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Abstract

As a specialed field of study in English universities, teacher education for the -post
compulsory education and training sector {FEET)s underresearched and under
theorised.By portraying the views and perspectives of teacher educators (TEds) about
their knowledge ontext, practices and belietg a time of considerable flux for the PCET

sector and for university provision of teactetucation(TE)generally the thesis makes

a significant contribution to the empirical and theoretical literature for this field
Extersive interviews and programme documentation provided insight into its current

state and security of tenure in the academy. Analysis and implications of the findings
drewonal G2y Qa ownmn0 [ SZakindovativel dndyyic expRrdry ¢ K S z

framewark in which organising principles of knowledgeacticeswere conceptualised.

The findings suggest that TEonstructedtheir field as one of relative low autonomy

with little collective agency to insulatéself from external sources of power and
influence. It alsolacked legitimacy andvas marginalisedin the academy Absent a
distinctive specialised pedagogy GiEPCET to articulate an academic TEd identity,

there was considerable ambivalence as to the focu$ @nduct of academic TECET
research. Thigffluencedd KS FA St RQA& kobdsitetlistidetivd @mmuSigg St 2 LI
of scholars with implications for the framing of curricula and pedagogy. In sum,
knowledge and knowespecialisationwere relatively wek in the intellectualand
educational domains. In a circularway, this rendered TEPCET as a specialism
susceptible to extrinsic pressures. Analysis datt@ntion to the potential for TEds to

raise the status of universitpjased TEPCETto strengthenits intellectual autonomy

and the epistemic power of its knowledge basand cultivation of a distinctly TEd
dispositionthat would serve to enhance itsumulative knowledgduilding potential

Thiscould be achievedy asustaired focus on aRA a G Ay QU A S WKAIKSN

discourse



Impact Statement

Given the scholarly inattention afforded there is a need and much scope for different
ways of examining TECET as a distinctigemiautonomous social field of practiead

the knowledgepractices of itSTEds aslisciplinary custodiangn this study, dawing on

a I (i 2 go@imatign Code Theorpols ofSpecialisatioh Yy R ! dzi2y2Ye&s> ¢9R
text about their knowledge practices and beligi® conceptualised as languages of
legitimation, the empirical expression of underlying generative mechanisms governing
what constitutes legitimacy. Through them, TEds proclaim what they perceive to be
legitimate practices, habituses and forms of capjdtNamara, 2007in academic TE
PCETThese languages embody orgamg principles (legitimation codes) which afford
insight intothe facility they confer ona fieldto exploit opportunities and to resist how
others would seek to define and control Academic TIPCEWwas thus an object of
analysis structured by, within the limits of the study, the organising principles
structuring its external relations with other social fields of practice and those
structuring its symbolic and social relationBhese analytical tools @anced an
understanding of the conditions under which academiePTEET might be sustained or

wither as a distinctive specialism in contemporary academia (McNamara, 2009a).

The study offers new understandings of the work of TEds in acaderRECETE as part
of an agenda to recover knowledge in accessing the black(oung 2008 of
academic TIPCET knowledgét shifts the focus from enquiries into ways of knowing
and coming to know in deriving professional expgrigementin TEPCET where

reflective practice is ascendant, a scholarly consideration of knowledge as an object.

The methodological approachhat included he drafting of an external language of
description offers a frameworthat affordsTEdghe means of surfacing aradticulating
the organising principles of academic-FEET This wouldsupport them in gaining
greater conceptual purchase on their workxtendingto their research, curriculum
design, teaching and assessment practices. It thus offers a feasibly px@dapproach
for establishing a more conceptual and systematic approach to acadeAfCEE work.
It supports TEds in revealing properties and tendenciésoivledgeof which they may

be unawarethat can lead to unanticipated consequences antitheticalheirt stated



aims and goal#t the same timeit addresses a recurring criticism of much educational
research, and particularly practitioner enquiry, as lacking methodological rigour,
theoretical grounding and genersdibility (Wyse et al.,, 2018Vanassche &
Kelchtermans2015)

The study, in its various stages, has been presented at the UCL IOE summer conference
2017, the LCT conference 2017 in Sydney, atté LCT conference 2019 in
W2KFIYyySaodzNB® ! RN}YFiOG 2y (GKS aitdzReQa 02

submission to a peereviewed journal.
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Chapter lintroduction

As a specialisedfield in the academyteacher educationfor the postcompulsory
educationand trainingsector (TEPCET) Englands one aboutwhich the academic
literature is silent Given the policy dcourse that portends an uncertain future for
universitybasedteacher educationTg generally this exploratorystudy seeks tgauge

the state of this specialisnit will consideri KS FTA St RQa Oddaiding G A S
potential, and its ability to winstand external pressures arithirnessopportunities.in

times of uncertaintythis will shed light orits security of tenure and future trajectory

in the academy.

The fundamental object of analysis universitypasedTEPCETs afield of specialist
academic practiceBourdieu, 199B; Lawn & Furlong, 20119nsed through theeacher
educators TEd$ as its disciplinary custodians (Fitzpatrigk09 McNamara, 2009a
Twenty-seven TEds from three universities in England, supplemented byseour
LINEANI YYS YR aa20AFGSR R2 OdzY S yhelstidy 2 y =
Aa I GKSYF GAO I yaboltéhaimkaowldd§e pra&ices ahd i@hals ¢ &
research, curriculum, pedagogy and assessmebtawing on the conceptual
architecture of Legitimation Code TheorfLCT) this analysis is theoretically
reconstituted (McNamara, 2009a) to analyse the base$ 6f Roéo€amationsof the

F A SlégRrsdy and their ownexpressed itheseviews.

In this chapter, bffer my personal and professional reasons for pursuing the study

expand further onits aims and rationale Locating the study in thesociology of
education literature Ipresentsocialred A &Y a GKS adGdzReQa SLIAa
andabrief explication of LC3sits explanatory frameworkTo contextualise the study,

an overview of thePCETector in Englands provided Following this] addressthe

empirical and intellectual research probleamd the research questionso which |

soughtanswers.The chapterconcludeswith anoutline of the structure of the thesis.
MPM ¢ KS NBASI N&E§NDBaf thédBedih G A2y | YR ¢

Prior to my appointmentas a universitypased TEdl worked as arkdin a further
education (FE) collegkike most teachers who move infdework, my transition from

collegelecturer to collegebased TEdourteen years ago was more accidental than

13



planned(Eliahoqg 2014; Field2012;Menter & Murray, 2011). Managergerceivedthat

| was a competent committed lecturer delivering courses in the Business Studies
curriculum It was on that basis that | was encouragegbio the teacher training team

on a small fractional contract. Over time, in concert witlty role as an Advanced
Practitioner, this became a fttiime position. Initially, | delivered City & Guilds teaching
awardsfor initial teacher education (ITBgforeworking in partnership with a university
deliveringits ITE programme as part of a franché&seangement Franchising refers ta

university authorisingn approved partner institution, usually an FE college, to deliver

and sometimes assesall or part2 ¥ (G KS dzy A GSNEAGE@Qa L¢9 LI

University award.

Onmy appointment as a TEd, and subsequentlyasconcernedhat mysuitability for

this specialist workested on my experiences in the classrooMy formal teacher
knowledgewas derived from my own generipost-graduae certificate in education
(PGCJEcourse undertaken years previousyoing bac dzNIi KSNE Yeé o6 OKS:
in economics from Australia held no suitable knowledge appropriate ot seemed
that my experience as a teachaccrued solely in one collegsasprivileged over any
theoretical underpinning knowledge aboutE as a discipliary specialismWhat |
brought to TEwas highly contexbound and-dependent knowledgeThe basis of
achievement and legitimatioas aTEd seemed to be experience and good teacher skills.
That troubled me. | felt, and research affirms, that being a gotwmhcher does not
necessarily tnslate tobeing a good TEd (LoughraB006; Zeichner2005) and that
teacher expertise differs fromTEd expertise (Bullough2005; Smith 2005). The
importance of knowledge was downplayed, arguably worse, obscured:what

knowledge was necessary to succeeda TEwvas invisibléo me.

Furthermore, in mycollege experience working withTE colleagues | was aware, at
times, of differences in our knowledge practices. What was privileged, for instance, in
observations of begmng teachers differedregardingthe emphasis onpractical
teaching skills and underpinning theoretical knowledge, or how reflective practice was
valued, operationalised and modelled. | had strong views on provefitgntteachers

a route to professionaduthority based on the ability to be critical in their perspectives

| emphasised the importance atcounting for strategies and views linked to theory or

14



research There were differenemphases angberspectives on this point amongst my
peers. It is impatant to highlight however, thatmy peersand those within the
professional community of TEds with whom | had contact, were dedicated, highly

professional and experienced practitioners.

Toalleviate doubts about my legitimacy ag &d,] embarked on anaster@ degreeat

the Institute of EducationUniversity ofLondonto secue a more solid TE knowledge
foundation. Whilst that aimwas notfully realised the degreeprovided a platform to

explore literatureregarding the education of the professior&pedfically, the work of

Basil Bernsteiron knowledgestructureshas been very influential in my thinkints
constitutive functionsupportingi KS & dzRe& Q& { K SafdSsiinkciiaptér F 2 dz
3.

Following the completion of myv | & (i, § IBfFEbased THor the academy This
broughtinto sharper focus for me what was particulahiigherabout higher education

(HE)TE Indeed.,its locationin the academyuggess knowledgeproduction, given the
traditional role the university plays in the intetieial field(Wheelahan, 2014)n my

years as a collegeased TEd working ia university partnership| had extolled in

hindsight withoutfactualo  aA &> (KS @ANIdzZSa 2F GKS dzyA
knowledge insights int@Efor the collective benefit of me, mgtudentteachersand

the broaderPCEBector.A comment from a university external examiner was telling
however Reviewingthe umt S NB A 18 Q&8 LINPOAAAR2Y S (G(KS SEI
the PGCEourse programme had not changed in any substantial way in the twenty
years since she haoken a studentit the sameuniversity That perspective, coupled

with my move into the academypiqued my interestabout knowledge practices of the

universitybased TEd

| was curious as tavhat knowledge was being produced and the nature of the
relationship if any,between this knowledge and the curriculum develogedITE Did
TEdssee their speeailism embodied in practical expertiggoung& Muller, 2014a) or
specialist knowledger both? If specialist knowledge, what form did this take? &er
TEdsas academicgroducing new knowledgel? so, didthat inform their pedagogy

how and in what wayWhat did TEds consider whgherabout universitybasedITE?

15



Why was it therePruminated over these sorts of questiandltimately,it led me tothe

doctorate

1.2 Aimsandrationale for the research

There isa paucity of empirical research into the knowledge practices of univelrasgd
PCETEdsand this specialisedield. TEdsare generally considereé## A y A aA 6t S SR
(Crawley2016; Thurston2010) about whom thecholarly literature is mutéAzumah

Denniset al, 2016) Indeed,the invisibility of TEds andEPCETnay reflecti KA & FA S
WLIZ2 2 NJ NBf My Y d@/MmNI 2N &/ A yREBND within e & G I

internationalliterature onTE

| argue that this lacuna needs addressing at a timeanafertaintyin PCETFolbwing
reforms (BIS, 2012a, 2012lhe sector has been deregulated arids no longer a
statutory requirement foPCETeachers to be qualifiedt alsoresides in a policy sge
where the efficacy of university provision ofE andi KS I O lreRe$ance ani
contribution to improving the practice of education (Furlong & Whi017) are
questioned There has been a concertatbve away from universitypbasedTEin favour

of the education and training of teachers in the workplaBeguchamp et gl2015;
Childs2013 Czerniawski et gl2019.1 9 €batribution toTEhasthusbeendiminished
(Ellis & McNichalk015) its influencen considerable decline (Murra§ Mutton, 2016)

In EnglandqdzSa G A2y Ay 3 (GKS | OFRSCBEQES aWRY A ®2 @NJ
R S NA &Vurgay, Q017 1020 about TEdsfrom policymakers stakeholdersand
commentators on the righ{see, for instanceGibb, 2014Gove 2013 Moore, 2013).
Mirroring perspectives ithe USA, Hong Kong, the Netherlands (Dastitagnmond &
Lieberman 2012) and Australia (Groundwat&mith & Mockler 2017), these
discourseschallengethe notion that there is a knowledge base for teaching that
necesfates a pivotal role for the academy in teacher preparati@arlingHammond

& Lieberman2012 Whitty, 2014.

' YR2dzo G SRf & (GKAA WadaNRy3 Gdz2NY étagomeRa  LIN]
151) in EnglisAE poses threat to the continuation ofuniversitybased TE provision
(Tatto & Menter, 2019)This could be consequential considering Fedskrucial role

and influence on the quality of teaching and learning in schools and colleges, student

16



outcomes and the improvement oeducational systems generally (Ellis & McNicholl,

2015; Murray et al., 2019b)Teacher educations a fundamental component of
economic and social development (Tatto & Menter, 20I®)issuggestthe need for
universities, andEds, td NIi A O dzf stifyi tBeir tlaini® to $eRtdality in the education

LINE OS &3 Q207a1MNd #Of F NAF& GKS @rtdzS 2F GK
education and researeR Y T2 NY SR LINI OG0 A OS ,2K4bii232jThiS & 2 T
elevatesTEdsaskey insidersandstakeholder{Murray et al., 2019bhut whose insider
perspectives on policy and practices in research and pedago@¥ main under

researched (ibid.).

TEdsare educators of a profession and, apart from imparting the tips and tritkseo
trade, they convey implicit valuesattitudes (Murray 2008b) and standards of
professional integrity angudgement(Beck & Yound@005)that underpinprofessional
practice Ideally, o ITE programmes in universitisgidentteacherswill be socialsed

into recognsing what constitutes valid teacher knowledge, how that knowledge is

valued and used in the formation of their professional expertise.

For PCET however,this may be problematic Following the reforms, the sector is
deregulated, with attendant implications as notedIn addition, like TE forthe
compulsory shoolssector(TEschools) there is no agreed codified knowledge base for
teaching (Winch 2004) or teacher education(Goodwn et al., 20%). No formal
qualification programmse (Crawley 2014 Eliahoq 2014; Goodwin 2019 nor
professional standardsxistfor TEds in England to guide the structuring and framing of
their knowledge baseWhen onealso considersthat PCETTEdsin the academy are
drawn from thePCEBector (Noel, 2006)ather than disciplinary fields in academia,
there may bedifferences amongsthem as to what counts as teacher knowledge,

what knowledgesshould beprioritised, and how knowledge should be ghaced and
validated Whilst ostensibly practising TE in the broad sense of preparing new teachers
for the sector, a¢ 9 Ro@m (original) teaching specialism, academic trajectory and
experience of teaching, may reflect and privilege different forms of kedgé This
would potentially convey mixed messages as to what counts as the basis for success
and achievement in teachin@his is not to be underestimated for, as Furlong et al.

(2000: 36) make clear with reference to perviceTEschools
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what student teachers learn during their initial training is as much influenced
by who is responsible for teaching them as it is by tbentent of the
curriculum (my emphasis)

Consideringthe foregoing this studyis an exploration ofthe specific knowledge
grounds upon which T8 base their own claims and that of academiEPCETo
academic legitimacy as a distinct specalield inthe academyThis will offer insight

into its current and future position withiit.

¢KS addGdzReé RNIga 2y O2yO0SLlJia FTNRY (LEDH)G2y Q:
which is a sociological framework for analysing knowledge pragtitisgositionsand
beliefs.¢ 9 RI&pitions in talk and texdre theoretically reconstitutedo excavate the
organisingpropertiesof TEd knowledge practiceShese properties afford insight into
the bases for a sustainable, distinct academic culture (He2k&0) andcritical mass

of scholars (Delamont et all997) considered among the necessary conditions for
establishing focused research programmeand designing andieliveringintegrated
coherent professional curricula (McNamag®09b) Simply,such programmeare key
resources for cumulativiknowledgebuilding in intellectual and educational fields
Insight into theorganisingprinciplesof a field thus affords an understanding ibfe
facility the principlesconfer on it to exploit opportunitie¢McNamara & Fealy, 2011)
and, particularlygiventhe current policy discourseoncerningTE to resist how others

would seek to define and control it.

A key theoretical premisef LCTis that in their knowledge praites and beliefs TEds

are at the same time making a claim of legitimacy whitsiton (2014 24) terms

Wil y3AdzZ- 3Sa 2F fSAAGAYIFGA2y Qb [Fy3Idz2 3Sa 2
claims made by actors for carving out and maintaining spaces within social fields
of practice.These languages provide a ruler for participation within the field and

proclaim criteria by which achievement within this field should be measured. That
is, they offer messages as to what should be the dominant basis of achievement.

I SY NI £ { 2ument ini ®nyt€hing dof KidBwledge practices as languages of
legitimation is that they are the empirical expression of underlying generative
mechanisms that govern what constitutes legitima€iieyare hence bothstructured

and structuring (Maton, 2014 McNamara, 2010a)They arestructuredin that they
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structuringin that they are notsimply a reflection of those positions within power
relations of the field, but theknowledges comprising the claims embody intrinsic
structuresand propertiesthat can, in turn, have structuring significance for the field
(Maton, 2014. That is to s@ languages of legitimation encompass organising principles

that have effects (ibid.).

1.3 The sociology of education and social realism

This study resides within a relatively new but growing body of literature in the sociology
of education (Moore, 2013: social realismMaton (2019 refers to those working in
thisi N} RAGA2Y a | WO2FLtAGA2Y 2F YAYRaAQ ¥F2f
& Moore, 2010b).Despite diversty of intellectual antecedents and manner of
argument these scholar¢for example, Moore & Maton, 2001; Moore, 2013b; Muller,
2000; Rata,2012; Wheelahan, 2010aYoung, 2008)make a persuasive case for
considering knowledge as an object of study in its own right witip@rties, tendencies

and powers Social realisninas beenin critical response to both positivist and social
constructivist/pst-modernist accounts of knowledge and truffhe former denies the
sociality of knowledge in that beliefs must be contexhd valuefree, and objective
(Moore, 2013b). fie latter holds that knowledge is socially constructed within historical
and cultura conditions(Maton, 2014 and hence about relations of power between
groups in society (Maton & Moore, 204,0Moore, 2007); on that basis it is claimed

knowledge cannot be objective (Rata, 2012).

Social realistadopt a middle groungbosition. Theyacknowledge that whilst knowledge
production is inescapably socialactors in social fields of practice socially produce
knowledge (Rata & Barrett, 201djt is not constructed amdividualssee fit This would

reduce knowledge to standajnts entwined with particular social interests (Mogre

2013) in the immediate socihistorical context of its production (Rata & Barrett,

2014) Thiswould seg y 2 ¢ f S R 3 BotHing Eutd 2 D A A i ,Q008: a5bigiNad
emphasiy, where concepi ' YR 2y S$0Qa SELISNASYOS 27F (K¢
seamless reality (Yound@008). Rather, it is separated from experience by the

development of concepts relatively independent of any particular experiential base
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(Moore, 201®; Rata 2012). Objectivityof knowledge is guaranteed by being the
product of socieintellectual networks extensive in time and space (Rata & Barrett,
2014)and whose collective procedures allow for its independent evaluation (Moore,
2013%). Knowledge ishus able to transcend thsocial conditions of its production

(Muller, 2000; Young, 2008) and is irreducible to them. This undersooesrgument

of social realists that not all forms of knowledge are equal, that some are more powerful

than othersfor reliability and explanatorypower. This allows for the importance of
disciplinary knowledge (Rata, 2012), knowledge that is conteldpendent, that
GKAOK  2dzy3 6Hnny0v NBFSNR (2 | a WLIR2gSNF
generalization, abstraction and affordances for neways of thinking or imagining

(Wheelahan, 2010a; Young, 2008).

Social realismsupportsthese claims by drawing on critical real{€@R)philosophy
(Bhaskar, 2008pnd its commitment to depth ontology that conceptualises real
structures and mechanisms thige beneath surface appearances embodied in practices

and beliefs(Clarence, 2013)This affords insight into ways practices are shaped and
changedovertimeTK A & OF y 06 S dzy RS N& (i 2 é®logic&lréeBsdra K/ w

epistemologicatelativismandjudgmentalrationality.

Briefly,ontological realisnposits a reality independent of human experience and from

which humans can create knowledge (Moore, 2013b). One can distinguish between the
world and our experience of it, the distincti@erving to highlight that knowledge of

reality is not reality itself. This is becausality for critical realists is identified at three

levels: thereal, actual and empiricalthat are hierarchically arranged domains, the
foundation of which is theeal. Therealis made up of objectsnatural or sociat which

have structures and possess causal powers and causal liabilities or passive powers, that
Aads OIFLIOAGASE (G2 0SKF@S 2NJ LINBRdzOS OSNIik
kinds of chaBSQ OG6fAFOAfAOASAO O{IF&@SNE HAnAANY MM
interact with other mechanisms, they produce something new. The extent to which

their powers or liabilities will be realised will depend on the circumstances of their
interaction (MooreH nM0o 0 0O ® ¢KA& LINRPOS&a 2F WSYSNHSy
is produced cannot be reduced to its constituent parts despite those parts being

necessary for its existence. In the social world, then, causal powers may be activated
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but the results willdepend on the conditions at that time. Tlaetual refers towhat
happens when and if these powers and liabilities or mechanisms are activated and what
effects they have. Thempiricalrepresents the human experience of tlaetual This
study draws on the a@main of the real when considering generative mechanisms and
structures, for example, disciplines as seepstemic entities (chapter 2), the
legitimation deviceand structures of knowledge and knowers (chapter 3). These are
ontological entities from wiwh events and experiences emerge and which are

represented by the accounts of the study participants (chapter8b

Epistemological relativisinolds that the world can be known only via knowledge that

is produced by humans through descriptions andalisses (Sayer, 2000) reflecting the
conditions under which it was produced (Moore, 2013b). As such, it cannot be universal
Truth but subject to®€hange over time and across socultural context§XMaton &
Moore, 2010a4). This does not imply judgementalativism, however, the notion that

we cannot adjudicate amongst knowledgébid.). Rather,judgemental rationality
draws attention to thewaysin which knowledge is arrived aind for which we may
KIS 3INBIFGSNI O2yTARSY¥OS@NB SAYI KK dz#S 6 CK
(Moore, 2013b: 345)

Social realisnthus affordsan understanding thatnowledge and knowensay be seen

and analysedogether without reducingone to the other.Chapter 4 will address the
methodological implicationsf social realisnfior the research design, drawing on g

philosophical underpinnings

1.4 Context: thd®CETBector in England

PCETs a complex, muHiaceted sector with significant implications for the economy
and society. Despite thi®CETs consi@red by many to be the Cinderella of education
in EnglandNorton, 2012;Orr & Simmons, 201oma 2017) Subjects covea broad
spectrum of vocational and acadenspecialisms and levela sites as disparate as
prisons, community and adult education legles, FE colleges, sixth form colleges,
private colleges, andorkplaceslt is a sector reliant on predominantly fractional and
part-time teaching staff (Jamesd@Hillier, 2008 Orr, 2008) FE colleges encompass the

largest institutional component withiRCETaccounting for over 2.2 million students in
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201718, employing 60,000 teaching staff with learning delivered across 189 general FE
colleges and 73 sixttorm colleges in England (Ad®D17).The student profile is equally

diverse with students ranging fromdlyears (Bathmaker & Avis, 2013hrough to
retirement age.Most teachers come into the sector from other professional or skills
backgroundgOrr & Simmons, 2011Dftenl G S I phofeSsiNdlzallegiance is to the

original professioror occupationrather than to the teaching profession itself (Qrr

2008; Spenceley nnc 0 NBadzE GAy3 Ay | FNFIAYSYGSR |
culture (Blair2011).

