachers. 
Woods depicts a latent culture of creative teaching living precariously in 
the interstices between other structures and surviving though survival 
ploys that Woods identifies as resistance, appropriation and enrichment. 
I detected a number of resonances with D. Avei's paper earlier in the 
Inter-Conference on 'Teachers as Critical Pedagogists'. 

The UK National Curriculum moratorium implicitly denies the value of the 
kind of continuous adaptive curriculum change that characterized the 
school-based curriculum development movement in the UK and Australia. 
The gross legislative sallies of an imposed monolithic curriculum 
necessitate stop-go movement, not unlike the recent history of 
curriculum development in the South Pacific, where the lurches followed 
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have been aid-related and fol lowed by periods of relative stagnation. 
Fiji's Permanent Secretary for Education, Mr. Naidu, was wise to remind 
us earlier in the Conference that curriculum development is at best 
organic and continuous. 

It is not the perceived task of teacher educators to keep alive a critical 
tradition of curriculum policy analysis, or hang in for a better future in 
which the teacher is once again a reflective practitioner. All courses of 
ITT must predominantly 'address the competencies of newly qualified 
teachers' and make as 'the focus of training' these competencies and 
the National Curriculum. 

It may be of some use to remind ourselves of the extent of the erosion 
over the last three decades of professional autonomy, both in schools 
and in institutes of higher education concerned with teacher training. 
Back in the time of the first generation curriculum projects, every 
Schools Council Working Paper carried the reassurance that the Council 
existed to 'extend the range of choice available to teachers', and the 
view that a single imposed curriculum was a legitimate object of 
government policy would have been regarded as politically dangerous. 
Belief that the pendulum has swung too far on this one is not to 
denigrate all of the thinking that has come out of the NC exercise, 
although in parts it is daft and muddled. With regard to deliberations 
over the curriculum model for English, Cox On Cox showed how some 
of the very best thinking was suppressed because it stood in some 
awkward mismatch with the consensus of the so-called New Right. 
Previously enjoying relative autonomy, and now joined by the so-called 
'new universities' (the old polytechnics and colleges of higher education) 
in an increasingly mass system of higher education, the old universities 
are increasingly working under conditions that previously characterized 
the other side of the binary divide. Additionally, there have been not only 
coercive funding arrangements to contend wi th, but an educationally 
suspect and procedurally preoccupied 'quality industry', together wi th 
the newly asserted right of Government to inspect teacher training 
provision (initially by compulsory ' invitation'), argued on the ingenious 
grounds that validation can be separated from accreditation, so that 
outside watchfulness was not wi th respect to the award of a degree but 
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to QTS (qualified teacher status). 

Last year the declared DfEE position was that no prescribed methodology 
was implied in curriculum prescription, since it was a matter for 
teachers' professional judgment to decide the most effective way of 
teaching the National Curriculum. But this year, however, there is a shift 
in the orthodoxy towards whole class teaching, on the basis, you will be 
interested to hear, of results associated with Pacific Rim tiger 
economies. In the area of learning to read, it is increasingly likely that 
research will fuel legislation rather than professional debate, as phonics 
gains ascendancy both over the 'whole book' and mixed methods. 

ITT in the UK is pretty demoralized, if not in a state of crisis. There has 
been criticism of the OFSTED inspection system for its conceptual basis 
(e.g. the categories for,the scoring), for its actual conduct on site and 
response to results (e.g. when a re-inspection of ITT was announced in 
order to produce politically acceptable more critical findings), and by 
growing evidence of OFSTED editorial interference from the top in 
slanting the results. In dealing with colleges with identified 'problems', 
the TTA have proved themselves to be particularly graceless players, 
with colleges deciding tactically virtually never to challenge the results, 
almost as if deviance theory had never been formulated. Nobody would 
be surprised if major players in ITT, particularly from the traditional 
universities, considered pulling out of teacher education altogether. 

But, credit where it is due, the ITT has had a positive influence in at 
least three areas, the encouragement of IHE/school partnership 
mentoring schemes, support for Communication and Information 
Technology (CIT) in schools, and support for school-based pedagogical 
research. As we shall see, I have some reservations about the third 
point. 

There is general support in the ITT institution for a redressing of the 
balance of responsibility for training toward schools, wi th a lot of 
international interest in how the roles of 'mentors' vis-a-vis what the 
Americans call 'Faculty' might develop. I found the Hawaiian experience 
put forward earlier in the Inter-Conference by Pauline Chin and Maria 
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Idling interestingly similar. Yet UK research suggests that mentors 
nurture and support rather than challenge students' ideas or images of 
teaching, and within the 'teaching as craft' model there is some 
difficulty in articulating what craft norms actually are. Donald Mclntyre 
has commented in The Oxford Internship Scheme on a number of 
inhibiting cultural factors that such schemes will need to overcome. The 
three that caught my eye were that student teachers are sometimes 
perceived as marginal to schools, that the crisis of theory as mere 
postmodern metanarrative has as yet not been satisfactorily resolved, 
and problems concerning the relative invisibility of good performance, 
which tends to be subtle and nuanced, unlike in medicine. The Mclntyre 
book can be particularly welcomed for its depiction of the full 
professional model of the teacher that underpins the Oxford Internship 
Scheme, which centralizes critical reflection and a concern for social 
justice. 