C2tt26Ay3 &¢8HASROPOE gmEiging of teachersor PCET
has been the subject of quite intense refotmy successive UK governmewtger the

past two decadesegardingstandards and regulatory frameworkBisher et al.2019;
Fulford et al,2019).Prior to 2007, participation in ITE was voluntayith the election

of the NewLabour governmentn 1997,the requirement that all FE teachers hold
teaching qualifications based on national standarittgd() was mandated with effect
from 2001. Following the recommendations of the Lingfield Independent Review of
Professionalism in Further Education (BIS, 2012tavever,it is no longer a statutory

requirement for teachers in the secttw be qualified as tedwers (BIS20123 2012b).

Commensurate with this policy churn, professional standards for teath®CEhave
undergone several iterations over the past two decades (Fulford etZ28l19)
commencing with FENTO standards (FENB@9), largely employded and modelled

on an occupationaindustrial approach of competences and skélsd which formed

the basis of teaching qualifications for the sector (Fulford eRall9). These standards
were subsequently criticised s NJ a | 2 S a (i & Qthe Qfigedor BaDda@Nd § S
Education(Ofsted) In a 2003report, the standards wereonsidered an inappropriate
basis forTEprogrammes (Ofsted2003). The successor organisation to FENTO, Lifelong
Learning UK (LLUK) introduced revised standards (IA00K) whch underpinned a

new qualification framework for ITEhesecomprised of prescribed learning outcomes

and assessment criterighat were WY I LILJISRQ (G2 L ¢9 , 2008 I NI Y
Underpinned by an objectivist view of knowledge (Maxwell, 201@),irtherent
assumption was that standards would capture the complexity of teacher professional

knowledge.Maxwell (2010) suggests that the standards ignotled significance of
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context and workplace learning settings emphasised in more recent -sattiaral
conceptions of professional knowledgée standardsverethuscriticised as technicist,
mechanistic and too prescriptive (Lucas et, &012; Lucas & Nasta2010) an
inadequate representation of codified knowledge fBCETieaching (Lucgs2007),

subjed to uneven application amongst the TEd community (Lucas,&Gl?2).

Following the Lingfield review and subsequent deregulation of the sector, the LLUK
standards were scrapped. A new employedl organisation, the Education and Training
Foundation (ET)was charged with devising, in concert with the sector, new standards.

The resultant (current) twenty standards are structured around three areas:
professional values and attributes, professional knowledge and understanding, and
professional skills (ETE014) Theyhave no regulatory force although Ofsted draw on

them when inspecting provisionOfsted 2015. Thompson (2014) notes that the
standards do not specify levels of performance but ratbffer generalaspirational
statements as to whaeachers should value and know at any stage of their career. They

are designed less as a prescriptive set of competences and more of what professionals
aK2dzZ R 0SS 02 YYtoinairfaR and npravg stehdaidSdallfeahing and
learning, and outcom& ¥ 2 NJ f S RONG/ 1SAUEo@ et @ HA01D: 23) suggest that

GKS aidlFlyRFNRaAzZ WFHG fSIFHad AYLIEAOAGE@QT | N
and social construction of teacher knowledge to be found in literature on the work
basedlearnf3 2F (S OKSNEQ® ¢KAa KIFa NBazyl yos
in the discussion sections in chapters 7 and 8 when considér@dérulum and

pedagogy knowledge practices.

The involvement of the academy in this provision extends backroeee than 60 years
(Simmons & Walker2013). The most recent data (Zaidi et, 2018) shows thatin

England 34 universities offered this provision. Fodix Awarding Orgasations (AQO)
dominated by City & Guilds and Pearson, awdrtiEE qualificatios delivered mainly

by FEcollege$. KA&4 ! h LINRPZAaAA2Yy KIFI& 0SSy ONRGAOA.
NF GA2Yy Il f | LILINE I OK 0ay:{1R9Ytteaghér trainin e 2nXjdriy 2 v

of ITEprovisionfor the sectoris inservice on a paftime basis usually oveatwo-year

period. This is not to suggest, however, that als@mvicestudentteachersare in paid

employment in teachingThompson 2014; Zaidi et al. 2018); that is, they are not
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necessarily experienced teachefhis may reflecthose seekingo be qualified soon
after employment or to secure voluntary placements in colleges to become qualified
(ibid.). Whilst inservice student numbers have declined over the period 20210
201516, preservice student numbers at universities learemained relatively stable
(Zaidi et al.2018).

Further, in comparison with T&hools where there are between 15 and 20 subject
areas, thePCETurriculum has possibly up to 20Grawley, 2014Eliahoq 2017) and

this diversity requires generic ITE programmes (EliaB0&7) which dominate over
subjectspecific ones (Lucas et,&012 Rogers2011). The university programmes are
offered atdifferentlevels: level 5 Certificate in Education (Cert. lelgl 6 Professional
Graduate Certificate in Education (ProfGCE) and level 7 Post Graduate Certificate in

Education (PGCE). Not all universities engaged in the provision offer all levels.

The diversity and complexity (fCEGives insight into the challeyes faced by the TEds

an underresearchedccupationalgroup.

1.5Teacher educatorgeacher educatiorand the research problem

The empiricakesearchproblem

There has beegrowing academic interest ifEschools. This is partip response to
how governments have sought to position the field and its practifcesghran, 2014)
The focus has tended to be dhe organisation and structuring gfrovision, and to
what ends ipid.). This has been at the expense of a more scholarly deraion of the
role of the TEd and theknowledgework (Murray, 2014.

ForPCETnore relevantlythere is a paucity of research on TEasl their knowledge
and skill{Crawley2013;Eliahog 2014 Noel, 2006 Thompson2014;Thurston 2010)
and as a @éldfor PCEJTEA & Wrinédrchadind undertheorized)  § 20242338)
| could findno empiricapeer-reviewedresearch thaexclusivelyprivilegel the voice of
the universitybased TEd foPCETnor that offeeed an exploration ofthe field in the
academypertaining to their knowledge practiceshis studyseeks to filthat gap.It will
also address the undédheorisation of the field by theoang knowledge Given the

alddzRe Qa U K StasNS riedesshry bedausheédagcounts of knowledge for
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teaching and TEand the predominant methodology of reflective practice in developing

knowledge are inadequateo this end as | shall briefly sketch

The intellectual research problem

Knowledge is far from a silent topaf researchinterest. Typologies and taxonomies of
knowledgeabound and for teachingi KS Y2 &G LINRPYAYSY.0Thestd { Kt
are useful for articulating knowledge content at a descriptive level and are thus valuable
tools that bring knowledge into we (Maton, 2014. They only take the theorizing so

far, for they are limited by thigind of theorizindGeorgiou et aJ.2014;Maton, 2014.

That is, they cannot offer the means for analysismfanisingorinciples of which these

types are surface realitions (Bernsteinl990) that would allow for properties, power

and effects to be exploredMaton, 2014 Moore, 2013).

Similarly, literature that addresses TEds as knowers and theirsfofiknowing offers
insight into¢ 9 Rderfiities as academic workers and their enquiry practices based on
reflective practice. Reflection as a form of theorisihgwever,conflates knowledge
with knowing That is, ontent is displaced by exploringpncepions of content and
context: knowledge is a category reducible to the contexts from which it emerges
(Young, 2009)An underlyingassumption is that knowledge does not have features
independent of such practices (Wheelah@010a)rather than associal realists would
argue,an object emergent from but irreducible to the ways and means of coming to
know (Georgiou et al2014). In sucltasesthe differences in the formof knowledge

are sidelined (Maton, 2014.

Theliterature on professional kowledge forTEoffers very little by way of analysis of
knowledge as an object that wousdipportthe uncovering of it®rganisingprinciples
to exploreits effects For this study, this is necessaoyconsiderthe implications for
the TEPCETield. LCTsatisfies that aim.

1.6 The research questions

Drawing on interview data of 27 universibased TEds and associated programme
documentationfrom three universities in Englandhe study sought answers to the

following research questions:
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1. How do TEds conceive of thdistinctivenessof academicTEPCETas a
specialiedfield of studyin the academy?

2. On what bases do teacher educators legitimate their knowledge practices and
beliefsin
a) theintellectual field of knowledge productiofnesearch?
b) the educational field of knowledge recontextualisati@urriculum)?
c) the educational field of knowledge reproductiofpedagogy and
assessment)?

Thefirst research questiorstablisiesthe macro contexwithin which TEds practice
and their claims forTEPCER #nstitutional position.The second questioaddresgs

¢ 9 RAQ Qvhatid déémedispecial and worthy of achievemintheir specialism.
Answers to these questions will affoashalysido gaugethe statusof universitybased
TEPCETand provide insight into the extent to which it might wither or flourish in

contemporary academia (McNamara & Fealy, 2011).

It is notmy intention to developa TEprofessional knowledgeanonnor the criteria for
such.The study does not sea& further categorise teacher knowledges in typologies,
nor contest the range and diversity of knowledge needed for teachimdy TEPCET
Whilst | acknowledge thateacher expertise differs fromTEdexpertise, | am not
attempting to derive TEd expertise. Expertise involves mediation between a body of
knowledge and its application within contexts that entail aspects of decision, advice and
action, involving manual and intellectual skills (Grundm&®17). hat is too broad for

my purposesAs noted thetheoretical aim of theesearch is to make visible knowledge

as an objectlt does not seek to forjudgementon the quality of work undertaken by
TEdslndeed,Ofsted has acknowledged the valueTELINE GA RSNAR Q O2 y (i NA |
et al.,, 2018).For the last fouryears, Ofsted inspectors have consistently rated the
quality of their work highlyAlluniversityled ITEprovisionfor PCETh Englanchasbeen
gradeda minimum Grade 2 (Good). More than one in teriversitieshave been graded

Grade 1 (Outstandingibd.).
Clarifying terminology

In the field of teacheipreparation,the termsteacher educatioror teacher training
studentteacheror traineeteacher, reflect different, shifting and contested historical
and discursive positioning (Czerniawski et2019) of the field. In this study, reflecting
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both how the TEds conveyed their understanding of their work and that oftindent
teachers and he place of the academy, the termieacher educatiorand student

teaches have beerused, unless variationsere offered in direct quotations.

The study takes a definition of TEds adopted from Loughran (2014) to be university
based staff with a responsihy for the educationof prospective and current teachers
enrolled on preservice and irservice teacher preparation programmes and who have
formal responsibility for the professional development of teach@gsin turn, includes

ITE prior to qualificaton and continuing professional developme€PD) post
qualification. Thdocus in the study is ohEPCE®s a disciplinary field in the academy
and, to distinguish it from collegeased provision undertaken by collegeployed

TEds deliveringOqualificaions, | refer to it amcademic TEPCET

Without wishing to engage witthe rules and criteria fodefinitional distinctionof an
academidiscipling important as they may hen this thesisfollow Barnett (2009436

in conceiving of? R A & Qith 3 singll8Qthatis, Wo NR I R FASft Ra 2F Ay
LINEFSaaArzyltft SyRSIF@2dz2NR GKI G . RiugddlowlniNE & Sy
. 2dzNRA SdzQa fi@l@ (ghadter B) disgipline®ah be understoods relatively
autonomous social fields of practice, comprising both knowledge structures and social
agents and henceare socioepistemic entities.Section 2.3 will further explore th
understandingof disciplinesw ST SNBEy OS (2 WR Anaf@wardicanyp& Q F N
read as coterminous with specialisedield of studyor practice This accounts for how
education (and TE assaibspecialism (Becher, 19943 viewed as a disciplinealso

follow Maton (2014: 63 nl) in thatptavoid confusion betweethe uses offield by

Bourdieu and Bernsteji. RSy 2 (S . 2dzZNRABYzRE2F2dzA2 02 06 R
W NX&apt€ 3) bysocial field

1.7 Structure of the thesis

An overview of the study has been set out in thisptiea It identifiedacademic TE
PCET®s an underesearched and undeheorised socialfield. The aims and rationale
for the research werestated and the study situated in the sociology of education
literature, drawing attentionfor the need to theorise knowledge as an objetGhe

thesis made up of a furthenine chapters,will proceed on the following basis.
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Framed by an understanding tbfe role of the academin professional knowledgand
conceing disciplines as sociepistemic entities Chapter 2 will exploréhe scholarly
literature relating to TEas aspecialigdfield of study in the academjyt will survey the
knowledge traditions and TEds as disciplinary custodiéms.will draw attentiond the
contested nature of knowledge for teachimgth implications forthe role of TEds as
members of a disciplinary communiity the academyThis chapter concludes with an
acknowledgement of the contribution this literature makes to the stutylimitations,
particularly regarding the research problemforeground the setting out ofthe
explanatory frameworladopted in the studynd its theoretical foundations Chapter
3. Figure 11 provides an overview of the bodies of literature and theory that thelg

draws on.

Chapter 4 offers a detailed account of tihesearchmethodology It considers the
methodological implications of a social realist study for the research deKigill
proceed to an account of the choice of institutions, participaatgjdata collection A
detailed account of the staged approach to analysis culminating in themes linked to

theoryis expounded Chapters & 8 present he outcomes of this analysis

Addressing the first research questijarhapter 5 provides an account ldw the TEds
conceive of the instittional position of academic TECE Tconsidering its relations with

other disciplines in the academy, the social fiel®GE&nd government policy makers.

Chapter 6 considers the intellectual fieldafademic TEPCETh response to research

j dzZSaGdA2y wl o L NBLZ2NIa 2y GKS ¢9RaqQ
research/knowledge production site, the dispositions that they bring to that site, and

their resultant knowledge production practices. Chapters 7 and 8 consider th
SRdzOF GA2y Il f FAStR® ! RRNBaaAy3a NBaASI NOK |
perceptions of the approach tie PCER SOUG 2 NJ G2 OdzNNR Odzf dzYz (K
resultant practices in mediating curricula in those circumstances. Chapter 8 offers a
account of their approaches to pedagogy and assessmoensideringthe curriculum
perspectives, in response to research question 2c. Imp#draultimatechapter,Chapter

9, the findings are reviewed and the implications for academiPCET arising frorhe

study are discussed. Chapter 10 concludes the thesis. In addition to recommendations

for academic TIPCET, the chapter addresses delimitations and limitations of the study,
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suggestions for future researcland the theoretical, empirical andmethodologial

contributions to knowledge.

Figurel-1 Principal bodies of literature and theory used in the study
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Chapter 2Knowledge and knowers:he academy, disciplines
and professional knowledge for teaching

2.1 Introduction

In the absence of scholarly literature on academid®TETRS a distinct academic field,
this study sought a greater understandingtlok specialismThissituated the study in
literatures that addresthe role of the academin professional knowledgeSpecifically,
disciplinesas keymechanisms for generatingnd validatingknowledge influenced by
both the structure of knowledge and the nature of the relations between actaitsinv
disciplinary communitiesand education as a discipline where, in Englandisit
inextricablytied to TE as an academic field within it (Ellis & McNicholl, 2015).

The education of teachersisK S R A ZaBdnldétre (B <d 201 Furlong, 2013),
and central to its academic mission (Ellis, 20¥&) there appears to be no settlement
on the epistemological and sociological questions attachingdiacationand TE as a
sub-discipline questions of theory, method, evidentiary base, att@ struggle to
defend a distinct space in the academy, end@peratingin a hybrid space that is at
once researctoriented and experiential (Furlong, 2013Eds as disciplinary custodians
and their academic community navigate tensions inhetarits knowledge traditions.
This may account for TE being conceptualised as ambiguous-detirngd (Grenfell &
James, 1998; Murray et a2Q19a)with implications for the sustainability of the fieid

the academy

Given the paucity of literature on TECET, this review &cordinglydominated by
referenceto TEschools It sets the context within which the research residesl is a
precursor to the conceptual framework and research design presented in the following

two chapters.

2.2 Professions and professional knowledgeaming the argument

A

Whilstaa | 02y OSLJi = WLINRERS013;Rreidsdd20015Saks,2012% S & (i S
Young & Mulley2014a), one enduring attribute2 ¥ | LINPFSaaizy I yR
clam to professionaktatusis the possession of specialist knowledge (Freid2601)

GComplex work considered valuable for societysgecialisedand unavailable to the
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uninitiated (Hordern2015).Maintaining authority over this knowledge base Haeen

a key tenet of professions (Beck & YouP@05).Thisclassic assumptio(Guile 2014)

in the literature considerstertiary education and training based on theoretical
knowledge asa necessaryprecursor to professional workDisciplinary knowledge

frames professional formation, identity and expertise. This in turn affords the
LINE FSaaazyl trolelsick thathey sapbadit ISEANR | 6 SQ FT2NJ Ay
O2YYdzyAde 2y YIFIGGSNRE LISNIFAYAYDIAHEBL).0KSAI
Profesions at least traditionallyemboded ideals of public service and were able to
operate relatively autonomously, their professional codes of conduct promulgated

from within the profession via the jurisdiction of a sedfjulating professional body.

The hity placel a high degree of trust in their expertise and servidésefts 2006

Kotzee 2014b; Saks2012; Whitty 2008). This speaks to the power and status of

professions.

Youngand Muller (2014 2016)note that much of the literatureconsiders issues of
power and status without necessarily interrogating the forms and effects of
professional knowledgeof particular significance for this thesighereit is contended
that different forms of knowledge have different powers and tendendiest have
effects. Distilling contemporary debates within the sociology of tpeofessionsthe
authorsremarkthat the nature of professional knowledge, apdrticularlyconceptual
knowledge, needed for work in the rapidly changing knowledgeiety has been
overlooked Offered instead ia ¥ 2 Odza 2y LINRPTFS&aarzyltft SELISN
of professionalexpertisein terms of skills and competencies. This has been at the
expense of a scholarly considerationiat the knowledge is that pfessionals have
had to acquire to be expetts 6 ., 2 dzy 320%6: 28 1igihadelphasis).

For higher professional education curricula and in the literature on professional
knowledge, reflective practice has had considerabluence here (Bradburyet al,

2010 Young & Muller2014a; Winch 2010), particularly in the nursing (e.¢insella

2007), social care (e,grook 2010) and teachinge(g., Furlong,1996; Orr, 2008)
professions Whilst concepts that underline reflective practicethe modern era can

0S GNIOSR o0l 01 2 5S¢SeQa 6mpood NBFE SO
Brookfield 2017 Gibbs 1988 Kolb, 198}, it isthe work of Donald Schon and his theory
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of reflective practice thahashad a pervasive influeecon professional knowledge and
formation (Young & Muller2014a; 2016) It is worthbriefly outlining{ O K Ipgh€igies

for that reasonl alsointroduce it here forit foreshadows a contestation over the role
of the academyand disciplinary knowledgeand the privilege it affords the knower in

coming to knowin professional contexts
2.2.1Reflective practice in professional education

In a penetrating critique, Schén (1983, 1987) referred to the traditional model of

professioral education in the academy YR (G KS R2 YA Y | yedhnicAINI K 2 F

R ( A 2 y(1943:A21i) &h@re theorytaughton professional programmes was intended

to be applied to problems in practices ill equipped to prepare the professional for

practice. The academyi SYRSR (2 LINAGAt SIS [o6aidNy Od=

knowledge thathe criticised for placingtudents at a considerable distance from the
demands of the everyday professional worldeophytes,Schon assertedvere not
adequately preparedo cope with the messiness, uncertainties anidatlengesg the

Wa g | Y LR qioglnp) ¢ of ekeryday professiondife. Shon (1983: 69) proposed
|y Episteniblogy of practic®n which the traditional theonpractice relationship
wasinverted,and practice competence was placed at the core of professional training.
CKAAd KS NBFSNNBR (2 | a,109KRI5WREFt SOGADS
HSNJ £ RAy 3 | vy professar@lt NA A (BchdiRo874Y22), researchbased
knowledgewas to beframed by the arts of problem solving, implementation and
improvisation which could be used as tools for mediation in the use and application of
theoretical knowledge. This woul&chdnmaintained, build on what he referceto as
Wiy26inESRES2y Q3 KL (Y4ditdspohtadéodsh Welivardiw@Hout A &
conscious deliberatiaR(Schon 1987: 28). Wherean outcome is unexpected, the
WA dzNLINR a4 SQ 3 Sifi-&ctiah, (ihStais, thelSqhidstiiinn AoR gssumptions
underpinning knowledgén-action, giving rise to cthe-spot experimentation (Schén
1987: 28).Together with reflectioron-action ¢ making sense of an action that has
already happened (Schoén, 1983; Erd@94) ¢ professionals can buildrapertoire that

will inform future, similar situations; that is, they can generalise from the specific

(Sch6n1983) and thereby generate new knowledge.
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There is considerable literature critical{ofO K Iwgrk(fr instance Eraut 199, 19%;
Erlandson2005;Kotzee 2012;Newman 1999)that is beyond the scope of this review
What is relevant, however, is that{ O K |ciffiqué of technical rationality spotlight
alights on the academy- the site of this research studyand disciplinary knowledgd.
wish to address this bifjrst outlining an understanding of disciplingthe fundamental
organisingmechanisms oflisciplinaryknowledge in the academyefore considering

TE as discipline(Loughran, 2009)

2.3Locating the study in thacademy: &ciplinesas socieepistemic
entities

All disciplines, in order to be disciplines, have objects of study, and in order to
be robust and stable, display objectivity that is to say, they possess
legitimate, shared and stably reliable means dgenerating truth. Truth is, by
this account, a stable partnership between the objects of study and an
informed community of practitioners (Young & Mull@016: 75)

Here attentionis drawnto both the epistemicand social dimensiaof disciplinesThe
nature of the objects of study and those engaged in that partnership account for
differences between disciplinedimensions of disciplinary knowledgee said tashape
unique disciplinary attitudes, behaviours and beljefad theform a discipline takes

may influence its security and trajectory in the academy.

Biglan (1973a, 1973lljfferentiated disciplines antis resultant typologgontinues to

resonate today $impson2017;Tight 2019. Hedistinguished betweetard and soft
disciplinesn terms ofparadigmicity(Muller, 2009)that is, ¥4 KS RS3INBS 2F O;
sharing of beliefs within a scientific field about theory, methodology, techniques and
problemgXLodahl & Gordon, 1972: 58iglan also distinguished betwegyure and
appliecdRA 8 OA L AySa GKIGO NBFESOUSR (UKS199RSIANS:
11) of its disciplinary output. Specificalnd mindful of the risk of oversimplification,

the hards have defined boundasis that help sustain theory development, are
concerned with universal laws and causal propositions, and generate cumulative and
generalgable findings. Theoftsare characterise by weak boundaries and theoretical
architectures with relatively Hlefined objects of study. The@urestend to address

themselves and not the external world of prgions, for examplewhereas the
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appliedsare subject to more external determinantseflecting their orientation to

outside problems. This hafpure softapplied continuum & LIS+ 1 &4 G2 | RA.

cognitivedimension (Mulle, 2009).

The hardpure and softapplied disciplines distinctiorcan be traced back to a
Durkheimian understandingf the distinction between thesacred and the profane.
Sacred knowledge is ndited to specific contexts and extends beyond immediate

experience. As noteby Muller & Young (2014: 130):

its distinctivenesday both in its norcontext boundednesand in its internal
connections that relied on ties internal to the body of knowledgelit not on
external relevance or utilities

Profane knowledge, on the other hand, is tied to specific contexts @ntterns
practical considerations in the material world is ofvalue within those contexts but

with limited generalizability beyond time (ibid.).

Becher (1989, 1994) expandedA 3 f | y Q Acondidelidgttie Bagidldimensionin

terms of convergent/divergent and rural/urban contiau(Becher1989).Convergents

conform to agreed methodologies and standards and representtivels stable

research elites.Divergentsaccommodate intellectual promiscuity that leave them
vulnerable to shifting research standards (Trow912). The rural/urban dichotomy
alSkF1a G2 GKS RSINBS 2 T 2009 @rigan distipline fgry S O (i S
instance, have a high peopte-problem ratio and thus engage in highly collaborative
research endeavours. Theral disciplines, on the other hand, enjoy a lower pecfde

problem ratio and hence less collaboration.

The BiglanBecher tyJ2 f 238> @gKAT S dzaSTFdzd WAK2NIKIF Y|
NB I £ A i A 2GR 4)hasveedzalled into question. For example, witbaiemic
tribes (Becher, 1989)there are individuals who may hold different elological
orientationsthat in turn will affect how they view their discipline. This |lessentialist
account(Trowleret al, 2012)challenges the power of disciplinescondition practices
of its disciplinary custodians, that is, the knowledge structigr@ot necessaity the

driver of digiplinary cultures (Trowle2014). hdividual academic identities shape and

34



I NS aKILSR o6& WF O2yiAydat So606 FyR Ft2¢
AYVRAGARdzZ £ X YR adiletlaSHORiI2B8E NI INR dzLJAa Q 0O ¢ NP |

Regardingthe epistemic dimensn, the impact ofsubstantial changes in higher
education(HE)globally and within disciplinelsave seen the rise of intermulti- and
trans-disciplinarity Thisreflects shifting disciplinary boundaries and the influence of
massification oHE(Altbach 2013. The exclusivity of the university as the main site of
knowledge generation iman increasingly markeled, internationally competitive,
technical and modern knowledgeased society (Furlong & Whitt2017 Young &
Muller, 2016) is thus challenged The work of Gibbons et al(1994) and their

categorgation of Mode 1 and Mode 2 knowledge productisirelevant here

Gibbons et al(1994)posit that knowledge productioncanrot be confinedsolelyto
traditional research in the academy as representedMmde 1 knowledge for, in Mode
1

problems are set and solved in a context governed by the, largely academic,
interests of a specific community. By contrast, Mode 2 knowledge is carried
out in a context of applicatiar{Gibbons et a) 1994 3)

Mode 2knowledgeemphasiss the tacit components of knowledgibifd.), grounded in
contexts for which solutions are sought to problems, characterised by -trans

disciplinarity such that it is

more socially accountable and reflexive. It includegider, more temporary
and heterogeneous set of practitioners, collaborating on a problem defined in
a specific and localised contekbid., 3

Mode 2 knowledge anthe recasting of knowledge producti as multisite claimsto
addresgpractical problemshat requireinter-disciplinarity tosolvethem. This has also
seen outside stakeholders, for example, thiakks and consultancies, having
considerable influence in directing the type of curriculunfecéd by the academy
(Millar, 2016). This has resonances with education asdacipline, whichwill be

addressed in 2.4.

2 KAfad y20 RA&aO2dzyuAy3d (KS JI&iMdiér (2B15) Wdza S
argue that the Gibbons et gl1994)thesis failso recognise that innovations depend

on conceptual advance that can be found predominantly in the disciplinary
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communities within universitiesA proclamation heralding their end would be
LINBYF GdzNBX F2N) WRAAOALI AySa aSSy ,eierz &
74). As Henkel (2010) notes, disciplinary organisation as a model remains a powerful
identifier to which newer epistemic communitiesspire It retains akey role in

academic identity formation (ibigBernstein 2000).

It is on that basis thatidciplinesare socioepistemic entitiegFurlong,2013;Hordern

2014 Young & Muller 2016 embodying both knowledge structures with
epistemological propertiesral knowledge communities sharing aual and social
characteristics. These norms afford consensus on the value of knowledge and
disciplinary procedures for evaluating knowledge claims that are internally generated
(Hordern 2018).It draws attention to tke social realisperspectivehat avows both the
objectivity and sociality of knowledge (Sh&p14) underlinng the core theoretical

premise of languages of legitimation introduced i@:1.

The notion of legitimation highlights both the sociological nature of knowledge
practices, as comprising strategies by actors socially positioned within a field
of struggle overstatus and resources, and its epistemological nature as
potentially legitimate knowledge claim@viaton, 2014 41)

2.4 Education as a discipline

To the question, what sort of disciplineaducation andspecificallythe subspecialism

of TEas an academifieldwithin it: howrobust and stableand how well defined are its
objects of studyAfter introducingeducation as a sofpplied disciplingthis section
first exploresits epistemological properties with reference to knowledge traditions in
TE in Englandfollowed by an exploration of TEds and the TEd commuitityvill
demonstrate that TE is disciplinary specialisnwith a considerabledegree of
arbitrariness in its knowldge baseThis is becausas an academidield, it is a site of
struggle amongst stakeholders and interest groaupamely the academy as an
institution, government, employing collegeJEds professional associationand
studentteachers inviting questiy’ a 2 Wh&tNandWhoseQknowledge should
predominated ¢ F G123 HAMPpOP ¢CKAA &dz33aSada bg9RA

challengedto form a defined academic identity with implications for their epistemic
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community and its possession i&#liableand legitimateprocessedor generating truth

(Young & Muller, 2016
Thesoft-appliedregion of education

Furlong (2013: 41) notethat Wg K G SRdzOF GA2y I f (1y26f SR
researched andK I Olj dZANBR Ay AyAGALFfT GSFOKSNJ SRdzO
since the miehineteenth century For universitiesthe study of educationas an
intellectual endeavour and the practicdimension ofeducatingteachers are held in
constanttension (Furlong & Lawn, 2011Researchers and TEd scholaavigate that

tension This is a considerable challenge because the knowledge traditions are complex

I YR dzy anidl lthif I18gitintacy hago be argued for in constantly changing
institutional conditions and in changing relationships with different audieficesd,A 6 A R @

175)

To that end, ducationisa nonparadigmaticidiosyncratic (Biglarl973a), soHapplied

discipline (Becher1994; Muler, 2009 Neumann 2001; Neumanret al., 2002) or
WNBIA2Y QS . SNJ ai S Athatade atdhe interfade beivg&ihpuFe2 NJ F A
disciplines 2 NJ Wa A shd te fielNshof2 practice to which knowledge is applied
wS3IA2ya | NB VYeshaiesévera SngulaasdiieOghtdoiydther within

'y Ay (dS3aNI G ¢rguag20081154).ShisaniplleSa priorising or ordering of
knowledge relationsthose based, on one handn abstractions and generadtions
accordantwith the intellectual field of singulars, arah the other, the particularity of
specialisecknowledges concretised in context, as is the nature of professional work
(Barnett, 2006)Commontosofft LJILX A SR RAAOALI AySa Aa wW20S
theacRSYAO O2YYdzyAGeé YR LINRPFSaarAz2ylf LN O
strongly influencing curricula and research agendas together with client groups (Becher,
1994: 156). This also has implications for the institutional position ofeguptieds

wK S NB®édrogivedrelevance is a strong criterion for determining funding sugbort

t S| OA yphrtidul&rly Yulnetable to external presse 6 A0 A RDPU ® t SNIOS A
in education is(potentially) highly contested depending on whose perspectige
privileged(e.qg., that ofgovernment, employers, institutiongnd academicyand how

they respectivelyconceive of thassue omproblem (Hordern, 2017).hls, in turn,may
determine the relative weighting of disciplinabased and practicbased knavledge
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deemed appropriatefor teaching (ibid.). A further tension to navigate is whether
1y26f SRIS F2NJ G4SFOKAYy3a Aa O2yaARSNBR Wy3:
2017). Normative refers to the moral, social and political values (Shay, 2012) attaching

to the aims of education. An objective understanding emphasises the explanatory
power of knowledge courtesy of disciplinary protocols for adjudicating knowledge

claims.

Understanding education as a sofapplied regionoffers a useful lens into the
infrastructure of knowledge production and validation for the purposes of professional
education (Hordern2014) that helps set the conditions for the reorganisation of
knowledge deemed suitable for curriculum and pedagogy (ibi&pecifically,
disciplinay and other knowledges must be selected, simplified, adapted and recast

that is,recontextualisé (Bernstein 2000) or transformed for a curriculum adrning.
¢tKSaS wasStSOuAoSte NBaldNHzZOOd2NBERQ (1y26f SR
ororg YA&LFGA2Y It LINRPofSYa SyO2dzyiSNBR Ay l
147).Barnettrefers tothis & WNB Of I A& A FA O G 2 Ni@sultmBre2 y G S
W22f02EQ 2F LI AOLIofS 1y2¢6f SRASQten! RRSF

a
&

to recontextualiset for pedagogy. Educational knowledge ntays be conceptualised
differently depending on the different social sites in which it is developed and
articulated (bid.), for example, the college/school, acadenayd professional bodies,

as thefollowingknowledge traditions wilhttest. Thismay have consequence&region

GKFEG fFrO0l1a OfFNAGe 2y AlGa RAAOALI AYIl NE
02 KSNEB y OS 2009 624a8izCleayiNg away from the practlcaoccupational
demands of the profession, however, may result in curricula and pedagogy lacking
WO2y G SEldzZ f O2KSNBYyOSQ -aguipped B dieal withicoimplext S| O
forms of problemsolving (Wolff 2018) in line with { O K | oyitiQuie of technical
rationality. This at once acknowledges the complexities of knowledge for professional
TE Attempting to recontextualisedifferent types of knowledge through a process
involving dedicated classroom learning and intentional workplace experienegate

formal and informal learning, is a perennial problem fdE (Lucas 2007) and its

pedagogy.
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In the TECOmmunity, a constructivist pedagogy that focuses on the learner as an active
participant in the acquisition of knowledge is predominant (B&tXL9; Schleicher
2012). This, in turn, has a bearing on the nature of assessment of professional learning.

In addition to essayand projectbased assessmentr example

peer and selassessment tasks are more common, the intention being to
improve sdf-reflection and practicalda { A f fud@elinesaf@ énarking and
grading are typically ambiguous, because many of the practical skills students
are expected to demonstrate are inexplicit and difficult to specify in precise
terms. There is, therefore, moneeed for constructive, informative feedback

on assessment taskBleumann et aJ 2002: 409).

Having described in general terms tlsoft-applied discipline of TE, with a brief
description of potential implications for curriculum and pedagdgyw examire more

closelyits knowledgedimension This igollowed bya review otthe social dimension as

it pertains specifically to the TEds knowers and their ways of knowiniese sets of
literature draw attention to the enduring debaseabout the types of knovedge
appropriate to TE and the role the academy should dagwing attention inter alia

to the permeability of its disciplinary boundarig#))security of its institutional position

and vulnerability to external determinants shaping its form &mcls it reinforces the

point that these disagreements have implications for the field and its disciplinary
custodians Collectively thisuggestsconsequences foacademic TERsa WNB 4-S | NO K
informed, researctoriented or researcid & SRQ 0 a S y 2081K)speciatisdteNINI & >
Note that the epistemic and socialimensions are not necessarily sharply distinct but

are employed for clarity of presentation
2.4.1The knowledge dimensiorknowledge traditions

Furlong & Whitty (2017) identify three clusters of knowledge traditions in the study of
educationthat | selectively draw upowhen considerin@ Ein EnglandThe first cluster
relates to academic knowledgg NJ W& A y 3 dzf | NA;Ghe $ecoBd\pnsideS A y =

practical knowledge; and the thiid categorisel as integrated knowledge traditions.
Academic knowledge traditions

Representng a multidisciplinary set of discourses (Furlong & Whizg17; McCulloh,
2017) tK S W{ NJoR foundagoy distiglines ofeducation (Furlong, 2013) are
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sociology,psychologyphilosophy andhistory ofeducation Theyrepresent the canon

(Lawn &Furlong,2011). Although emer@g at different times (McCullogl2017), they

were collectively dominant from the 1960s through to the 1980s (Bridggsnc 0 2y W{
' 3adzYLWiA2y X GKFG RAAOALI AYIFINEB (1y2¢6ftSR3IS.
J3dzA RS G2 LINT O A 2087019 KirdgiNRirst & Bary3003 G Spipiied

that teachers needd theoretical understandings afforded by tbe specialisms
independent of context,so that they may develop practical wisdom based on
GKS2NBGAOIFt NBI &2 yectiwdlybdeduate th al thé mpestiddof G 2
SRdzOlF GA2y Lt &Addz (ARcErral ol Rr sysierBatidcbncéptéai A 6 A
knowledge in the form ofhesedisciplines, produced and iterated within the academy

(Tatto & Hordern2017) would theredre afford a sound basis upon which teachers

could build professiongudgement

By the 1980s,there was growing concern as to the relevance of this foundations
approach (Car2006) Itwas perceived thathe knowledge generated was not so easily
relatale to the discourses circulating within the field of educational practlud.f and
teachingpractice FollowingSchon(1983, 1987) anathers (e.g.,Eraut, 1994)it was

claimed thatthe tacit nature of much ofhe] y2 6f SR3IS GAGKRYt HKRQL
(Schon 1983: 42 of the professional world could not be captured or reflected in
theoretical, disciplinapased knowledgeln England, since then, there has been a
tendencyby government and policy makets questionits relevance and applicaity.

An emphasis on practical knowledge has been the r¢Buiiong & Lawn, 2011)

At first glance, practical knowledgeften perceived as#{ y2 ¢t SR3IS I NHS
formal concepts and theories, learned by experience, and instrumental for performing
O2YyONBUGS (Gl ala A Freidsdg gOUNEL Bay BeSdonvdniédyi Q 0
contrasted to academic knowledg&hisdistinction between academ and practical
knowledge however,is not cleascut, for t KS f F GGSNJ Aa WWAYTFE SO
I OF RSYA O {Rvrdng & SVRily2A17 30). Young & Muller (201 make a

similar pointregardingpure and applieknowledge that is,knowledgespecialisedto

develop conceptually and knowledgpecialisedo a contextual purpose. Young &

Muller (2014 9) say that the interrelatedness of these twpecialisecknowledge

F2NYBLWOR LI NIla 2F GKS 20KSNJ F2NJ Ala 26V
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contemporary or-LJdzN1J2 8 S WLINRPFSaaArz2yl{Q (y26f:¢
conceptual cores of different sorts; and likewise, much contemporary
theoretical knowledge has roots in technical solutions reached in advance of
basic science to explain it.

This reinforce the point that the theorypractice binary is not so easily rendered.
Teachers, for exampleertainlyneedprocedural knowledgéo know howto do things

by drawing on techniques and skills for teaching. Crucially, these various kinds ef know
how are depedent upon conceptual knowledg8¢ck 2009; Freidso2001;Muller &

Young 2014 Winch 2004. ¢ KS RS3INBS 2F WAYyTFESOiA2YyQ
theoretical cores within practice knowledge that at the same time must consider
particularities of situategbractices, are issues that underscore what Furlong (1996: 155)
KIda RSAONAOSR |a 0KS WSYRSYAO dzy OWitNI I Ay U
that caveat in mind, | turn to the practical knowledge traditions.

The practical knowledge traditions

Carr(in Hirst & Carr2005)debunked the role ofjleneralisableducational theorylL ater,

he argued that it was

simply an expression of a widely felt need to ground our beliefs and actions in
knowledge that derives from some authoritative, external andependent
source (Carr 2006: 137)

He suggestedhat no such authority exist€Given the complex interplay of context,
emotion, artistry and theoretical knowledge in teachjr@arr & Skinner (2009) suggest
that educational theorycannot bethe sole presrve of academics and researchers
working in a decontextualised zoneseparate and abstracted from the everyday
concern of practitioners in their classroon@ne implication to draw from this is an

orientation to a craft knowledge basis for teaching.
Teaching as craft knowledge

2 KAf A0 GKSNB | NB RATTSNES \Gamb@ 200q)8dching &y & 2 -
craft relies on teachers gaining teaching knowledge from prac@Baanett 2006;

Winch 2012).The classroom is the primary locus of IWar(ch, 2012): a teacher learns

by immersion in the classroom with an experienced mentor, akin to an apprenticeship.

Teaching is form ofknow-how developed through situated, contegpecific practices
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allowing studentteaches to 3+ Ay LN} OGAOFf 1y2¢f SRIS WR
OGN RAGAZ2Y S YFEAYASZ R22006:138y R Nz S& 2F (K

This practical knowledge tradition privilegdP i KS LI NI A Odzf | NE 02y
Odzft G dzNI f £ & &LISOA F,RA&E 202)0Kd dolidyoinsherd tb thg A Y & | ¢
influence2 ¥ t 2 196§ ) doszaption of the tacit dimension to knowledge, based

2y UKS LINBYAAS GKIFO waAStaArQs (0yk2al Ys2kNMRO Ki KO-
but embodied within the practitioneby exposure to practices, situations, and more
experienced others. It is evidenced models of practice such akwe Dreyfus and

Dreyfus (1986) model of skill acquisition involvinvg fstages from novice to expert, a
Y2RStf dzyRSNLIAYYSR o0& WiVvVagskwih f&KSEOWKY MK 1WA
i K l(DieQfus and Dreyfyd 986: 4, original emphagidt is manifest if O K | (1083 &

1987 reflective practitioner modelln the contet of | LINE T Sexpekigey | f Qa
knowledge ishusSESNOA&ESR Ay | WF¥FtdSyid 6l & 6AGK2
(Young & Muller2016: 209yeflectingWinchQ @01Q 138 depiction of thesepractice

knowledge traditionsas fluency theories

Fluency theories make the claim that an essential, or almost essential, feature

2T SELISNIAaSXAa GKS FroOd GKIFG GKSAN L
in relation to the standards appropriate to that field, but that it is conducted
without hestation, with rapidity and in such a way that the expert is not able

to give a full account of what it is that he or she does, such that aexpert

could become one through listening &amd acting on such an account.

The key is the role of experience,imgag a feel for teaching worK.o varying degrees,

this conception of teaching as crdfased has been evidenced in official policy in

England since the 198dauchamp et al2015;KuHee & Winch2017 Whitty, 2016)

the implications for universityrEof which were addressed in chapter The coalition

I320SNYyYSyiuQa 2KAGS tFLISNI 2F wnmn y23SRY
Too little teacher training takes place on the job, and too much professional

development involves compliance with bureaucratic initiatives rather than
working with other teachers to develop effective practi¢®fE 2010 19)

In a speectio the National College Annual Conferendee then Secretary of State for

Education, Michael Gove (2010), commented:
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Teaching is a craft and it is best learnt as an apprenticerglgy a master
craftsman or woman. Watching others, and being rigorously observed yourself
as you develop, is the best route to acquiring mastery in the classroom.

Arguably, fluency theories and the practical knowledge tradition acknowledge that the
acadenmy is not the exclusive realm for knowledge productinraccordance witlihe
Gibbonsat al. (1994)thesis. Nonethelessit has been critiqued as representing a
reductive antiintellectualist position Kotzee 2014 Shalem & Slonimsky2014)
DownplayingolaWa & adSYlII 4GA&ASR 02y OSLJidz2hf NBaSNB2A
Wiz2ft a T AMalehIdd SOhGIMsKED: 193, and reliance on individual
SELISNASYOS IyR AylddzadAazysz Oy NBYRSN (GKS
2014 171) Thiscarf St R (G2 WLJ NB OKA I, 2003} 183@)drdulStiRgd S Q 6
outside the academ$ { dzOK {(y26f SR3IS $2dxZ R 65 Odzi 21
GKFG g NN ya WA s flirhith QU df §  FONB KA ) LSy (I 2
cognitiveY I LJA 2 F LJ2180% Referring Xoothe Radk of agreement as to the
existence of a body of empirical theory for teaching, Wi004: 190)nakes the point

that, regardingthe reliance on congaions of teaching as craft work:

(o)ne can only conthute to applied theory if there is a body, however
tentative, of applied theory to contribute to, and one can only become a
practitioner of applied theory if one has acquired that theory in the first place.

Thisweakening of the region of professioriBiEknowledge, then, presents a challenge

for curriculum designers. McNamara & Fealy (2014: hé§)ethat:

[c]urricula based on weak regions tend to be characterised by a carrier bag
Faad2NIYSyd 27F Wy medisOct QttenudieR N&sioasS dR
disciplinary knowledges, detached from their disciplinary matrices, together
with attempts to instil generic competencies and graduate attribufEisey
may be delivered by teachers who are not specialists indikeiplines being
plundered and who are often long removed from the relevant professional
LIN} OGAOS O2y(iSEGXEKAA A& . NBOALIS F2N
This form of professiondliEcan, therefore, downplay epistemological and sociological
debates abotieducation and mask, if nappear torender immateriako the student
teacher, a conceptual and normative framework of education (Wirgd12). That is to
say, a view of what counts as teacher knowledge grounded in abstract principles, is

contestable andsubject to critique in line with protocols for establishing truth claims;
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and the value position underpinning the purpose of education for learners, teachers
and society (Furlong & Whitt2017). Thusaccording to criticssraft-based accounts of
teacherknowledge as renderetere contribute to a devaluing of the professiorsh

of teaching (Abbott 1988; Gamble 2010 Loqg 2014; Shalem & Slonimsky014;
Shalem2014 Winch 2004).