ICT needs to be promoted with imagination and resources. There are 
signs that this is about to happen, although skills audits reveal the need 
for very considerable staff development. Most IHEs, including the 
University of the South Pacific through your Centre for the Enhancement 
of Learning and Teaching, have established units that are beginning to 
address complex problems of student learning. The difference is that 
third world ITT students are not likely to find comparable technological 
support in the schools. First world 'ki t ' is often replaced as obsolete 
after a few years and it would be sensible to institute a secondary 
distribution system. Dr. Gurmit Singh and I know from our Koro Island 
Study what a difference this would make to isolated islands in the South 
Pacific. 

In returning to the question of educational research and research-based 
teaching, the present position in the UK is a mixed one. One equivocal 
figure is David Hargreaves, red-shifting across the political spectrum, 
who recently delivered a notorious lecture under the auspices of the 
TTA, appearing to argue for a substantial move of educational research 
money in the direction of the TTA. His claim, citing the medical analogy, 
was that educational research was 'failing to provide a sound evidence 
base for teaching'; what was needed was effectiveness research, 
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utilizing the OFSTED database, itself 'the most comprehensive database 
on what teachers do and how it relates to their effectiveness'. The 
debate in the British Educational Research Journal of April 1 997 affirmed 
the interest in research into effectiveness, but did not wish it to be 
subordinate to the instrumental TTA model. The Open University's 
Martyn Hammersley in 'Educational Research and Teaching: a Response 
to David Hargreaves' TTA Lecture', accepted that there were problems 
but saw Hargreaves' solution as likely to make things worse. 
Christopher Day worried about the possible subordination of research 
and development to 'politically-driven policy agendas'. 

Finally in this talk I return to the SCAA conference Culture, Curriculum 
and Society, wi th its combustible agendas of Britishness and moral 
relativity. Professor Antony O'Hare argued that science and 
mathematics are cross cultural, but that morality is dependent on 
historical context. Although the particularist view was influential in 
European culture, and was fine to counter imperialist pretensions, he 
saw locking individuals into their history and culture as an instrument of 
servitude. This was good stuff, and coupled with objections from the 
Northern Ireland delegation concerning the simplistic politics of identity, 
seemed to be pressing ideas potentially subversive of what I inferred to 
be Nick Tate's position. But O'Hare backtracked to a defense of the 
Hellenistic/Hebrew/ Christian 'core' , and appeared to offer succor to the 
'platform' view that our high culture (equated with Matthew Arnold's 
'best' of what has been thought, writ ten and said) should not be eroded 
by inferior thoughts arising from an overgenerous view of the politics of 
difference. Needless to say, this did not please the multicultural lobby. 
But the nadir of the conference for me came when one MDR Irwin, from 
the New Zealand Chamber of Trade, attributed Maori underachievement 
to the dependency culture and lack of home support for education. The 
indigenous population were not sufficiently grasping Arnold's best of all 
that etc. etc. When asked whether he could identify any aspects of 
Maori culture that might be seen in New Zealand as contributing to this 
best, Irwin responded that he could recall none. 

All this leaves us with a question, and one equally pressing for the UK 
and the South Pacific. Is education, in Professor Minogue's words, an 
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exercise in alienation from the parochial limits of our immediate society 
and environment, or is it necessarily and deeply concerned wi th local 
knowledge? Neither condition is a bar on the hope that we can learn 
from each other. Returning to the UK after three years at the University 
of the South Pacific, I must say that I miss the audacious vision of the 
USP, the liveliness of debate, the unsentimental multiculturalism, the 
generosity of spirit, and the open exploratory professional stance that 
binds its academics and teacher trainers to the regional Ministries of 
Education, to the teachers in the schools and to the students. I noticed, 
too, the faith and optimism displayed, often in the teeth of under-
resourcing, and miss, in the absence of a UK equivalent, the subtle 
nuances and decent compromises of the Pacific Way. Don't sell your 
birthright for a mess of pottage. 

Notes 

Harris, N. 1993 Law and Education: Regulation, Consumerism and the 
Education System, Sweet and Maxwell, London. 

Jenkins, D. and Priestley, J. July 1997 "Selective Memories: Post RAE 
Issues in the Light of Game Theory", Fringe paper to the HEFCE 
Conference, Research Assessment: Future Perfect? UWE, 
Bristol. 

See also Oliver Fulton, "Present and Future Imperfect" in Conference 
Report, SRHE 1998. 

44 