Teacher competences and standards

Associated witlperhapsthe mostinstrumentalistinterpretation of teaching as craliies

the notion of teacling asa technical activity manifest inompetences and standards.

Ly @21 Ay 3 (2060Nep) ©® NE & ¥ RézS 2 Wherdprastices dre detadhddl & Q

from a discighary base and hence offer no basis for professional or intellectual identity
formation (Beck2002) Beck & Young (2005) referttus as arift (i yendticisf®@ ®@ ¢ K A
iIs where the professional logic is subordinated to the logigh®fmarket and/or the

Sate (Beck & Young2005;Beck, 2008Freidson 2001) Rather than the professional
education of teachers, Bre the context of the particular focusesn professional
training (Furlong & Whitty 2017) incompetences and skills attuned to meeting the
demands of government and its agenciegy(,Ofsted) Standards afford governments

the opportunity to control the work of teachers and education (Sa2B46) through,

for example, accountability regimes thdemand reporting on student outcomes or
teacher performance. The effect, suggest Groundwameiith & Mockler (2009: 8js
RSTfSOGA2Y gl & FNRBY WYl y dzy RaSchBfitdaghiRgh y 3
LINJ O A SBffn@ of HefpdRe to engender a conight teaching profession (Saghs
2016).52 46y OHAMHY ccU0O 2FFSNAR GKIFIdG GSIFOKSNJ

a

v

a

,

Z

LISNLISGdzr GAYy3 wO2YY2yaSyarlolft ARSFaQ NB3II

normative considerations of the ethical and moral basisdducation.For PCETthe
standardsled, outcomesbased competence model of -Bervice teacher training
drawingon a set of overarching professional standards (L.2OB6)is relevant These
standardsmade minimal reference to specific knowledge, insteastingon generic
competence statements open to interpretation (Luca®07; Nasta2007). The since
revised standardéETF, 2014kinforce this.

The under-specification of disciplinary knowledge (TayRi#14)and educational theory
(Marshall, 2014)n teachingstandardswould suggest that TEds in the academy have
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considerable scope in choice of content, strategies and means of developing curricula,
possibly more crafted to the needs studentteachersin specific contexts. These may
GKSY NBLINBaASyld WwWi20Fftsx 2NHIFIYyAalGA2Y It |y
fAY1l (2 RA&OALIX A Y20INIR05). This mdy Seprd@denti@dcadlR S Ny
WGKS aeadasSya 27 YSI yAyikrekofitenRof theQrartidiiumyisk NEB
WRA&IFIINBIFTGSR a2 0GKIFIG AG O2yaia2@oazT Aa
106) The scope of studenii S+ OKSNE Q LINE F Sia thus BnyitédUIVIKES § S 2
Smith 2019).The extent to which TEdsay defer to this characterisation is addressed
in24.2.

Integrated knowledge traditions

The practical knowledge traditiomsnphasisdacit, situated knowledge. One means by
which this type of knowledge carekexplored and articulated is througtetworks of
professional knowledgewith TEdA OK2f I NA 62NJ Ay 3 Ay LI NIy
(Zeichner et a]2015 124). It speaks to the idea that, even where the practical view is
dominant, it does notnecessarily mean that research is slaed Alvunger &
Wahlstrom 2018). Hargreaves (1999; 2003) heraldeprofessional knowledge
generationin the schoolwith practitioners as the main source of such knowledge
(Hargreavesl999).It may be claimed thats growing influence in educational thinking
and policy in England (Horde2018)was in reaction to the perceived relative practical
irrelevance inhered in the traditional hierarchies of disciplinary knowledge (iid)e
can howeverbe important inplications for cumulativénowledgebuildingin the field
if, as noted by Hordern (2018: 5&89), this form of knowledge generation does not
K2f R AGaSt ¥ dzLdritéFi@ fd judgihdybimth cidids ddualdpgd=zhrodgh
disciplinary process€dnstead:
GK2aS 6AGK LIRoSNI 12 RSTAYS GKS OdzZNNB
England governments and leaders of educational organisations, set the terms
for what counts as valid knowleddbid.),

thus potentially rendering more or less redunda the role of the disciplinary

community.

Associated with this, albeit in less formalized forisgqractitioner enquiry and action

research as part of teache@esearch communitief_ytle & Cochratfsmith 1992).0ften
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selfevaluative and highly situati@h knowledge drawing on existing literares

(Furlong & Whitty 2017),it reflects Wi KS RSY2ONI A&l A2y 27F
(Furlong, 2013: 38). This is considered a valuable form of continuing professional
development for teachers, affording themfresS&a Wl a | 3Syida | yR a2
202S8S00az 27T NBEFZ RI)WIithdts asspo@ted benefita pfof@ssional

empowerment and (potentially) autonomoisdgement(ibid.).

One challenge for the discipline eflucation andits sub-specialisnof TE ishow this
local, contextspecific knowledge relates to the already existing formal, public
disciplinary knowledgeThere can be, in other words, considerable reinventions of the
wheel Furlong,2013) with much of the knowledge not mageiblicly available for
critical scrutinyto test its robustness (Furlong & Whitt2017 Wyse et al., 2018
Indeed, as Furlong (2013: 84) notes:

Practitioner enquiry that simply celebrates might well be a useful professional
development for those teacherwho engage in it but, by definition, cannot
count as research. As a result, it has a somewhat problematic role in the
development of the discipline.

Summary

TE is asoft-applied discipline orregion where theoretical and contextualised
knowledgesconwerge to support a field of professional practice (McNam&arFealy
2014)but where questions of¢ 9 farén, legitimacy and location (ibid) persigthere
appears to be no agreed foundation on which to base the privileging of either
theoretical or practicaknowledge nor, indeed, hovand wheresuch knowledge is
LIN2E RdzOSR 2NJ I OljdZANBR® ¢KAA A& RdzS Ay LI N
hence theoretical knowledge is not seen as central to the acquisition of professional
knowledge (Shalem &Slonimsky, 2014)At one end of extremes theoretical
knowledge offered as a means of developipgactical wisdom based on theoretical
reason(Hirstin Hirst& Cart 2005), isconsidered too academic and remote from the
exigencies of practicei the other, practical knowledgeencapsulating much of what

is tacit, situated and highly contextualised¢canflated with a technicalational model

of competence Eurlong, 2013McNamara et al., 2014yhilstneither knowledges are

separate and distinct, but rher holistic and integratedcNamara et al., 20)4they
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are reflected inarguably unhelpfubifurcations associated with teacher knowledge,

such as pure/applied; conceptual/contextual; and abstract/concrete.

Of further relevance for this study is how ¢éhTEds as scholars in an epistemic
community are positioned by these contested disciplinary traditioAsguably,
contestabilityof teachingknowledgeextends to the knowledge base for specialist TE
work. As the literature following will demonstratick ofagreed codifiedknowledge
shaping TEd consciousnessuld suggest an uncertaiacademicidentity. This has
implications fornew knowledge productio, professional autonomyand communal
cohesionfor an epistemic community of scholangho may struggle to secure control

over ther field.
2.4.2 Thesocialdimension: TEdsas knowersand their ways of knowing

What is distinctie about the TEd in thecademyunlike theirschoot andcollegebased
counterparts,is that simply put, they are members of the universigu(long,2013).
Theygenerate and haveccess to theoretical knowledge based@K SA NJ | yR 2
research; they are members of aninstith 2y Wi KIF 0 Ayairada GKIG
1y26ft SRISE GKSANI alAfta IRofoNgR2KS AT t dzS a
capacity of the universithased TEd community to generate new knowledge aisid

rest in part on the existing knowledgbase of the TEds and their ability to surface,
articulate and communicate their own assumptions and tacit knowledge about their
practice (Korthagen et aR005; Loughraj2006).It may reasonably be claimed thdt i
neophyte teachers across all phasesdfication are to have access to differentiated

forms of knowledge, able to rise above the specificities of context, they will need to be
taught by specialists in both practice and the@cpughran 2009; Winch, 2004) TEds

should be able to provide meteommentary (Lunenberg et aR007; Ruys et 3l2013)

that explicates underlying philosophical and pedagogical petspgess, linked to

relevant publicly available theory (Ruys et 2D13; Swennen et al2008).However,

Swennen et al. (2008: 532) suggestt studies indicate that TEds fail to do thisstead
relyingWa 2 f St & 2y LISNA AV {0 KERINS RS f RS OR WLYE2 Y

reflectthe nature of teacher education standards and the knowledge base of TEds.
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Absence of ¢acher education standards antbdified knowledge base

There are no formal professional formation, induction améntoring programmes for
TEds in England (Eliah@®17)nor in many countries in Europe (Dolan, 2019; Myrdal

et al., 2013) anth the US (Goodwin et al., 201&urther, there are nagreedstandards

or a codified knowledge base for TEds (Goodwin eR@l4), althougtrattempts have

been made to defin@ne, despiteits complexity (Murray2008b). This has beenaimly

part of accreditation frameworks (Murrag014)the most notableof which arethose
originatingfrom the Association of Teacher Educators in tH&AATE 1992 as well as

the standards and knowledge domains identified by the Dutch teacher education
association (Lunenberg et.@2014). As withteacherstandards, interpretatiorof TEd
standardamaybe variable and the potential for using them as a tick sheet noted (Koster
& Dengerink2008). Kleinsasser (2017: 1039) suggests that authors writing about TEd
1y26f SRIS +fa2 WiSyR (42 YSak (S OKSNJ SRd
Kosnik (2013) arge that, whilst standards are necessary, they lack specifegsrding

TEd preparation for TE work.

Ball et al. (2014 331 caution that, in the absence of formal inductipgmogrammes
accompanied by an agreed, conceptual knowledge basesdtactiveness for the TEd

2F GKS @FdzNTAS A8 NBRFT | WOII 3 nay NBudt i buBvctions) 2 F
GKAOK WwWYle KIFI@S GKS aidliddza 2F (y26ftSR3ISO
¢C9R O2YYdzy A (& dwide 2aggs Gf Brivsted fad@mptioris &aril bisdes, the

product of unexamined experience and cultural m@hs 6, 331 )gdudchallenged or

unexplored the professionalism @Eand its TEdwill be impoverished.

In respect of a disciplinary discourse grounded in a pedagogy,diolighran (2006)
suggests it should addre$isree interrelated apsectsTEds teaching about teaching,
studentteachers learning about teaching, and studésdchers learning about
learning.Noting the complexity of developing a pedagogy ofibi.), henonetheless

contends:

Teacher education must be comprised of scholars with expertise in, and of,
teaching; in the field of teacher education, the content must surely be
teaching. Teacher education is teaching teaching; teacher education scholars
must thereforebe expert pedagogues with sophisticated knowledge and skills

48



of teaching teaching, which is the central content of their discipline and their
field of scholarly endeavo(Loughran, 2009: 19899)

TEdhybrid identity and implications forprofessional development in the academy

Much of the literature on and byEds from different countrielates to formation of

a TEddentity asacademic workerKleinsasser017; Murray & Malg2005;Murray &
Kosnik, 2011Swennen & Volmar2019; Swennert al, 2010). As a concept, identity
can be difficult to define (Beaucham8pThomas2009) drawing on and relating theories
from psychology, sociology, anthropology and inatigsciplinary fields such as cultural
studies (Holland et gl1998). From a saacultural perspective (BeauchangThomas,
2009; Swenner& Volman 2019) identity is considered in the literature as a concept

combining the

intimate or personal world with the collective space of cultural forms and
NEfFdA2yaXtA@BSR (ARencépyidisd asktheR deldefop ih OG A @
social practice(Holland et al.1998: 5)
Regardingthe professional identity offEds,the cultural space iFEF Y R G KS ¢ 9F
personal senseénaking of their experiences in that space (Swen&eviolman 2019).
The intfNF OG A2y o6SG6SSY | ¢9RQ& LISNBR2YIFf LK
(Beijaard 2019) suggests it is not something fixed and imposed ($208S) but rather
a continuing construction and feonstruction (Swenner& Volman 2019) as TEds
negotiate past histories with social, institutional practices and values that form their
present professional contexts (Murray et,&019a; Williams2010).The professional
identity of TEds is therefore more than saliderstanding (Kelchterman2013) and
can shift over time (Beaucham$ Thomas 2009; Murray et al.2019a).There are
NEBazylyOSa KSNB ¢AGK . FazNRIS 6 dee@mieKACETA (0 dz&
whose voices are absent in the academic literature, this is explored in detail in Chapter

6.

A related body of literature considers the place of T&dkin the university, exploring
their experiences ofransition fromthe schootbased teacher tahe universitybased
TEde.g.,Boyd& Harris 2010;Field 2012;Murray & Male, 2005).Murray & Male (2005:
126) conceptualise academic TEdsas ‘rst-order practitioner$ (schoolteacherps

working in the WecondorderQsettings of the academy whereas seconebrder
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practitoners Wi KSANJ | OF RSYA O WRA & OA LJ AhisSdveditd G K S
highlight an important distinction: that between a field of researcte@cher education

and a field of researchniteaching (Grossman & McDonald, 20087 cultural

GNF YaF2NXYIFGA2Y 2y GKS LINILG 2F GKS ¢9R Aa
personal to intellectual, from particular to universal, and from experiential to

0 K S 2 NRdbar€e200X13)0Murray et al. (2011) in their study sthoolssector
CORAQ O2yaidNHOUAZ2Y 2F GKSANI ARSydAdGe ogAll
that very few TEds come to the academy with doctorates or experience of research.
These concerns are reflected in aging body of literature that considers the
professional development of TEds in the school sector (see, for instance, Van der Klink

et al, 2017) and for thd®CEBector Crawley2016;Eliahog 2017).

That literaturesuggestshe need for research capiig-building amongst theiniversity
based TEd community (Christie & Ment2009; Menter & Murray2011; Murray et al.
200%,b; Willemse & Boej 2013) This may be challenging. study by Murray (20G8
looked at the induction of new TEdSs jme-service training as a form of woellased
learningand immersion into informal research and teaching practices as part of micro
communities of practiceThis study raised concermegardingthe consistency and
quality of inductionwith the author caling for a curriculumof inductionfor TEdsAs
Ellis et al. (201:3277-278) report, there seems to be limited possibility for university
based TEds progressing through a defined academic career strugivem that they

| Ndenied opportunities to accumate academic capitdtom their labour within the
value systems of higher education where reseaaclivity is prioritise@Thisreflects
GKSANI LRAAGAZ2YAY I GAUKAY (GKS dzy AGSNEAGE
Agne 1989: 67) andE) &  Kcallg Idv2skidus (Murray et a2019b; Murray 2008b)
and marginalisation (Murray, 200Rothblatt, 201)in the academy.

Hatton (1997) and Maguire (2000), however, draw attention to the structure and status

of the institution as being determinant of professional attributes of TEds employed
IKSNB® ¢KAAa adza3aSada OGKFG L¢E9 Aa WKAIKE @
2000: 1) and where, in prestigious reseaiotensive universities, for example, there is
greater likelihood 6 positive engagement with research practicdBu¢harme &

Ducharme 1996;Reynolds1995). Ellis et al. (2012nhdertookresearchsurveyingob
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advertisements for TEds ammbnduced interviews with senior figures ieducation
departments in English univeties. They highlighted how TEd academic work was
O2yOSLJidzZ t AASR RAFFSNByilte o0B8kKadOE&y YOKSI &
jdzSaitAaz2ya 2F NBaSINOK FyR (KS Ol lehrdBA (&
LINE TAE SQQ ol tebediinintemsiveufiveisilleS, Gleeson et al. (2017) claim

TEds are required to serve two masters, one reflecting the need to have currency with

the professional field of schools and the other to satisfy research commitments and
associated publication in pees @A S g SR 2 2 dzNJ/aconiratictiorBeiwden NB F £ S
research productivity and professional credibilty 6 9 f.,2012i 69§ énd thé TEd in
adzOK AyadAalddziaAzya | WKe o NAcBhtrasts Witbtiehewe 2 F

universities whose leaders conceptualised TEd work as

an exceptional categorysomewhat distinct from the rest of the institution,
with different expectations made of them and different institutional goals
(ibid., 691)
Boyd & Harris (2012 studiedsixteen TEds appointed within the previous four years
FGd 2yS 9y3fAaK AyadAaddziazys RSAQYNISyIR 08
dzy A BSNEAG@Qd ¢ KS & dzR &-baSeH THd anNBfRUndtBOTEAS A v 3
did not identify as active resechers or academicg. 9 RxX¥p&tise was grounded in the
Of  aa NRB 2Y hovaRpedr € Safue RANRIINKE betweessearch activity and
G S O Kbldy ZDXITheir identity as practitioners appearéié constrain the priority
they give to scholahip and research activi®y 0 A3).A R® >

MayeretalQd oOHnMmMUO &dGdzReé Ayd2 ! dzZAGNFfAFY ¢9R:
nature of the transition from school to academy, thehoice ofcareer as TEd n@
consciousone, with attendant implicatons for their role as academics. Those who
identified with expertise in the classroom tended to emphasise practical knowledge

over peers with less practical experience and more research expeftime authors

noted that, following ¢ 9 Rrécfitment into university TE resting on expertise as
practitioners, they had I W3INR gAYy I NBFfAalrGA2yY 2F (GKS

11a y2GSR 08 adzNNI & o0HnAany o ¥1992 iniyitions EstadlighedbR chatgrA @ S NE&
andtendtobe moreresearehy 1 Sy & A @S d ¢ KS Wy-0pXnstiayiohgeSabsiied BySa | N
statute. Many were former polytechnics withfacus on vocational and professional course

programmes.
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dzy A S NE A G & (MayerRt@lY 2001 : 25X hissmiyresult in a rejection of the

LINEFIyS RdziASa 58820AF3GSR 6A(GK shbcin®& Ay 3

moving out of the field of learning to teach as their focus of scholagshig Meukv&y® O
of 18 European countries conducted IhetEuropean Commissidound thata third of
the countries reportedTEds movingway fromTEto more distinct disciplinary areas

(Caena, 2012}t is incumbenibn the teaching profession and acadentieerefore, to:

dzy RSNEGI YR GKS NRQ So RFK M Sk IOK SBI2 WSRIDi

one with its own field of research and scholarship as well as an informed
knowledge base about learning to tea¢Mayer et al, 2011: 247)

The authorsgo onto suggest that it could be argued thAEWA & | dafie)d O A

£ 7

GAOK2dz0  DedBUEEAdCIOARA (A RSYA O& WT liidf 25¢)3 A y

Goodwin (2019: v) makes a similar point, suggesting that TEds in the academy lack a

distinctive disciplinary identity anlELJ2 8 A 6 A2y SR Wl a | FASER
It is noted that these studies concern the compulsory schools sector. The drtent

which these findings may apply to-PEET, considering the distinctiveness of academic
TEPCET as a specialised field and its claims to a specialised knowledgasbase

articulated by its TEds, are explored in this thesis.

¢ KS Wi NR 0 &dOcatérF anie8stei @Mhunity of scholars?

Researchon identity formation, professional learning and developmbas tended to
concentrate on the individual and their individual professionaliétadar & Brody,
2017) rather than the profession (European Commission 2013). Relatedly, few
professional organisationsb{d.) existthat could regulate the quality of TEds in the
legislator role (Guile2014). Part of the role of a professional organisation would be to
agree knowledge appropriate for the prof@sn. In England,there are professional
associations, such as thieeacher Education in Lifelong Learn{iigL). network, an
informal community of members who meet, conduct seminars and promote collective
interests Thisextends beyond universitgased TEds to incluamllegebasedTEds and
mentors. There iglsoin England an institutional network, the University Council of
Teacher Education (UCHEQ that end.

There ineverthelessa growing body of literature that expresengagementvith and
Ay @2t SYSyYy (i o0& WOSNERHAM QI THME €A aga pilaf
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professional learning community (Hadar & Brpd®010) of collaborative inquiry
(Dinkelman 2011)in the field ofseltstudy of teacher education m@ctices (SSTEP). It

has generated considerable literature: theternational Handbook of Seftudy of
Teaching and Teacher Education Pract{tesighran et aJ2004), a dedicated journal

Studying Teacher Education A journal of-stlfly of teacher edtation practicesand

to date, since 2005)ineteen@2 f dzYS&a 2 F G KS { LINR ySBIfStdyLJdzo f A
of Teaching and Teacher Education Pracicest KA & A a f | NA&dwing Ay NJ
momentum for the articulation and development of a pegay of teacher educatidh
(Loughran2006: 173)lt is interesting to note that an accepted pedagogyl&does

not currently exist Boyd et al, 2007; Field2012 Loughran 2006). Field (2012: 824)
dadza3Sada GdKFdGX AF Ad RARY 3IAGBSYy GKS WIC
RSOSt 2LISR Ay I NeveiheRss, K QughraiF (201K 28B)yciaids that, S

STEP

with its focus on teacher educators as researchershefrtown practice, has
raised the stakes in relation to researchSBEP has created new opportunities
for teacher educators to question what research is and how it should be done
because of this focus on practitioner inquiry.

This valuable body of litetare hasalsosupported understandings of becomingr&d
negotiating identities as practitioners and academarsjabout continuous learning to

be aTEd through sustained enquiry. ThR&BEP movement partly reflects the

long traditions of practitioner mgagement in smakcale and often informal
action research, often seen as a vehicle for professional improvement or
renewal (Murray et al, 2011: 272)

Loughran (2011: 284) speaks of the importance of reflection as a key means for a TEd

I O RS Y A Cacedthie vorl§of idesd, theories, research and practice that matter in
AKFLAY3 | LISRI 32 38 FoTEPCEIRrud&SeNdis StRidZ20161 A 2 Y O
10) suggest that & 9 Réagacity to critically reflect is partly what defines tREET
GSFOKSNJ I yR S| @RIAhGRydzihto Gla@nmidtdot onfy doed
reflection pertain to a characteristic of TEd quality but also ingealdy it underpins the

basis of an approach to research and scholarship (ib@). This work infora 2y SQa

scholarly identity as a TEd of teaching and learning expertise (Loy@hah).
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In their systematic literature review of-STEPVanassche & Kelchtermans (2015)
highlightthe challengefor the TEdSSTEResearcheiin navigatingooundariesof rigour

and relevance. Thisivolvesthe personal and/or professional development in tension
(potentially) with a grounding in a publicly accessible knowledge baseT#rThis
mirrors the concernraised in 2.8.K S Wa 2 ¢ Kis iésoanififhdz$abieiohtie y
research output claims do notand cannot extend beyond the particularities of
practice. Thus, SSTEP has not particularly focused on developing an academic
knowledge base (van der Klink et 2017)for a pedagogy of T@espite that beindhow

it has been promoted (Snoek et,&011).

Leading proponents ofSTEP (e.gBerry, 2007;LaBoskey2004 Loughran2007, 2010
Zeichner 2007) acknowledge the need for theSIEP movement to conceptually,
theoretically and methodologically (Zeichn2007) build on existing work in the field.
Loughran (2010laimsthat there are examples of settudy research that contribute
to public knowledge that offer conceptlisations for others to examine arlild upon
He is,nonethelessmindful of itstendency tocontext dependencyAsZeichner (2007:

37)avers

Although there is clear evidence in many stlidies in teacher education that
the teacher educators who conducted them benefited from the research
experience in a personal way and became betéacher educators as a result,
there has been little attention to how we can begin to accumulate knowledge
across these individual studies in a way that will influence policy makers and
other teacher education practitioners.

Vanassch& Kelchtermang2015:520) found a number of SSTEP studies where the

dza S 2F w02y OS LI a sWUnddarSambigudua & impligFth&dstudes 5 S NB
NEFft SOGSR LISNE2Y I f Ay (SNB®L S GAEERNDX] WY 2 &
largely independent of existing thees, concepts or hypothes@8bid.). Certainly, as

[ F0FNBS 6HnnoY MTUO y2GSar GKS ylFGdz2NBE 27
SELISNASYGAFES YR LI NIAOdzE  NAEAGAOQD ¢ KA«
journalsand book serigsin krowledge terms it tends to segmented knowledge and
therefore may lack the means of conceptualising practices in ways that can capture

similarities and difference across contexts
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Theforegoinghas focuse@lmostexclusively on TEds for tAé&schmls sector based in
the academy, highlightinthe scarcityof literature on TEds foPCETAs noted in 1.2,
thereis a paucity of academic literature diieds iPCE®Nd their knowledge and skills

(Crawley2013;Eliahoq 2014 Noel 2006 Thompson, 2014Fhurston 2010)
PCETEds

Referencingher doctoral studyexploring the professional development needs of
beginning and experienced TEdPGETN the uth of Englandwhich included both
universitybased and collegbased TEdsEliahoo (2017187 NE @S|t SR | WL
FYyAY2aAGeQ G2 R200G2NYXf ljda ft AFTFAOIGA2Yya T2
TEPCETIn the survey almost twhirds of participants disagreed with the need for a
professional doctorat€EdD. An even higher number of participants disagreed with the
necessity for a PhD, as they felt that these qualificatiosld lead to thel Edbecoming

divorced from the needs of thegtudents I LILIST NA Yy 3 (2 dw@kingli 22 |
0 Wi22 QRIFZhEER01V: 187).3ngté&adl, priority was accordei practical

knowledge, skills and experience.

This speaks to adegreeof academicreadinessthat may partly account foClow &

HarkimQ @009 researchindingsof collegebasedTEdghat highlighted the lack of any
consensus on propositional knowledge usedlioym. This finding was reinforced in a

study undertaken by Lucas et al. (201Zhisresearchevaluated the then existing
regulatory regime in shapgstudentteacher® f S N}y Ay 3 YR LINR FS4a:
and the influence, inter alia, on the pedagogical practic@Bfisn universityled ITE
partnerships. Based on questionnaire and workshop data involving univeesisd

TEds, therewasnoagre&wy i 2y ¢KI G 61+ a YSIFyid ofe¢ GKS
instance nor what theories should be covered in the curriculum.

It seems that in practice the introduction of theory into I[Ifitial Teacher
Training] courses is (and probably always has beem)stained by time,
resources andhe knowledge and views of the teacher educators themselves
(Lucas et aj2012 691 my emphasis

A study by Aubey & Bell (2017108 investigating how TEds four large FE colleges
and one universityn Englandvere impacted by the ITE reforms between 2000 and
2010found that theyS Y LJt 2@ SR WIHI KSA Ny R & YIS NIBEP ¥ 5 fioa KK ¥ F
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avoid or subvert the intentions of the reform$hisindividuali$ prerogativemayhave
implicationsbecausaesearch suggests that studetgachers are influenced at least as

much by how they are taught as by what they aretaught K2 Q A a4 RSt A @GSNRA
0KS WgKIGQ 2 FFubomNaNa.20eRf Lbugded & Be§g0a5).

The relative lack of a sustained research culture amoR@H¥TEds is acknowledged
by Crawley (2018: 286). He argueshat:

TEds also need to more assertively claim their professional status, work
together in new ways and engage in more research abweit field, if they are
to make their own future.

It is unsurprising that Crawley has been instrumental in the establishment of the TELL

body to support that endeavour.
Summary

TEds tend to rely on experience, implicit theories and common sense invieir
(Swennen et al., 2008)This may reflect in part the absence of formal preparatory
programmes, a codified knowledge base and public standards for TEd work in England.
Indeed, ¢ 9 R&a Q A R Spridek practitionérs irf & $eBoddrder setting of the
academy suggests that they are challenged to develop an insulated academic identity
and researcktapacity. This may account for their relative marginalisation as academic
workers, commensurate with the marginalisation of TE asulspecialismin the
acacemy. Reinforcing the pervasiveness of reflection as a form of theorising
professionalworkkK S f AGSNI Gdz2NE 2y ¢9RAQ 62NJ] | & NX
own practices, drawing on reflective enquiry as part of tH&T&P movement where the
focus ha been on the TEd as an individual professional coming to Khlovpractices
within SSTEP have not tended to contribute to a cumulative knowledge toasalise

a disciplinary discourse centred on a pedagogy qLd&ghran2006, 2009)There has

been less focus in the literature on the community of TEd scholars beyond studies
focused on smatbcale innovation in micro communities of practice (Murray et al.,
2019c) although-STEP and dedicated journals represent fora to which the community

can contribae.
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2.5 Conclusion

Viewing disciplines as soegpistemic entities anddregrounding the literature review

with reference to the enduring debates about the role of disciplinary knowledge in the
formation of professionals, the chapter considered education as a discipline in England
given the central role TE plays in definingi¥ R G KA & & (i dzR & gxaderSic Of dza
TEPCET.

TE is a field shapeloth by the disciplinary knowledges (the singulars) and the
knowledges circulating in the social fields of practice thus forming the reGioen that

it embraces the academy arsthools(and collegesas casites of teacher learningt i

has been described @ ambiguousill-definedfield (Murray et al., 2019a)n account

of what knowledge counts anavho decides Ths epistemological uncertainty and

degree of incoherence (Czeamiski et al., 2019oncerning its foundational base, form

(e.g., different conceptions of practical and theoretidatowledgg and utility,

dzy RSNI AyS (GKS WSYRSYAO dzytéashigkhollgdigesThis o C dzN.
in turn suggestonsequencesor the sustainability and distinctly academic culture
attending to TEds a& 9 disEiplinary custodians whose uncertain academic identities

have affected cumulative knowledgebuilding in the intellectual field. In the highly
regulatedenvironment in England this has undoubtedly allowed for the emergence of
overly simplistic versions of teaching as craft in the practice tradition that may account
F2N) ¢9Qa LISNOSADGSR YINBAYFtA&aFrGAZ2Y AYy (K

This review ofliterature has framed the study. The clear gap in the literature is a
scholarlyconsideration ofacademicTEPCETRs a discrete specialised fielthe study

seeks to gain insight intacademic TEPCET lensed through RCETEIs as academic

workers It addressesheir legitimation of thediscipline and what they consider to be
distinctive about it as a specialisiihis insight is necessary in order pioovide a
foundation to explore @ademic TE / 9¢ Qa | oAfAGe G2 SELJX 2A
external threats (McNamara & Fealy, 2011), and build an epistemic community that can
sustain a research agenda and develop and deliver coherent currichilspeaks to

the need to excavate orgaging principles of knowledge to reveal its properties,

tendencies and hence effects.
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To that end, | return to the research questions to which the study seeks answers:

1. How do TEds conceive of thdistinctivenessof academic THPCETas a
specialised field of study the academy?

2. On what bases do teacher educators legitimate their knowledge practices and
beliefsin

a) theintellectual field of knowledge productiofnesearch)?

b) the educational field of knowledge recontextualisatiGurriculumy?

c) the educational field of knowledge reproductiofpedagogy and

assessment)?

This highlights the need for the study to consider how TEds construct theiofidld
PCElMY GUKS | OFRSY@ FTYyR GKSANI LN} OGAO0Sa (K
occupying a distinct disciplinary space withinTtis is particularly necessary in light of
0KS W¥dzd 1 REFAFSRROY K I WielBf edudation Within whidfTENJ

sits in the academy.
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Chapter 3Theoretical and conceptual framework

3.1 Introduction

This study pertains to the construction of academiePIEET as a field dcialpractice

It seeksto gain insight intdl K S F A S fitsRs€xarity &fliehuledrétiEcademy and

its cumulative knowledgéuilding potential In the absence of empirical data exclusive

to this specialism, onés left to speculate and make assumptions based on what is
known about academic FT&€hoolsgiventhe literatures in chapter 2. Thiseemsan
unreliablebasis to formjudgementabout academic TBECETOne of the theoretical

aimsof thisresearch therefore,isi 2 LINR GA RS | FNI YSG2N] F2NJ
2F (KS aghderhis DIPCET. That i) make explicithe organisingrinciples of
knowledge practices that are deemed legitimaéed by whom, and thereby provide

insight into thecurrent andpotential future shape oaicademic TPCE®s a distinct

field in the academy

Given the research questions and considethngliterature review, the study called for
a theoretical foundatiorand conceptual frameworthat couldaddressthree principal
aims Firstameans of being able taewacademic TEPCE&s a distinct field irreducible
to other fieldswas required. This is on accounttbé suprafield of TEbeingill-defined
and ambiguous giveits form as a sofapplied regionand the contestation over the
knowledges appropriate for teachingn addition, and gecific to TEHPCET, the
foundations in both the fields of HE and PCET underp#®JIET, the latter also
extending to government, industry, and employeFsirther, thelimited literature on
TEPCETe.qg., Aubey & Bell, 2017Eliahoo, 20144lid notdifferentiate sites of practice;

there was no distinction made between HE TEds and cebeged TEds

Second, given thpaucity of literatureprivileging the voice of the universityased TEd
for PCET and their worthis called fora means ofjairing insight into¢ 9 Radafemic
and educational dispositions ttluminate what underpinstheir practices, claims and
beliefs This would afford understandintje basis of their achievememind succesas

TEdsn the academy

Third, theoretically, knowledgeitself ¢ its intrinsic properties and powersremains

undertheorised. That is to say He literature ondisciplines an#nowledgetraditionsin
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respect of THighlighted the tendency ttypologies, taxonomies an@ften-inferred)

sets of binaries (e.g., pure, applied; hard, saftinceptual contextual context
independent contextdependent propositional proceduraj formal, informal; and
abstract concretd. These bring knowledge intaew ¢ one of the key theoretical aims

of the research- and offer useful first steps asxploratoryaccounts of knowledge.
However, they suffer from knowledge myopia (Howard & Maton, 2044ton, 2014

in that, whilst a useful first step to seeing knowigdas an objectMaton, 2019 they

do not extend beyond empirical surface description to enable analysis of their
characteristics or their internal structure that account for their differentiation. They are
thus inadequate a®xplanatorytheoretical framevorks (Howard & Maton, 2011).
Furthermore, the literature on TEds highlighted how knowledge is constructed through
reflective practte and immersion in communities of practice. Knowledgsonflated

with knowing, blurring the boundaries between knowledgelahow it can be known.
Moreover,¢ 9R&Q ARSYyGAGE F2NXIGA2Y KAIKEAIKGSF
power relations, thereby foregrounding knowers and knowiagd backgrounding

knowledge (Georgiou et al., 2014).

To address this undéheorizing of knowledgecalled fora means ofdistinguishing

between surface practices and the underlying structure (Maton, 2005b), thus
conceptualisinghe underpinningorganisingorinciples that generate a diverse range of
knowledge forms and practicesand that transcend the gravityvell of individual
contexts(Maton, 2014).This refocuse attention to the features of knowledge as an
objectand lesgo the purposes for which knowledge is designed to serve (Wheelahan
2010a); to move beyond empirical descriptiond the contens of knowledge This

would allow for the effects and powers of knowledge to be explofaddamental to

0KA& adui ozBeeking to teteivhine academicTH 9 ¢ Q& LJxumBlstiver £ F

knowledgebuilding, andts positionin the academy.

The purpose of tis chapter then,is topresentthe theoretical foundations for the study
and articulate the analytic tools that will be wéid to meet theabove criteriaDepicted
in Figure 3.1, tere arethree interdependent and mutually constitutivparts to the

theoretical architecture as follows:
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1.

Selected elements df A SNNE . 2 dzZNRA SdzQa FASE R (KS?2
theory will provide the study withts theoretical foundation.

This in turn offers the foundational elements forand are extended and
subsumed within, thexplanatoryconceptualanalytic framework and specific
conceptual tools of égitimation Code Theory (LCT)Given the review of the
literature in the preceding chapter consider&kdowledgeand knowersas key

themes within disciplines as sociepistemic entities, LCT allows for both
knowledge practices and knower dispositions to be brought together.

Further, | have abstracteahd selectively drawn on componentsafe element

of LCTthe epistemic pedagogic devide, serve as therienting framefor the

study, thus delimiting its scopsee section 3.3).

Figure3-1 Theoretical conceptual framework and orienting frame for the study

Theory, concepts and orienting frame

Theoretical foundation )
Conceptual analytic

Bourdieu field theory framework
__ | field, habitus, capital

Bernstein code theory

Maton Legitimation Code Theory

. i . legitimation codes, epistemic pedagodic
pedagogic codes, pedagogic device} device, knowledge and knower structufes
knowledge structures

Orienting frame

based orepistemic pedagogic device
to exploreTEPCET as a specialised
FASER FYR ¢9RaAQ L
knowledge

1 production(research) in the
intellectualfield

 recontextualization
(curriculum) in the
educationalfield

1 reproduction(pedagay &
assessment) in the
educationaffield
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The studythus offersa framework that allow a reorientation of focus fronseeingto
analysing from typesto principles(Maton, 2014) LCTaffordsthe studythe means of
Fylrfeara 27T c¢paaiiceQin feséd@ah,f &iiRcIGmM pedagogy and
assessmentThis analysis Isrought into relation with analysis of the TEds themselves
to offer a comprehensive insight into their field: that is to say, the dispositions that they
bring to academic FBCETthe HE context within which that is situated, and their

resultant experiences and practices (Maton & Chen, 2020).

3.2 LCT: foundational concepts of Bourdieu and Bernstein

Asa conceptual framework wiih social realism, CTprovides researchensith toolsto
identify the underlying organising principles of social fields and hence explore the
effects of knowledgeOver the past decade, there has been considerable empirical
research into education that draws on LCT. This covers research at institutiorig) leve
from primary through to universit education disciplinary specialisms, and national
contexts (Maton et al., 2016). For professional education, for example, studies in
academic development (Ellery, 201d@gsign (Dong et al., 2015; Giloi & Belluigi, 2017)
engineering (Wolff, 2017; 201.8aw (Van Heerderet al., 2017)marketing (Arbee et

al., 2014)nursing (McNamara, 20092000b; 20108 201M); andvocational education

and training (Locke & Maton, 201Bave drawn on different dimensions of LCT.

[/ ¢ AYyO2NLRNIGS&8 |yR SEGSYR&aZ AyGSNI A
. SNYalSAYyQa 20RARS SidA & 2sth dighificaode BKiritelletéaliand
educational fields of thetructuredpositiontakings of actors in struggles over status

and resources, that is, their stances and claims to legitinfisloNamara, 2007are a

function of therelationshipof positions (Moore, 2013a). Knowledge relations are thus

for Bourdieu intrinsicallgrbitrary (ibid.): a reflection of power relations (Maton, 2014).
SNy aidSAyQa g2NJ 3 2\ thdl Hgbificahde Kof iNtdlldctuay &hd K A -
educational fields of thestructuring effects and norarbitrary nature of knowledge
OAOAR®PO O2 PINNK &SAYEAT SUNRZNIS Y2 2IA 0Lt e LI2g¢
2000 149.

In LCT, dllowing Bourdieu, social fields are described as spaces in which actors

cooperate and struggle to maximise status in relation to others, contesting the control
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2F NB&a2dzNOS& YR WaliNARGAYy3I o02G4K G2 Fadal A
toshapevK & A4 RSTAYSR Fa FOKASGSYSyid G2 YI(
17). The practices of actors therefore represent competing claims to legitimacy
(Carvalho et al.,, 2009; Maton, 2014) and are conceptualisedaaguages of
legitimation The organisig principles of actors, their practices and dispositions, and
social fields, are conceptualised Egyitimation codes each code representing the
WOAZNNByYy OeQ Fa | Nz SNIAYy GKS FASER oal b2y
are created, maintaied, transformed or changed is via the Legitimation Device (LD)
(ibid.)that Maton puts forward as the deep, generative mechanism underlying all social
FASEtRa YR A& (GKSNBT2NB:I NBazylyd gAi0K
currency exchangm which people enter with social currenayvalue of various forms

and quantities. The LD is the ruler of the field: whoever controls the LD controls how

people define what is legitimate as reflected in the legitimation codes.

What immediately followss a highly attenuated summary of aspectstioé Bourdieu
and Bernsteircorpus relevant to the studyt providesthe theoretical roots to the LCT

conceptual tools discussed in 3.3.
3.2.1BourdiewQ $hinking toolsQfield, capital, and habitus

BourdielQ 38 KA y | A y & field2 chfital @nd habitus are each integral to
understanding the social worlhomson2012) Theyare important for thisresearch
in supporting the conceptuaation of academic FBCET as a distinctive fieltistudy
in the academyn line with(i K S & { dzR & Q&he Autooiny dinemsigrSof LCT in

section 3.3.1 will enhance this conceptsation.
Field

b20SR Ay OKFLIISNI HE WRAWMDAdZ Ay EQHzHT 8S O3
(Lawn & Furlong, 2011: 4). For BourdiieldNBE ¥ f SOGa W ONRGAOIf Y
practices of those who partake of it and the surrounding social and economic
O2YRAGAZ2YAEAQ 6. 2dzNRA Sdz asréfdrs@ljaddcigipatial aretpdH Y  n
of specialisedor differentiated practice occupied by agents (individuals, groups of
actors, institutions) who struggle over resources and status to assert authority over it,
to maximise their position and throughsucB¥ A y I y OS Ll2&daSaa (GKS
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Fdzy QlAz2zy (G2 GKSAN FRGFyGl3asSQ o6. 2dz2NRA Sdzz
actors engaged in a form of game playing involving struggles underpinned by explicit
and/or implicit rules known to those playingdlgame.The structure is represented by

two competing determinants of hierarcdation: an internally oriented, intrinsic
principle and an externalgriented principle(McNamara, 2007)The former looks

AY ol NR (2 GKS RA&AY (I % NRANS RaselOBHE T Bxanple,l O
it may be the pursuit of knowledge for its own sake (Maton, 2005a). The latter orient
practices beyond the field, for example, again in the case of HE, generating research
income {bid.) The tension between the twatructures the fieldThe structure of a field

as a whole means that, pristike (Bourdieu, 1993b) it refracts external influences
according to its specific logic (Maton, 2005a). Wider macro influences of social, political

and economic power will be refracSR Ay LI NI A Odzf F NJ g1 &4 R
relative autonomy from other fields and its internal logic, politics and structure (Jenkins,
2002; Maton, 2005a). The internal structure of the field mediates those effects. Chapter

5 explores this in detadoncerning academic TECET as a specialidield.
Capital

Each field, as a site of struggles, presupposes a set of resources that are required to gain
entry and play the game. Capital is accumulated in fields, that is, the assets (goods and
resources) which are at stake in the field (Jenkins, 2002) the formbkiohwepresent

the currency values that agents can draw on in their struggles for status and authority.
¢tKAA Oly OG a GKS WYWWSYySNHeQ GKIFId RNAO
(Moore, 2012: 102). What volume of capital one possesses distinguishe KS WK I @
FTNRY (KR IBKIPIS KIFG O2dzyda |a WKFEGAYIQ Az
available. Bourdieu highlighted these as cultural, economic, social and symbolic, the
latter of which being the form of capital that can stand for all the ethand can be

exchanged in other fields (Thomson, 2012).

The volume and form of capital possessed by agents determines their relative position

in a field and their mode of practice within it. Aiming to increase volume of capital and
seeking to make theiform of capital the defining mark of achievement in the field

bal G2y wnnplo FNB G GKS KSIFENI 2F | 3Syi:
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Habitus

The formation and acquisition of symbolic capital (Moore, 2012) can be understood by
habitus. Habitus refers to an embodiment of internsdd collective dispositions,
experiences and histories (Asimaki & Koustourakis, 2014; Rawolle & Lingard, 2013).
Thesedispositions are acquired through soclii A 2y YR SELISNA Sy OS
education and upbringing (Wacquant, 8Habitus conceptualises ways of seeing,
feeling, acting and making sense of the wordhd which shape and are revealed
through current practices. Such sets of dispositions for agents in a field allow for
adoption of certain stances and strategegositiontakingsg that are reflected in their

field positionality.
Thevalueandd YA Gl GA2ya 2F . 2dzNRASdzQa GKS2NE T2

BourdielQad ¥ A S f \Rluabl&is eéndiding dcademic-PEET to beonceptualised
asanobjectofstudf. i R2S& &2 o0& 27F7FSNAYyFacticessi$l ya
beliefs as a set of positions in the academy (Maton, 2009a3. was necessary because

the literatureis silent on academic TECE&Nd only provides approximations based on

the TEschoolssector.

In focusing on social relations of power for how agents are differentially positioned in
fields,however,knowledge practices are part of the scholastic game (Thomson, 2012)
adzOK GKId WgKIG Aa SELI2ASR A& GKS 3 YSQ
reduced to epiphenomena of its play of positions in the field (Maton, 2014). Herein lies

the blindspot for this study, the casewhat: knowledge. 2 dzZNRA SdzQa Ay a A 3K
I 3SyGaQ RATTS Mdayoisite khowlddgeablitindt 2ZhgfelatioAsywithin
knowledge and its constituent features (Bernstein, 1990). The structuring effect of
1ly2¢6t SRAS 2y AyaStftSOldzat FyR SRdzOF GA2Y I ¢
LIN} OGA0S&asr GKSNBT2NBZ A& 200f dZ&AMsRThe ¢ KA A&

conceptual apparatus offered by Bernstsumpportssuch an analysis.
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322. SNYyailisSAyQa GUKS2NRY O2RS&az LISRF3I2IAO R
.SNYyaaSAyQa 62N)] Ay GKS a20A2t23e 2F SRdz
study (Maton, P09) His theoretical framework on codes, the pedagogic device and

knowledge structureshow:.

how structurings of intellectual and educational knowledge specialize actors
and discourses in ways that shape social relations, institutional organization,
disdplinary and curricular change, identity, consciousness and habitus
(Maton, 2007: 87)

' YVRSNLIAYYAY3 . SNY &GS A yaansidetaios anbllfminatiornof O 2 NJ
the way power and control operate in pedagogic settings and pedagogic relations.
Bernstein uses the principle aflassification to conceptualise power relations.
Classification refers to the degree of insulation betwsegial groupsgiscoursesand

agents Bernstein, 200D The poweresidingin the classification principle is in the form

2F RSTAYAY s lggiikdteland D@wdinghbddbe differentiated from other
categoriesPower thus creates, sustains and legisesi boundaries between fierent
categories or contexts such as disciplines, subjects, professional groups, and
institutions. Framingis concerned with the regulation of the locus of contil
communication within these categories or contexts (Moqre2013a) between
transmittersand acquirers of knowledgén educational terms, classification regulates

0KS WgKFIGIQ 2F 1y2¢fSR3IS FyR Ala O2yiaSy
transmission concerning the control over the selection, sequencing, pacing and criteria

of knowledges tde transmitted (Bernstein, 2000).

The relevant combinatioof relative strengths otlassification(C) andraming (F)gives

the code (e.g.,+¥C/ @ F) Any given code modality embodies rules regulating and
distributing power and forms of control infeeld of practice thusencapsulaing what

is considered appropriate capital, habituses and practices within the field and what is

deemed a marker of achievement withinlMcNamara 2007).
Pedagogic device

Bernstein conceptualised the pedagogic devicB)(fFigure 3.2)as the underlying

generative mechanism that generates, sustains and changes the structuring principles
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that any given code modality represents and of which practices aresagiahs. In the
creation and transmission of knowledge, Bernstél®90: 206) posits thathe PD
representd Yy WI NBY | 0 2y @ # MNazxa cdbikield)2aaiabdRraeSolzQ &
fields of practice in an operational hierarch knowledge production,
recontextualsation and reproduction. Thield of productioniswhere new knowledge

is (typically)createdor advancedvia research in intellectual fieldBecontextuakation
iswherethis knowledge is translated into curriculum knowleddéereproductiorfield

is where the curriculased knowledge is pedagasgd. These three sufields can
represent discrete sites, for instance, knowledge produced in the academy,
recontextualised in curriculum by government education specialists and reproduced in
the classroomThe cevice resides within a space defined by relationships between the
state, its government and government departments, educational system, economy and
civil society(Moore, 2013a) Within and across these spheres, their agents strive for
control of the device in order to shape pedagogic discourse and further their own
interests (Maton, 2004)Of relevance to this study is that the academy all three sub
fields overlap and TEds gage in practices across and witleach as researchers,
curriculum designers and teachefhis studpa RSaA 3y Sy O2YL)} aasSa

Figure3-2. SNy aidSAyQa | NSyl ONBIFIGSR o0& GKS LISR

Knowledge production Knowledge Knowledge reproduction
field recontextualization field fiold
Sites where ‘new’ Sites where knowledges Sites of learning and
knowledge created from production fields are teaching

‘ selected, rearranged and -

transformed to become
pedagogic discourse

distributive rules recontextualizing rules evaluative rules

(Bernstein 2000: 25-39)

The epistemigpedagogic device

Maton (2014) has developed the PDsiveralrespects in the conceptuatition of the
epistemicpedagogic device (EPR)full explication of which is not necessary for the

purposes of this thesis but can be foundvilaton (2014: 4364). In essencehe PDis
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primarily concerned withthe educational field and the underlying processes
constructing pedagogic discourse rather than new knowleidgthe intellectual field
(Maton, 2014) As Figure 3 shows,there isrecogntion that knowledge flows (and is
transformed) around the arena in multiple directions rather in the predominantly one
way direction (from left to right) in the PD. Knowledge enacted in the field of
reproduction can lead to changes in the way curriculadeeeloped. Similarly, flowing
from recontextualisation fields to production fields, knowledge can form antecedent
1y26f SRIS FT2N GKS LIN2RERBGQBMARSNAY IVAEI HS Yy Dy
advancethe EPD allows for an integration of the analyseslbtthree fields of the
device LCT provides the conceptual tools to analyse practices across all thréieldsb
together with the habituses actors bring to the arena created by the HRP. is
Fdzy RFYSyidlrt (2 (GKAA ailddzRéeQa FAYao

Figure3-3 Arena created by the episterpedagogic device

-
/ Production fields Recontextualization fields Reproduction fields \\
Sites where ‘new’ Sites where knowledges Sites of learning and
knowledge created from production fields are - teaching

selected, rearranged and

transformed to become -
pedagogic discourse

\_ epistemic logics recontextualizing logics evaluative logics _/

N

distributive logics

(Maton, 2014: 43-64)

As previously noted, in LCT the Legitimation Device (LD) is conceptualised as the deep,
generative mechanism underlying all social fieldse EPD is thuske&y component of
the LD

Knowledge structuresvertical and horizontal discourses

Thestructureof knowledge in the field of knowledge production will influence the type
of curriculum in the recontextuaation field and thence the type of pedagogytire

reproduction field.This section therefore provides conceptual language and tools to
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reveal the naturend implication®f the structure of knowledg#or disciplinego which

the Biglan/Bechetypologyalludes.

It was towards the end of his liteat Bernstein directed his attention to the forms and
structure of knowledged SY SN} 6§ SR FTNRBY | RAAUGAYOGA2Y 0S
discourses Rernstein 2000: 155) Horizontal discourse refers to commaense,
everyday, often tacit knowledge&ktl & A a WEA(1Sfte G2 6S 2N¥ft =
ALISOATAOQ 6. SNY dbiuSded 1%y the spacificy cortept inOwhich At dga
realised (Wheelahgr2010a) Here learning is acquired tacitly by way of modelling or
showing (Bernsteii2000).This correlates with the pratice knowledge traditions and

WA Yy OKQa T fdizligsérdsedida 8.2 N@rtical discoursis representative of

esoteric scholarly or professionaknowledge that, unlike horizontal discoursés

relatively independent ofind abstracted from meaningsmbedded in everyday life

(Moore, 20139 asrepresented bythe canonin education(2.4.1)

Within vertical discourse, Bernstein conceptualises two knowledge structures, the
hierarchicaland the horizontal These are distinguishetly how theory develops
(verticality) and how theory relates to the world (grammaticality) (Muller, 2007).
Verticalityin the case ohierarchicalknowledge structuress wheretheory develops
through the integration and subsumption of propositions at lower levidiatén, 2010)

to create more general propositions and theories (Bernst2d00; Muller 2007) This

is exemgified by the physical sciencesmd symbolically this can be represented as

triangle

Horizontalknowledge structures in vertical discourse, on the other hand, do not have
this high capacity for verticalityrhey develop by adding more segmentdangiages
(L) horizontally accordant withthe social sciences and humanities (Bernst®00).

Symbolically this can be represented thus (Berns@2d®0: 161):

LB LLLIX D]
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Whereasverticality is concerned with how theory develops internallyammaticality

is How theoretical statements deal with their empirical predic&i@duller, 2006: 13).
Horizontal knowledge structures with strong grammars will have shared rules to enable
speakers of on¢éanguage to talk to speakers of other languages within the discipline
They wouldrecognise the object of study and agree what counts as research evidence
(Wheelahan, 2010a), for example, in mathematicg®remics|inguistics aton, 2014

thus allowingfor an element of verticality like that inhered in hierarchical knowledge
structures (Maton & Muller 2007 Muller, 2007). They are regulated by a

recontextualsation principlewhereby:

competent members can give an explicit account of the way in whicl the

arrived at a specific position; they can retrace their steps and show how they

K &3S YIRS GKS NBO2y i SEi.daulles J0®R84)2 6 2S O
For those with weaker grammarand which lack shared rules, empirical descriptions
are difficult togenerate: there may be little basis on which to agree the object of the
study or the means of researching#ton, 2014 69) As Muller (2006: 14) states:

grammaticality determines the capacity of a theory or language to

progress through worldly corrolvation; verticality determines the

capacity of a theory or language to progress integratively through

explanatory sophistication. Together, we may say that these two criteria
determine the capacity of a particulan&wledge structure to progress.

Figure 34 represents these conceptual relationships.

Figure3-4 Vertical and Horizontal discourses

Hierarchical

A
knowledge
structures

VERTICAL

\ Stronger
grammar
Honzontal
knowledg
DISCOURSE structure \
Weaker
\ grammar

HORIZONTAL

»
»

Verticality and grammaticality
Profane to sacred

Adapted from Bernstein (1999); McNamara (2007)
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As suggested by the Biglan/Becher typol@ggction2.3), these knowledge structures
have implications for the shapd mtellectual fields of production (Maton & Muller
2007) and speciade consciousnessand identity differently within them (ibid.).
Horizontal knowledge structures witstronggrammar, have shared rules: theories are
open to one another thus enabling a degree of integration of language (Ma065).
Horizontal knowledge structures with relativeligakgrammar, on the other hand, tend
to proliferate: with such an approach, dfent theories are defined as competing
paradigms (Moore2013a) Here a synthesis of knowledge can be difficult given the
incommensurability of the languages. Without recourse to empirical research as the
basis for agreement between the languages, it Iestton critique (Maton & Muller
2007). It then becomes possible th&he speakers of each language become as
specialted andas excluding as the langua@Bernstein 2000: 162).In respect of

educational research, Labaree (2003: 14) notes:

Softapplied knowledge does not accumulate easily because findings are more
visibly open to challenge than is the case with hpmle knowledge. As a
result, educational researchers continually tend to rebuild the foundations of
the field, instead of builthg scholarly skyscrapers on the apparently durable
base ofhard-pure research. And this works against the "urban" concentration
of integrated scholarly effort, instead leading to a dispersion of resources into
a variety of parallel projects that are soated across the terrain, each working

its own discrete portion of the educational context and building its own
intellectual foundations for analyzing that context

This discussion also highlights implications komowledge acquisition Horizontal
knowledgestructures with strong grammar support the acquirer in recognising what it

Ad GKSe& IINB WwalLlsSlk{iAy3aQe aSlyAiy3aa NB yz2i
and provide the learner with means to integrate knowledge and understandiags
consumedafi KS LRAYy(d 2F AdGa O2,20& B0)deorthorizobtdl A IS N
knowledge structures with weak grammar, the acquirer mayubsurewhether they

are writing or speaking the subject. How i transmitted may be down to the
perspective of thetransmitter. University studenteachers of ITE, for instance, will

need to recognise and realise a vertical discourse reflected in mukipéeialised
languages that make up a horizontal knowledge structure (McLean et al., 2013) which

W RRNB&aa R&EIINE O2KIIR@z00 2NJ LINF OGA0SQ 6. SN
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strong relation to horizontal discourse of everyday life (McLean et al., 26b8)the

acquirer, then, it might be a struggle to realise that voice $aae has to be acquired,
thatis a p&AJi A Odzf  NJ Y2RS 2F NBXO23ayAaiAy3a |yR NB
sociological reali§(Bernstein 2000: 164) This gaze is tacitly transmitted, most likely
through oral transmission in the context of a social interactional relationship with those
gK2 LR aasSamdoiek St KRB ToSd €6 6 S FdzNI KSNJ SELJX ¢
and knower structure$3.3.2)

Thevalueandd YA G GA2ya 2F . SNYyaadSAyQa 62N] F2N

. SNYaidSAYyQa ¢2NJ] AnZon&ivifigdat kodwiBdgdia® anloljéctiof & G d
study. It offers the means of identifying boundaries between different knowledges
circulating within TEsoutlined inthe literature reviewed in chapter 2, their diffeme

forms, derivationsand potential effects The pedagogic device, reconceptualisbg

Maton (2014)as the epistemic pedagogic deviéd’(), frames the key components and

GKS RSSL) dzy RSNLIAYYAY3I LINAYOALX Sa 27F | Oi
achiexement should be dominant and therefore legitimate. Whoever controls the EPD
therefore controls the rulers of participation and achievement in fields embodied by

their strategic stances aimed at maximising their positions within the fields.

The foregoingwould suggest that thesoft-applied region of academic FHECET is a
vertical discourse wittmorizontal knowledge structurandweak grammarsBernstein
(1999) suggests that such casegisciplinary knowers hadimited means of insulating

their constructions from experiencgrounded in horizontaldiscourse. This weak
grammar, as Bernstein notes, suggests that there may be little basis on which to agree
the object of the study or the means of researchitgts capacityto progressthus
limited. This echoes the concerns raised in chapten 2espect of the practical and

integrated knowledge traditions

Maton (2014) argueshowever,that there may bea different strengthto knowledge

fieldsG KI & . SNY &G SAyYyQa htvoa tRabdllowR Br&riowlgtigeiildiagk S R
and progressionMaton, 2014. This raises the questionoald academicTEPCEhave

different capacities for knowledgeuilding andprogression andf so, what is the basis

of these differencesljid.)? The keypointis that, by focusing on one dimension of fields,
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that is, the formation oknowledg& . SNy a0 SAyQa ¢g2NJ] 2 0O0f dzRS

formation ofknowers This is addressed specifically in 3.3.2.

3.3 LCT Autonomy andSpecialisation

To recap,absent from the literature are empirical studies exclusively addressing
academic THPCET as apecialisedfield of study. Tis chapter is addressing the
theoretical foundations and conceptual tools thatford the study tle meansto gain
insight into thecurrent andpotential future shape ohcademic T'PCETRs a distinct

field in the academyAs noted in chapter llanguages of legitimation embody
organising principleshat afford insight intol R A & Cokde¥ faryaSs@stainable,
distinct academic culture (Henkel, 2010) and critical mass of scholars (Delamont et al.,
1997) These areconditions necessaryor focused research programmeis the
intellectual field of knowledge productiorandthe design and deliver of integrated,
coherent professional curricula (McNamara, 2009b) the educational fields of

knowledge recontextuadation and reproduction

There are currently five principal dimensions of L Bpecialisation Semantics,
Autonomy, Temporality and DensityMaton, 2014 where each dimension is focused

on conceptualisingrinciples underlying practiceé complete structural analysis of the
field of academic FTRCET drawing on all dimensions of LCT was not the purpose of this
study, fowever. Rather its focus was principally TEds and the way in which they
construced the field of academic TECET by way of their representations of their
practices, with afocus on knowledge production, curriculum, pedagogy and
assessment. To that end, these representations may be conceptualised astieadi

of settingsof the legitimation device (D), a keycomponent of which is the EPD
Embodied in their discursive practicgalk and associated documentatiqrchapter 4)
about knowledge practices, beliefs and contexts are claims to status and resources for
carving out and maintaining their intellectual and institutional positions (Maton, 2014)
in the field of academic TECH. Their strategies are used to help shape the rules of the
academic game, deeming what counts as legitimate academic participation, and who

decides (McNamara, 2007).
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The research draws on Autonomy and Spemiibn. 9 EG SY RAYy 3 . 2 dzN
hierarchisation pnciples of fieldsAutonomy will offer a conceptual lens to address,
principally, the first research questidiiow do TEds conceive of the distinctiveness of
academic TIPCET as specialisedield of study in the academy?Thisrelates to the
externalrelations of the field of academic FHEETtlat is, external toacademic TE
PCE®s a distinct field in its own rightlt will furnishthe means of conceptualising the
structuringof theseexternal relationwia an analysis of how practices, beliefs arays

of working from the higher educational and other social spheres are articulated within
the experiences and perceptions (Locke & Maton, 2019) of TEds in acadeRQETE
This will establish the macro context within which TEds practice, embodyingthiens

for the institutional position of the field (chapter 5). This will frame the substantive part
of the study, in which are explored the intellectual claims via relations between its social
and symbolic dimensions (chap$s - 8) as articulated by the TEdShese relations
construct what is deemed special and worthy of achievement in knowledge practices
and beliefs in the arena across the three didids of knowledge production,
recontextualsation and reproduction. Thahore sulstantialpart of the thesis will draw

on Specialisation

3.3.1 Autonomy

C2ft2gAy3 (KS RA HiOdHdadzd 2y 2 R2&F A R DR SHAWAS F
external relations, the degree of differentiation and insulatloetweenfields thereby
establishingts marker of status. In the case of HE this has traditionally been associated
GAOUK WFEOFRSYAO FTNBSR2YQ YR WAYyaildAddziazyl
in the oppositions expressed in the binaries of, for instance, education/training,
pure/applied, and liberal/vocational where the former are vabed (ibid.) over the
fFrGGSND [/ ¢ 1 dzi2zy2Ye SEIi Saitthamyastazdiding 6fdzQ&
two analytically distinct dimensiongositional autonomyand relational autonomy

where each an be points on a continuum from stronger (+) to weakgrI{ will be

drawn on in the study to determine academicTE 9 ¢ Q& SEGSNY It NBf I
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Positionalautonomy (PA)

Positional autonomy refers to the nature of the relations between positions in one
social universe and positions in other universes (Maton, 2005a). Essentially, it is
concerned with where actors are located and the degree to which the social context is
insulated from external control and influenck the case dfiE this refers to acadaic
freedom (McNamara, 20H). Where agents occupying positions in the field of practice
originate from within that field, the field is said to exhibit stronger positional autonomy.
Where agents occupying positions originate from or are largely locatesidmithe

social field in question, the field is said to exhibit weaker positional autonomy.
Relationalautonomy (RA)

Relational autonomy refers to the relations between principles of relation, that is, the
ways of working, measures of achievement, aithg,logics within a social universe and
those emanating from outsidié. In HE, pursuit of knowledge for its own sakaprised

over economic imperatives (such as preparing students for employment) would

indicate stronger relational autonomy.

Positionalautonomy invites the questionwho runs the field? And, for relational

autonomy, according tavhoseprinciples (Maton, 2005a)?

¢CKS ylIGdz2NE 2F SIOK RAYSyaAzy RNl ga 2vy
and external framing which relate to the strength of the boundary insulation between
categories and the locus of control across them (Maton, 2005b)cdheeptualisatio
provides for a typology of fowrincipalmodalities orautonomycodes(following Locke

& Maton, 20D: 6-7):

1 sovereign code@PA+, RA+): status is granted to strongly insulated positions and
autonomous principlesi.e. what is valued stems fromwithin the context and
acts according to its specific ways of working;

 exoticcode®t ! @ w! oY fSIAAGAYI O& I OONHzSa
heteronomous principles;e. what is valuedand ways of workingcome from

elsewhere;
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1 introjected code$t ! @ Z lIeditibhacyresides with weakly insulated positions
and autonomous principles; i.e. what is valued stems from outside the context
but oriented to ways of working from within;

f projectedcodest ! b w! O0Y &Gl Gdza NB A& fioRssad ¢ A 0 K
heteronomous principles; i.e. what is valued stems from within the context but

oriented to ways of working from outside it.

The relative strengths gbositional and relational autonomgan vary independently

and seen as intersecting continua across a Cartesian pidfigure 3.

Maton (2005a, 2005b) draws attention to the traditional notion of the elite university,
valorising liberal humanist ideals and insulated from external canfgovereign code:
PA+, RA+) in contrast to lower status institutions (such as former polytechnics in
England) weakly insulated from government control and oriented to the needs of the
market exotic codet ! @2 w! @0 ® [ BEG SRR y 2 ¥ &Ny S dzQ &
principles toreveal two further dimensions: the case of the institution being led by-non
academes from outside of academia (e.g., from politics, industry) but run according to
academic principlegintrojected codeY t ! @ )} andyv tobverselythe institution
managed by academics but according to economic / vocational prindplegected

code PA+w ! @ The former is less likely, but the latter is particularly relevant to this
study. TEPCEThas been deregulated and many providers are embarking on
revalidation of programmes freed from the strictures of LLUK standards. It is,
nonetheless, subject to audit from the government inspectorate, which applies criteria
to provision drawn from outside academia. The conceptual delicacy offered by LCT
Autonomy can capture the shifts in either component of autonomy at this time of

change.
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Figure3-5 Autonomy plane
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In summary, followinglaton (201&; 2016k Autonomy explores practices in relatively
autonomous social realms whoseganisingorinciples are given by autonomy codés.

this study, these concepts are usead order to construct academic IHECET as a semi
autonomous field of social practice. They afford analysih@fdegree to whichTEds

are perceived as being from inside HE or associated with other fields such as
government, busings and PCET (positional autonomy); and their ways of working are
perceived as based on specifically higher educational principles or on those from

outside HE (relational autonomgl)ocke & Maton, 2(d).

For TEds as fE/ 9 ¢ Q& RA & OA LJ A ydéghe® of CodedliafdRayd of & =
working are intimatelyentwined with how both they as knowersand knowledgeare

specialisedvithin their field.
3.3.2 Speciatiation - basis for differentiation in intellectual and educational fields

Knowledge an#tnowerstructures andspecialsation codes

.SNYyaidSAyQa ¢2N] 2y (y26fSR3IAS &0 NHzOG dzNEB &
knowledge but offers only a partial account of knowledge fields: knowledge structures

are notthe only dimensich ¢ Kl & Aa G2 aleées WF2NJ SOSNE
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a disciplinaryF A St R® ¢ KA A 1Yy 26SN aiNUzO( dgtinsof Y A NN.
hierarchical and horizontal knowledge structures, may also be hierarchical or

horizontal. Maton (2014: 7@)efines a hierarchical knower structure @s

systematically principled and hierarchical organization of knowers based on the
construction of andeal knowerand whichdevelops through the integration of
new knowers at lower levels and across an expanding range of different
dispositiongdmy emphasis)

A horizontal knower structureon the other handis defined as:

series of strongly bounded knowers, each with spema modes of being,
thinking, feeling and acting, with necomparable habituses (or embodied
dispositions) based on different trajectories and experier(das., 71).

al 2y (GKdza SEGSYyRa .SNyadSAyQa 62N] Ay |
knowledge and knowersmay be specialised The notion of a hierarchical knower
structure is important in overcominga deficit tendency when viewing horizontal
knowledge structures: knower structures can embody a hierarchy of theiramdrthus

a field maydevelop and progressthrough sociality by means of subsuming and

integrating habituses (Maton, 2014).

Speciakation posits that knowledge practices and contexts establish not whigt is
legitimate to know anchow; they establishwho is an ideal knower. In other words,
Speciakation is premised on the fact thafgractices and beliefs are about or oriented
towards ®mething and by someorie(Maton, 2014 29) This allows for a
conceptualisation oépistemic relation$ER) between knowledge and its objechon
arbitrary relation intrinsic to the knowledge itselfLuckett, 2009) analytically
distinguishedrom socialrelations(SR) between practices and their subject / author
that is,an arbitrary relation based on power dynamics and congiit.) asillustrated

in Figure 36.

78



Figure3-6 Speciabation ofknowledge practices

Subjects

Knowledge practices

EPiStem,'

C relation, (ER) Objects

Combination ofelativestrengths of ER
and SR $pecialisatiorrodes
(Maton, 2014: 173

These relations bring into focwghat can be described as knowledge (ER)&hd can
claim to be a legitimate knower (SBringing these two aspects togetherading on
. SNY a i S Ay QaanddfarhidgprikcplasGtl igh gossifle toconceptualisethe
underpinning principles of knowledge practicessaggcialsation codes(Maton, 2019.
The conceptualisation provides for a typology of four different modalities or

specialsation codes(ibid.) depictedin Figure 3.7

1 knowledge codeqER-, { w)p where legitimacy is based on possession of
specialisedknowledgeof determinate objects of studgnd/or specialiseaneans
of accessing said objectttributes of knowers are not considered significant;

1 knower code$9 w pSR+)wheredispositionsof knowers mark the measures of
achievement andgpecialisecknowledge lesemphasisd. Dispositions may e
innate, socially based or cultivated

1 elite codes(ER+, SR+Wwhere the basis of achievement is possession of
specialiseknowledge and being the right kind of knower; and

71 relativist codeq9 w @ w)pwhere neither specialist knowledge nor knower
dispositionsappear tolegitimate practicesand identity-¥ {1 Ay R 2 7F
3 2 §Kdpon, 2014 31).
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FollowingPA and RA in Autonomyhd relative strengths of the classification and
framing for ER andRScan vary independently and ER and SR seen as intersecting
continua across a Cartesian plagehe Speciakation plane Figure 3.J. As forthe
Autonomy planethe Speciakation plane represents a topological space whereby each
relation may be relativédd a G NRBy 3t & ob0 2N gSkH{fe 60 Of
AAYLI & WaliNmgrE2142 NI QS 1 Q o

Figure3-7 Knowledgeknower structures and Specsgaliion codes

Hierarchical knowledge structures
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Horizontal knower structures Hierarchical knower structures
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v
9w

Horizontal knowledge structures

(adapted fromMaton, 2019

In the science disciplines, Maton (20Q1uggests thathe knowledge code (ERf,w )p
dominates such that the hierarchical principle lies in the knowledge stru¢turekett,

2009) Who you are as a knower is relatively immatedal( yporovidedyou possess

the knowledge and draw on the correct methods and maheres(ER+). In the arts and
humanities where knowledge boundaries are blurred, the knowledge structure less
hierarchicathusexhibiting weaker grammaB(w Jp the hierarchical principle lies in the
knower structure @ w pSR+)ibid.). h y S Q& R A ridlskial ‘it ‘cdtyfal dapital
GKFG dzyRSNLIAY 2ySQa (y2¢6Ay3d o02ySQa wari s
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than explicit)y Here2 y SQ& Wil 4GS |thyis¥ 2 AXBRS WHR G A YIYIERNE
Odzf G dzZNBR | YR | OOdz & dzNJ 3ppof/ifese Misciplnéldzathes a Ob |
words, they tend to have hierarchical knower structuréssentially this translates in

practice to mean:

For knowledgecode fields the principal basis for legitimacylés/eloping
knowledge, and training specialized kwers is a means to thisnd. For
knowercode fields the principal basis for legitimacy is developing
knowers, and creating specialist knowledge is a means for doing so
(Maton, 2014: 96).

Importantly, the relative strength of the epistemic relation (ERHjaets the relative
strength of the relations to a determinate object of stugiyhe what that is the focus

of the practice or claimand/or the relative strength of relations to the ways of dealing
with or referring to a particular object of study (Wolff, 2018he how. They thus give
insight into the extent to which knowledge practices strongly bound and control
legitimate objects of studyand/or the legitimate procedures for constructing such
objects.

Similarly, the relative strength of the social relation (SR+) reflects the relative strength

of the relations tokinds of knowersconcerning their subjective characterist(d4artin,

2016) and/or the relative strength of relations to theways of knowig through
AYOUSNI OdAz2ylf NBfFGA2Ya gAGK WAAIYATFAOL vy
masterapprentice relations (ibid.). They thus give insight into the extent to which
knowledge practices strongly bound and control legitimate kinds of lkemsand/or the

legitimate ways of knowing

2 This distinction Maton conceptualises in hi&4nodel (2014:17195):ontic relationg OR)oetween

practices and that part of the world towards which they are orented; disdursive relationfDR)

between practices and other practices, the combination of which generatéghts Both are

constituents of epistemic relations. This finer grained conceptual delicacy informed the analysis but is

not explicated in the thesis for brevity and readability.

3 Followingnote 2 and the &K model in whichaxial relations can be distinguished further into

subjective relation$ { dzo wo 0S(G6SSy 1y26f SRIS LINhtdactordaSa | yR W]
relationso Lwo 06 S0 6SSy 1y26ftSR3SA L MNDcanbihaGod &f whicyl Gencates @ & 2 T
gazes
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Gazes

To recall, referencindisciplines characterised as a horizontal knowledge structure with
weak grammar, SNY a0 SAYy omMmdpddpY mMcp0d &adzZaA3ISaGSR 0
conceptualgation of social riations offers a conceptuf | R@GF y OS AT SSNY
where the distinction betweenkinds of knowersand ways of knowing helpfully
articulates four types. As shown igure 3.8 these gazes reflect a continuum of
progressively weaker socieglations: born, social, cultivated and trained/blank. The
progressively weaker social relations reflect a corresponding increasing openness to

potential knowers (Maton, 2014).

Figure3-8 Social relations and gazes

Weakersocial relations Stronger social relations
Sk SR+
< >
Trained blankgaze cultivatedgaze socialgaze born gaz

Briefly, those whose practices reflect their innate natural talengenius feither that

IS to saylearned in the classroom nor acquired through experiepossesdorngazes.

They are both the right kind of knower and have the right dispositions refekct the

strongest social relationThose legitimate knowers who belong to a social category

(e.g., race, gender, sexuality, social class) poseesalgazesand the gaze can only be

acquiredcourtesy of belonging to this group and sharing the samgilatites. This

speaks to a strongly bounded and controlled kind of knower. In intelle&ildk, this

is associated with standpoint theories (e.g., queer theorists, Black feminism theorists).

Unless one can successfully change social class, gendewitgthfar example, the

social gaze will only be for those who possess it already (Maton, 2010). Less strong

relative toborn and social gazese cultivatedgazes. Here th&ind of knowelis not

circumscribed but rather thevays of knowingre limited to pecific legitimate means;

that is, dispositions can be inculcated and the gaze acquired by immersion in

relationships with those who already possess the gaze. This would closely accord with
S Ny a 2®0 yidlgn ofcgazd Y R NBFf SOG . hatIimengighd of | 34 S
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disciplinary knowledge shape unique disciplinary attitudes, behaviours and beliefs
(section 2.3)It is the relative strength of these interactional relations that allow for
cultivated gazes to represent, alongside born and social geglasipnal modalities of

stronger social relations (SR+) (see p=8 Yy do 0 X (GKS WbQ AYRAOI I
hierarchical knower structure based on an ideal knower: that is, either born, social or
cultivated.Relatively weakest is thieained gaze: whoyou are as &ind of knoweland

the inculcation of dispositions are relatively immaterial. One can be trained into the

f SAAGAYFGS 3FFTS o0{weOd LYLRZNIIyGfezr K2gS8
commensurate epistemic relatiomherebyspecialist knowledge/skills are emphses.

L¥ GKS SLIAAGSYAO NBtlFlA2ya INB ftaz2 6SI|
it is ablankgaze.

It is helpful if in advance | identify that this study, as will be made clear in subsequent
findings chapters, therevas no evidence offered where TEds claimed that they were

Wyl GdzNJF £ aQX 2N Wo2NY (G2 GKSANI g2N] QX 2NJ
experience or was independent of cultivation of some kifiais draws attention to the
cultivatedgaze where the basis of success and achievement in acadefRCHEwould

draw on cultivateddisciplinary knower attributes and dispositions, rather than a
particularsocialcategory (there are no limitations on who can knolm)order toreflect
relativelystrongersocial relationsthese dispositiongvould, crucially pe cultivated via

LINE GNF O0SR AYUSNIOlOA2y It NBtIFIA2yaE gAlGK
This would be in the form of disciplinarymaster and extended expaore to, and
immersion in, exemplary models (Maton, 2014; Luckett & Hunma,@®14 G KI § A &=
GKS2NASAE YR 62NJ & GNBIF&adzZNSER o6& thaitKS Oc
represent a recogsed canon and delivered via a systematic, structured ogne of

learning (Moore, 2009). This is not to claim a canon as a hegemonic construct; asocial,
ahistorical and thus unchanging: it is subject to changes that result from those working
within its tradition over time (Moore 2013b; Maton & Moore, 2010agvidrtheless, it

Ad ONMYzOALf F2NJ Syadz2NAy3a | WwWF20dza FyR ol &.
within disciplinary discoursé&his explains why in this study the cultivation of attributes

and attitudes such as criticality, creativity, passiomn @mthusiasm that are relatively
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free-floating of a disciplinary anchare discountedas evidence for stronger social

relations

It is important to note thaii KS R2 YAyl yi O2RSa ¢6KAOK Sadtl
may not be transparent or gancontested Maton, 2014. There may be more than one

code present, resulting in struggldls K SNB Yl & 0SX F2NJ Ayaidl yoOS
TEdsThat is, disagreements as to what constitutes the basis of status and identity: for
example, what is knowabout and how (knowledge code) versus who you are (knower

code) (ibid.).This may, in turn, send conflicting signals to the neophyte teachers and
AYLI OG GKSANI FoAfAde (G2 NBO23IyAasS GKS dz

establish.

In summary, fdbwingMaton (201&; 2016b), Speciatiation explores practices in terms
of knowledgeknower structures whose organising principles are given by spatiah
codes. These comprise strengthsepistemicelations andsocialrelations mapped on
the Speciasation plane to explore the workings of the episterpiedagogic device, one
of the key aspects of the Legitimation Devide. essence, drawing on Bourdieu,
Speciakation visualses one dimension of the soegpatial arena in which agents
occupy relationbpositions and, by ensuring their own codes are dominant, attempt to

maximise their positiondaton, 2018).
333¢CKS 9t5 a4 (GKS W2NASYdAy3a FNIXQYSQ FT2NI

For theoretical purposes, the EPD is fundamental to the conceptual architecture for it
isthe generative mechanism over which actors struggle for cominadl represents the

objectof contestationd LG | Oda G2 W&aS i Gpedidsdioncoles LI NI (
which serve as theneansfor contestdion (Jackson, 2014hereby establishing the

basis of hierarchiedaton & Chen, 2016inacademic TEPCET

In addition, for practical purposedi ¢l a RNI gy 2y Ay (KA& &0 d:
asshown inFigure 3.9 That is, it oriented the focus of the study to those knowledge
practices and béfs that pertain to the construction of academic-PEET as a semi
autonomous® NBy |l 2F A0GNXzZa3f SaQoe {LIYOVEKFOSRASE:
researcl), knowledge recontextuaation, of which curriculum is its symbolic structure
OWly2st SARMNS O Hrl dni®@edge reproductignin which pedagogy and
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assessment reflect the valid transmission of knowledge and its validsagai,

respectively, tasecurestudent understanding W1 y2 6f SR3IS a4 aYidzRSy(

¢KS 9t5Qa& ddRgaftBmeldé@wslatenti@nNdwhat the study ot an
analysis of the flows of knowledge across the -figlils of production,
recontextualgation and reproduction according to specific field rulégy{re 3.2) or
logics Figure 3.3). Relations between the three stfields and how knowledge is
transformed as it moves from research through to pedagogy (Ashwin, 2014) are
backgrounded and not problematid. It does not seek to explore criteria that would
establish the boundaries between @hsubfields of the arena. Whilst it explores
knowledge practices and beliefs in the three contexts it is not concerned directly with
recontextualising activity involving decating knowledge from production and shaping

it for curriculum structures and mRgogy. Such caveats arise from the premise of the
research that, as an undeesearchedspecialism an overarching understanding of
academic TFPCET was first needed/hat arises from the study may point to future
research that could interrogate speciBabfields of the device. As an orienting frame,

the EPD as the arena is representedrigure 3.9

Figure3-9 Arena of the EPD as an orienting frame for the study

Production Recontextualization Reproduction

Knowledge as student

Knowledge as research Fnowledge as curriculum )
understanding

Y 1

Intellectual field Educational field

(Maton, 2014 Ashwin 2014)

3.4Conclusion

This chapter detailedthe theoretical foundations and conceptual / explanatory
framework underpinning the study of academic-HEET. The research required a

means of seeing the field as a distinct specialism, and the basis of success and
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achievement within it This wasiecessary beause of the relative silence in the scholarly
literature concerning this speciadid field, itsacademic community and practigesnd
in the context of literature on T&chools in the acadentpat called attention tothe

degree of arbitrariness attending knowledgefor teaching and TE

Conceptually refashioning the sdftLILJf A SR NBIA2Y 2F ¢9 | a Iy
the EPDestablishing the grounds over which TEds struggle and compete for respurces

it has provided the study conceptual languagedaools to excavate underpinning
organising principles of knowledgeboth the intellectual and educational domaina
particular,to move beyond descriptionf different knowledge forms (section 2.4 tb)
analysighat articulates theepistemicand thesocialdimensiors of knowledgeto reveal

the different powers and tendencieand henceeffectsof knowledge Thiswill support
judgemenson TE / 9 ¢ Q& Cresisih@voihé's mayseek to define and control

it, to exploit opportunities (McNama & Fealy, 2011) anuild and sustain a distinct
epistemic community.

I ONAST NBOASG 2F GKS NBESOlIyd FaLsSoda
academic TEPCET being conceptualised as a distinct field of study. The more detailed
expositond U KS NBf SOlIyld LI NIa 2F . SNyauSayQa
framing, vertical and horizontal discourses and the pedagogic device, conceptualised
knowledge as an object in possession of powers and effects that can react back and
shape T 9¢ d ¢23SGKSNE GKS SELIX AOLGARZY 2F . 2
to this study progressively brought into sharper focus those aspects of the conceptual
framework of LCT and its dimensions of Autonomy and Spstiah, that provide a
fine-graincR YSI ya 2F O2y OSLJidzZ f AdaAy3d HET. WNHz S

Theoreticallyfor the study, the EPD was vital for an understanding of one element of

the Legitimation Device that acts as the generative mechanism underpisocigl

fields of practice.For practical purposes, using the EPD as an orienting frame, |
selectively abst®@ i SR (K2a$S SfSySyida GKIFd O2dzZ R al
encapsulatesthe range of knowledge practices in which TEds are engalyed.
acknowledging this, it underlines the point that as an exploratory study it can offer a
partial conception ofi K S  WNXMzf S & NoAetheldss difer that teSsfidymakes
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an important first step in an empirical and theoretical exploration of an under

researched and undeheorised field of education.
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Chapter 4Methodology

4.1 Introduction

This chapter addresses atresearchmethodology 3A @Sy (G KS & ddzRe Qa
theoretical architecture Six sections make up the chapter. The first section briefly
returns to the sociological perspective of socedlismto which the study is alignetd
consider itsmethodologi@l implications.There follows an account of the overarching
qualitative research desigtheresearch methodanda detailed account of the process

of data collection. Next, the chapter addresses measures undertaken to address the
quality of the researchincluding ethical considerations, researcher positionality and
insider research. The final section moves to data analysis and the process followed in

developing an analytic device based on LCT.

4.2 Research approach

A research paradigm is said to congtit abstract beliefs and principles thiatform the
NE&aSHNOKSNRa g2NIR OASs oal OLSYTAS 3 YyA
within the world (Lather, 1986). These beliefs are reflected in the ontological,

epistemological and methodological presas underpinning a research project.

As noted in Chapter 1, this study was framed by soeial realist tradition of the
sociology of education (Maton & Moore, 2040Moore, 2009; Muller, 2000;
Wheelahan, 2010a; Young, 2008his tradition inter alia, £eks to overcome the
subjectivist doxa associated with constructivist and posidernist theories of
education (Luckett, 2019/aton, 2014. Here the preoccupation witfubjective states
of consciousness and mental proce<3¥eflects

the widespré¢ R 0StAST GKIG W{iy2¢6tSRISQ Syida

consciousness or willingness to act, is wholly sensory in source, and must be
inextricably associated with a knowing subjgbaton, 2014 4)

¢CKAA fSIFERa (G2 Wy2sf@enedgeis dorfusdiyidhdicw@cad A 0 A F
be known. 8cial realisnmseeks to overcome this by enabling us to see knowledge as an
object with its own tendencies and powers thatnhaveeffects As noted in chapter 1,

this can be explained by reference to thatical realist (CR) philosophical position
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dzy RSNLIAYYAYy3d a20AFf NBFfAAYSZ LI NIOAOdz | NI ¢
depth ontology introduced ichapter 1 1.3).

Whilst the conceptual tools useth this studyare informed by the critical ealist
philosophicaposition,it is not a critical realism studit.is not concerned with mapping

the ontological character of social realitis interests reside in the sociological domain
Intellectual and educational fields, comprised of both relatib structures of
knowledge practices as well 3%€ds as actor®cated within specific socibistorical

contexts Maton, 2019, speak to an interplay between agency and structures. This is
SELX 2NBR QAL ¢9R&AQ f | YykoghgdrBeawittthemihfdagh G A Y I
talk and text (sction 4.4). As the research subjects, their situated perspectives and

understandings are representations of an objective reality (Wheelahan, 2010a).

Grounded in the social realist traditiobCT as the analyticamework for this study
thus offers a theoretical language that breaches the surface reality and establishes
contact with the reality that exists below the level of evetitss important to note that
representations of that reality are nonetheless canstions: a realist position adopts

an interpretivist stance in gaining purchase on that world. In other words, knowledge

of a real world can only be provisional and interpretive. As noted by Sayer (2000: 23):

Explanation requires mainly interpretive andajitative research to discover
FOG2NRQ NBlFa2yAy3 | yR OkN®DidzbatiadtiohOS a
from them.
It is therefore appropriate that as a researcher, my understanding of the world under
exploration comes via an examination of the empaces, perspectives and
dzy RSNARGI yYRAY3Ia 2F (GKS ¢9RaQ owaal canfganS I NOK
knowledge of that world. A qualitative approach was considered most suitable for this

task.

4.3 Research design

Chapter 2 revealed that researgfas unavailable that specifically addressed how TEds
in academicdTEPCEperceived the distinctiveness of their field. There was no research
exploring knowledge practices and belieégardingresearch, curriculum design and

pedagogy expressed by acadeniieds themselves. The voice of the TEds was thus
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necessary in seeking an understanding of these issues the research saagto

delve below surface descriptions to reveal orgarg principles of such practices and
beliefs demanded an approach in whi contextual and social dynamics could be
explored. This was in keeping with the social realist position of LCT adopted by the
0KSAaAaY LI NI A OxeLXoysitlered sociad Géndayidiichns thatere
V2YSUKSE Saa dpiogeitids aiid teidedes of Kheir own. Qualitative
research, which affords an exploration of meanings rather than measurement, and

allows for greater depth and detail, was thus a suitable research design to pursue.

Ly 2NRSNJ G2 SELX 2NB ¢ 9 RA& the doyistdfith® &caddmylINI O (
the study hadseveralcharacteristics deemed suitable for a qualitative approach as
articulated in the research methodology literature. Specifically, the studg not a
contrived situation but related to anatural research seithg. This afforded
understanding and exploration of thecademic TP CETcontexts within which TEds
operated and acted, and the influence of context on actions (Maxwell, 20@EGH Q
multiple and subjective perspectives (Flick, 2014) and meanings (Me&idnsdell,

2016) held prominence over my imposed meaning or that of a theoretical architecture
(Creswell&k Poth, 2018). These allowed for an understanding of the process by which
experiences and events took place (Maxwell, 2005). Ratherithposing or testing a

theory deductively from the outset, the research considered data on its own merits,
noting patterns and categories (themes) before considering these in light of theoretical

f AGSNY Gdz2NE | yR GKSNBo& | f fetions dithppiepriatd G 2
points below will engage with and where necessary address the challenges presented

by these elements.
4.3.1 The Research Settings

Rationale for selection of universities

Three universityTEPCET™epartments from different regions of England were chosen

as sites for the research.have named the institutions Blackbridgmiversity (BU),
Farrisdown University (FU) and Randeadow University (RU). These institutions
represented the range of types ahiversity engaged in academi&PCETReflecting

the broad dichotomy in UK higher educati(hEYo S 6 SSy Wy SgQ dzy A @S NJ
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exLl2f @G SOKYyA0a0 RS&aA3IylI ISR WGSFOKAY3I AyidS

dzy A S NE A (A S a 30 KR SAayAES/ Y AIASERB aMhNEEISa rRNdEd hat ( ¢ 2
description A third had undergone a recershift from what had been, historically,
teachingled to become more researdiocused. lrepresenteda hybrid of the new and

old. Within the constraintsof the study, the aim was for a representative sample of
academic TEPCETIn England.In order to protect anonymity| do not identify
institutionsbased on theedescriptors (see ethics discussion 4.6123hould be noted

that the status and power ofhie institutions (and/or their respective education
departments) that attach to their positioning within thidE suprafield, were nota

considerationfor their inclusion irthe study.

From a pragmatic perspective, access to data was also a consideratemtlgat | was

the sole researcher. Access was made possible and facilitated by previous professional
connections and networkinghlad beenemployed as a sessional lecturer at one of the
universities in the study which, for reasons of confidentiality and anonymity, | will not

identify. Researcher positionality is discussed further in 4.6.1.

4.3.1.1 Participant selection

| sought to engage alCHE TEd$rom the three institutions. This was in order to capture
the spectrum of seniority, experience, qualifications, teaching commitments and
subject specialismsand thereby offer the potential for contexich and detailed
accounts (Ravitch & Ca#l016) of this specific acadenfiEPCEpopulation (Appendix

1 outlines participant background informatigi.his was not a data saturation strategy
per sebut rather a purposive sampling strategy (Cohen et al., 2007) for scope and
variation to ensureas much as possible that comprehensive data could be obtained
6w2o0a2y 3 aO/ NIy HamcO O2YYSyadzsNI 4GS
it wasa viable proposition31 TEdsvere employedacross the three universitiest the

time of the main datacollection (20162017)
4.4 Methods
4.4.1 Interviews

In order tocapture the TEd voice arekplore howas academicghey understood or
made sense of TE as a social field of practiosgedthe semtstructured interviewas
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the principal research instrumeén(The indicative interview protocol can be found in
Appendix 2.) viewed theinterview akin to an unfolding conversation but one that was
nonetheless bounded by what | wanted the interview to achidveished toavoid
limiting TEd responses, instead affording them space to think aloud with the use of
probes to support deconstruitin of the assumptions inherent in their workhis could
facilitate examininghstitutional and social practic€sandWarriers and facilitators to
chang€ (Starks & Trinidad, 20071372. Whilst capturing important specific
information pertinent to theaims of the studythe semistructured interview was also

a suitably flexibleinstrumentto allow for a response in the moment to new ideas on

the topic, perceptions or views (Merriam & Tisdell, 2016; Robson, 2002).ndast

that either the TEd or | cddi introduce new or unexpected aspects in situshort, the
interview as an instrumentffered a powerful means @ I A Yy Ay 3 LJzNOKI & $
world, revealingWi KS YSFyAy3a 2F GKSANI SELISNASYyOS
(Brinkmann & Kvale, 2015).3

4.4.1.1 Development of Interview schedule

Exploratory in nature, the interviews drew on and were inspired by my reading of the
literature, including research conducted into academic and pedagogic practices from
doctoral theses employing LCT as an wmdl framework (e.g., Chen, 2010;
McNamara, 2007) and my own understanding of the field in the conteKE®fCETMy

individual meetings with four TEd academics2@l5 also informed thigprocess
Discussed in these meetings wegges of knowledge pragsted by universitypased

TEds, research methods used, TEd involvement in the design of the curriculum, and
influences on their approach to pedagogyhe subsequent sersitructuredinterview
scheduleSELJ 2 NBR (KSYS& NBf I Ay 2myiadaMffstm Q LIS N
PCET ¢9 RAAOALIAYIFINE (1y26ftSRIAST ¢9RAQ NERf
teachers; and practices / strategiasedin both the intellectual and educational fields.
vdzSadAz2zya AYy@AGSR ¢9RaQ &idopmianyg onftheiNdwF, t SO
YR GKSANI LISSNEQS SELISNASyOSao

Specifically, initial questions addressed career trajectories, formative professional
experiences and academic qualifications, and their relevance to work as university

based TEd<onsideringcurrent roles and responsibilities. These were important

92



qguestions designed to establish how the TEds perceived the foundations for this
specialisedwork and the processes of acquiring disciplinary knowledgeestions
concerningacademic TPCETnNd its placen the academy invited TEds to reflect on
the rationale foracademic TP CETthe value it offered®® CE'&ind studentteachers, and

its influence on policynaking and professionalism generally. TEds were invited to
reflect on their personal contributions in that context. Taffordedthe opportunity to
consider their own place in the academy, and what they considetstituted a
successful TEd, includirftgtcriteria by which they would gauge that success. Questions
sought insights into the basis on which thepecialisede.qg., researcher, practitioner);
perceived tensions around identities as academics and teachers; and the barriers and
opportunities theacademy, and outside stakeholdgptaced before themBroadly, this

cluster of questions aligned with the first research question of the study.

Regardingd KS Ay (iStfSOldaf FASIRX ljdSadarzya L
production practices These ncluded, for example, how new knowledge was
incorporated inacademic TPCET ¢ 9RaQ O2y GNJ Oddzl £ 62NJ
undertake research; formal and informal methods of knowledge production and
dissemination; and the extent to which TEds collabadade@ research projects with

peers, noRTE academics, across institutions and with external bodies. Concerning the
educational field, TEds were asked, inter about the relationship between theory

and practice in the ITE curriculum. Their views were Bbwg what they thought
relevant or alternatively, unnecessarycontent in the curriculum; the influence of
external stakeholders (e.g., Ofsted); the degree to which they had flexibility in the
design and enactment of the curriculum; and how it was cutkenkelivered and
assessedThis enabled TEds to express their view on, for example, what knowledge

should be privileged, and where and how best it be acquired.

Following Merriam& Tisdell(2016: 120), | drew on a range of question types. For
example, devilQ & | R @ledtiSns challenged respondents to consider an
opposing view or explanation. Herepmeleading questions weresed as a probing
technique (Brinkmann& Kvale 2015 (e.g, question 4:should ITE be delivered in a
university settin@). Hypothetical questions were employed in order to enquire as to

what they might do, or what a phenomenon might be like in a particular situg&éan
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question17: What would your ideal TE curriculum look like if you had freedom from

outside influences or regctions (e.g. Ofsted, the academy)?

The interview schedule was a guide and a prompt: given the nature of both the semi
structured interview and participants involved, it was not imperative that each question

be asked inorder. Invariably participants addresseskveralof my intended talking

points without beingasked omprompted.

CO9RAQ @2A0Sa 6SNB lfaz2z SY0O2RASR Ay OdzNNX
responsible and / or to which they had contributed in their production.

4.4.2 Documents

The principal documentary evidence was prograenimndbooks and modulenit
handbooks for ITE course programmes at levels 5 and 6 (and level fvdor
universitieg; and assessment grids used by TEds t{f@r universitiesonly). In the
interviews, TEds confirmed that their teams, in accordance wibhdzy A S NE A G &
validation procedures, had written tseR2 OdzYSy i a® ¢KSe (Kdza O3
collective interpretation and understanding of the professional standacdeiculum

content, and what they considered were appropriate means of content defivaerd
assessment. Analysis of these principal documents was in conjunction with the analysis

of the TEd interviews in constructing the arguments put forward in this thesis

particularlyregardingcurriculum and pedagogy practices (chapters 7 and 8).

| alo accessed supplementary documentation. This included the professional standards
published by Lifelong Learning UK (LLUK, 2@0@)the Education and Training
Foundation (ETF, 2014); Ofsted reports; online resoyaezOK | & ¢9RaQ NB
publicationprofiles on the univei A G A Sa Q 6 S0 a A (p@scribedlrefiding, O 2 NB
listed inthe programme documentation). This helped contextsathe study and offer
evidence to support arguments arising from the analysis. They were not subject to a

coding andysis (section 4.5.1).

Table 41 outlines the principal documents drawn on in the analy@tsr the purposes
of anonymity and confidentiality, | do not identify document ownership. The ethics

discussion in section 4.6.2 addresses this in more detail.)
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Table4-1 Course documentation from the three universities useaatyais

Programme documents

University A University B University C
PGCE 20167 Generic PGCE 20156 Generic Generic programme
programme handbook programme handbook handbook
PGCE 20167 Generic study| PGCE 20167 Unit Certificate and PGCE Unit
guide handbooks handbooks
PGCE Fdiime 201617
Generic Unit handbooks

Assessment criterigridsfor two universities
4.5 Data collection

Conducting the interviews

It was only following ethical consent granted from UCL as the institution in which | was
enrolled as a doctoral candidate, that research participants were approached. Through
personal contacts and introductions courtesy of professional peers, TEdsfingre
contacted by email or telephone inviting them to participate. | shared a brief overview
of the research aims, why theyere approachedandan indicativetime commitment

to enable them to make an informed decisidlsomadethem awareof what was to

be done with the dataFollowing initial contacta participant information sheet was
sent out with an informed consent form to be signed, dated and retdraethe time

of the interview Appendix 3.

Of the 31 TEds who were invited to participate, 28 agreed and 27 were interviewed.
Three declined due to work commitments, and one was unavailable during the data
collection phase. Interviews took place betwedunly 2016 and March 2017. Mutually
convenient dates, times and venues were agréddst ofthe interviews took place in
CORAQ 2FFAOSEA 2NJ ljdzASG aL) O0Sa 2y GKS dzyi
interviews (from two universities) conducted over ttedephone. This was a necessity

when not all participants were available for interview on the same day. The distances

involved and cost of travel made it impractical to make multiple visits.

As noted by Shuy (2002) it can be difficult to determine thegrapriateness of faceo-
face versus telephone interviewing. Certainly, telephone interviewithgnies

apprehendinghon-verbal cues (for example, displaying discomfort or confusion) (ibid.).
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talk and use of notverbal communication to make people feel at ease, potentially
leading to more open expression (Shuy, 2002: 541). | did not feel that these issues were

of concern. First, initial contact had assurpdrticipantsof my bona fides as a TEd
professionalpeer. it was not a decontextualised undertaking. Second, | adopted the

same approach in both fage-face and telephone interviews, engaging participants in

small talk to put people at ease and dealing with any ¢oes or concerns before

formally commencing the interview.

5dzZNAYy 3 AYISNIBASGAE AAPSY aKINSR LINRPFSaaA;
2F FNASYRAKALIQ o0C2yillyl g CNBEI wnnpY cdr
would not normally ap Q 6 . NX ¥Yvaly 2095y109). | felt that the rapport, the

shared cultural experiential backgrounds, and the symmetrical power relation between
YyeaStFT IyR GKS NBaLRyRSyid Ay Yz2ad Ol asSa;
response possibilities, iNM2RA Yy 3 | NB2SOlGA2y 2F (KS LINE
j dzS & ( A 2 y2819 ThisAndtwilRstanding, | was conscious to ensure that my
participants felt comfortable and not made to feel vulnerable by being put on the spot.
Mindful too of the theoreticalmplications of what was being said, | was able to clarify

my interpretation of the meanings of their answers during the interview. This form of
W2tYA Yy S Ay i SNLINES dhe-gpat zohfidmatiof &r 2lisScBriirRatichyon the

part of the TEd (Brinkmant Kvale 2015: 221).

The length of the interviews ranged from 45 minutes to 80 minutes, the average taking
one hour. All interviews were digitally recordeBollowing the completion of the
interview, there wasa debriefing (Brinkmann & Kvale, 2015) wheeeticipants were
invited to address any concerns and/or elaborate potlitcussedin some cases, hew
information was shared after thdormal interview. Where this information was
pertinent to the study, permission was sought to usge Following transcription,
transcripts were sent to participants to check for accuracy and, if they wished, to clarify
any points. Four respondents provided additional infation posttranscription. One
asked for certain personal informatido be removed from the interview record; the
remainderclarifiedfactualresponsege.g., providing the name of an author they could

not recall in the interview)
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Collection of principadocumentation occurred after the interview datdased on
R20dzySy Gt dAz2y I @rAftroAtAlGe@d 520dzySyia ¢S
2003: 703) because their content could not be discussed in interviews. Nevertheless,
they were important documenténtended to convey and guide action for TEds and
studentteachersl f A1 S® ¢KSe Ffaz2z FFTFTF2NRSR O2NNLBa
responses in interviewsoncerningwhat they said they did and what they were

required to do.

4.6 Quality of the research
4.6.1Positionality - insider research

| described my work in TECERNnd what prompted me to pursue this studychapter

1. In this sense, | was an insidessearcher. As suggested by Drake (2010) researchers
whose study stems from prolonged engagement iraega often have assumptions and
insight into what they might expect to find'his draws attention to researcher insider

ness and positionality in the research.

My insiderness did not stensolelyfrom my position within the professional field. |

chose toconduct at least a part of this study, collecting data from interviews and
documents from an institution with which | had strong and enduring professional links.
These links were first established when, employed as a TEd by an FE cdbiégerdd

the WA DSNEAGE QA LINE JAtjpk Aryangemgrik STNaredfter F Wds y O K A
employed directly by the university as a sessional lecturer working remaetily

various FE colleges.

The notion of insider and outsider may best be viewed on a continuum ratlaeras a

binary (Milligan, 2016) that is, there are degrees of insiukess. This may be perceived

aso 20K UKS NBaSINOKSNRa LRaAdGA2y Lt Ade A
field more broadly. As researchers, we adopt different positioningsedding on the

people with whom we are interacting, and the shared linguistic and sodiniral

norms (ibid.). Thikasboth advantages and disadvantages.

Shared cultural understandings and knowledge of participants and their contexts can

offer insightsnot available to outsiders. Being an insidesearcher can also act as a
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check on validity (Maxwell, 2005). Privileged information can be exploited (Mercer,
2007) and candour engendered courtesy of the credibility and rapport shared between
researcher andparticipant (ibid). On the other hand, these very benefits can be
disadvantages as the potential for myopia and takengrantedness may result in
important significances going unremarked, assumptions not surfaced or challenged,
sensitiveissuesnot raised (Mercer, 2007). Critical subjectivity (ibid.) is called for
researcher reflexivity is imperative in field research. As Probst & Berenson (2014: 815)

note:

Reflexivity serves as a ddahsed critical consciousness: the awareness of
oneselfengaging in experience, like an arrow pointed at both ends or an eye
that sees itself while gazing outward at the world.

I discusshow | addressed this the context of the validity of the research in 4.6.3.

Brannick and Coghlan (2007:-8T) address four principal challenges for insider
NEaSI NOKSNBE NBaSIFNOKAYy3 g2N] LI FOSay Wl OC
W2NHFYAT FdGA2y I f LRt AGAOA primaryagcess, khét isQiea S 2
ability to access the TEds and undertake the research. The degree of inesier
however, was relatively low. For instance, my role was not based at the university
campus. | did not share office space with the TEds, and | had irregular and infrequent
contact with them. | was not fully immersed in the institutional culture. Given this
NEfl GA@GSte& YFINBAYFt adlddzas L 1 O1SR ¥FdzZ
organgational traditions and protocols and which were part of my research enpjairy

example, the processes of curriculum design and validation. As | did not have a
permanent employmentcontract, | was unfamiliar with the contractual research
requirements and hence avenues of support for aspiring researchers in the department.

| thus 2 ARSR WNRfS O2yFtAoaxtzelrtde Gdz@aXxa
2007: 70) that might ordinarily be the case. This distance was also manifest in the
research not being action research: there was no emancipatory element to the study

nor an expetation of any practical implementation for the work of the department

arising from the research.

The study sought deeper theoretical understanding of an uredgrored field. It

nevertheless held within its focus on knowledge the potential to surface etimgp

98



allegiances amongst TEds concerning the debate af&b andwhoseknowledgewas
privileged inacademic TEPCETI needed to be mindful not to fuel such debates nor be
perceived agdopting a position in them. To this end, | ensured that | did hateswith

the participants the names of colleagues who had agreed to participate nor relay any
specific information shared in the interviews. Preliminary findings during data gathering

were also not shared until all data had been collated and thematised.
4.6.2 Ethics

As a researcher, | owed a duty of care to my participants and their respective
institutions. One of the key commitments in that respegis anonymising data.
Saunders et al. (2015) highlight the complexities and dhallenges the researcher
facesin balancingwo competing imperatives: maximising protection of identities and
maintaining the integrity and value of data (ibid., 617). They suggest one adopt a
WO2y i SGAyda ANMEES KSR G KI y @y ppraactin & efforktdl & | f
I NNAQGS |4 | woSad LRaaroftsSQ 2N wESrHad 42
Due to thevery small number otniversitiesin England involved in TE for PCEdid

not reveal geographical locationsFurther, 1did not identify the univesities ¢
BlackbridgeFarrisdownand Randmeadowpseudonymsy; based orthe rationale for
institution selection (see 4.3.1)%ecific titles of TEdsvere not used and their
qualifications and disciplinary backgrounds slightly alterespécifically referred to in
extracts. Pseudonyms were used to avoid the participant being identifidibkome

cases| used asmoke screen (Kaiser, 2009; Saunders et al5)281he form of a gender
change.In instances in which an extract threatenedianymity because identifying
features could notbe disguisedthe quote or documentary evidence remad un-
attributed. Examples where this was manifest inclugéat instance when addressing

details ofinstitutional arrangements (Chapter 53loctoral prgects or departmental
researchinitiatives (Chapter §)and assessment practices (Chaptertt&t may be

known amongst the broader TEd, PCET or academic communities (the potential readers

of the thesis).

5SALIAGS Yeé O2YYAUYSyld 2y R ATYSEEA (NRAAY2TY aLa:
acknowledgehat there remains the risk tonternal confidentiality(Tolich, 2004) given
the insularity of the research context: that is, participants might still identify themselves
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or peers. Similarly, there remains a riskexternalconfidentiality (ibid.)the potential
to be identified by the intended audience of the theddonetheless, | believe the
approach adopted provided an appropriate balance between identity protection and

integrity of data.

During interviews| was conscious to ensure that TEds felt comfortable and not made
to feel vulnerableor exposedPrior to the interview, | inquired as to whether they had
any questions or concerns. | also reiterated that their participation was voluntary and if
they were not comfortable in answering a question, they were not compelled to
answer.l referred exch respondent to the signed consent forse¢tion4.5) andsought
confirmation that they were happy for the interview to be digitally recorded. Other
elements of theirsigned consent were verbally confirmed at this time, including my
commitment to their confidentiality and anonymity, and their right to withdraw from

the interview at any time, or from the research later.

Interview transcriptions, digital recordings amddarview memos weresecurelystored
in encrypted filesOnce digital recordings were transferred from the device to a secure
hard drive, they were deletetb avoidrisk of exposure should the device be lost. All

data files stored were assigned a pseudonyot the ¢ 9 F&née.
4.6.3 Validity of research

The quality or validity of qualitative research speaks to its evaluation based on rigour
and credibility, its soundness (Noble & Smith, 2015) or trustworthiness (Merriam &
Tisdell, 2016). This means addiagssome of the problems associated with qualitative
NBE&aSIkNOK &dzOK |a NBaSIHNOKSNI 6Alasz YAaiaydl
spurious associations or drawing premature conclusions, and the lack of transferability

or generakability of findings.Severahuthors in the qualitative research literature (e.g.
Creswell Poth,2018: 259264; Merriam & Tisdell, 2016: 2€564; Maxwell, 2005: 110

116; Yardley, 200017 suggest strategies for alleviating some of these problems.

Deep immersion in th theoretical literature of social realism, Bernstein and LCT
supported a strong and trustworthy analysis, enhanced with reference to other studies
using the same theoretical architecture (e.g., McNamara 2007; 2009a, b; 2010a, b). This

sensitivity to the ontext of theory (Yardley, 2000), however, was not at the expense of
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sensitivity to the data. Ensuring that theory did not overwhelm or impose itself on the
data was important.The use of the translation device, or external language of
description (explaied in detail in Section 4.7), showed how the specificities of the
empirical context of the study related to the concepts and vice versa. The means of
analysis and the use of the conceptual tools of LCT allowed the data to engage in
productive dialogue witltheory. Such analysis also supported transferability in the

sense ofnalyticgeneralsability.

Prolonged engagement in the empirical field was necessary to avoid potentially making
spurious associations and coming to premature conclusions. Here, initial

dzy RSNR Gl yRAY3Ia $SNBE WiSadtSRQ Ay adzomaSld
RSGSNXY¥AYAYT GKS RSINBS 2F AyaSNBad Ay 24
autonomy TEds had in interpreting and applying the curriculum). This was a form of
triangulaion that allowed for cros€hecking and comparing of data (Merri@isdell,

2016). Reference to curriculum documentation also supported triangulation inasmuch

as what participants shared in interviews could be checked against the documentary

evidence.

| strove to maintain a professional distance by noting assumptions | might have had
prior to the interviews based on my personal knowledge of a participant with whom |1
had a professional association, or of the field itself. During the interviews, asking
quSaiA2yaKIA@ROKL dzy RSNBU22R @2dz O2NNBOGT &
were helpful in revealing or exposing blind spots (Probst & Berenson, 2014). | used
memos following the interviews (see 4.7.1) to capture insights, puzzlements, reflection
on assumptions and biases | might have brought to an interview. | also maintained a
secure, electronic research journal that served as a platform for adopting a critical
aidlyOS 4KSNB L LXFe@SR RS@OAftQa R@20IGS
2015).

Explication of the process of analysis, the detailed account of the stages of analysis, the
derivation of the codes and the use of a translation device demonstratesparency

and therigour of the research. The workings out have been made explicittlaisd
process isntended to be replicable. Rich, thick description at the early stages of analysis
was achieved by full, complete verbatim transcriptions and use of field notes. A form of
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peer review (Merriam & Tisdell, 2016) was undertaken. | sought petispscon my
analyses at different stages with reference to experts (e.g., Professor Karl Maton at the
University of Sydney) and the academic community via presentations of papers at LCT
international conferences at the University of Sydney (Herrett, 2@hd)the University

of Witwatersrand (Herrett, 2019), as well as doctaaminars anaonferences.

Finally, my values, past experiences and orientations to the field are embedded
throughout the thesis (Creswe& Poth 2018). As such, it was important theny
motivations for undertaking the research and the assumptions that | brought to it
(Merriam & Tisdel] 2016) were made explicit in Chapter 1. This was held uppermost in
my mind as | carried out the research in order to surface researcher biases &ed to

alert notto impose my meanings or misinterpret the meaning of respondents

Of course, in qualitative research the analyses and conclusions are a matter of
interpretation on my part; it is fothe reader to form gudgementon the efficacy and

validity of those conclusions and the means by which those conclusions were formed.

4.7 Data analysis

The process of data analysis for the research was derived Mamiam & Tisdell

(2016), Miles et al. (2014), Braun & Clarke (2006), Maxwell (2005) and Be(26t&).

The staged analysis, as outlined below, was informed by Maton & Chen (2016). The aim
2T UKA& | LIWINRFOK ¢gla G2 3ISG | wFSStQ F2N
and to move slowly from within that data towards theory (Maton & Cher,@0This

avoided imposing concepts too early and enabled a productive dialogue between data
and theory. It involved a dynamic and dialogic (Merriam & Tisdell, 2016)-dtaege

processas displayed ifrigure 4.1jnvolving

1. searching for patterns of meang (code categories) that emerged from an
empirical thematic analysis of the data;

2. arrangement of these categories according to tbeenting frame of the
epistemic pedagogic device (EPD) (Chapreand

3. development of an analytic device known at’al NI yaft I GA2y RSGJAC
2000) whereby the internal language of a theory is transformed into an external

language of descriptiorikid.). This allowed for analysis of the descriptive data
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in stages 1 & 2 to be theoretically reformulated drawingtioe concepts of LCT

(Maton & Chen, 2016).

Figure4-1 Summary of &tage empirical thematic analysis

Stage X Inductive

Empirical thematic analysis

Coding based on 18 hierarchical code structures
involving 92 codes whittled down from 402

‘Thick description’

Stage 2 Inductive & Deductive

Organisational coding

Coding structures organized into arena, knowledge
production, recontextualization & reproduction
'fields' of the Epistemic Pedagogic Device (EPD)

Development of semantic themes

Stage 3 Primarily deductive

Analytical coding

Data from Stage 2 analysed using Maton's
Autonomy and Specialisation codes

Theoretical explanation using L&development of
principal themes

uonoeJisqe Jo sjeAd| s|diynfiufuesw Jo uolesuspuod Buisealou)

4.7.1 Empirical thematianalysis

In stage one of the analysis my theoretical and conceptual knowledge of the literature

gl & Lzt G2 2yS &aARS® L gl & FAYAY3 (2 WASZ
137) by immersing myself in the data. This meant that the data was abkad JS | | Q
without being made to forcdit into pre-existing codes (Miles et al., 2014) based on
analytic preconceptions (Braun & Clarke, 2006). This stage of analysis was about making
sense of raw data (Lincoln & Guba, 1985). This helped ensure the neagissapyion

to myinitial ideas about the data so thés full potential could be mined. It is noted, of

course, thatmy theoretical and epistemological commitments underpinnitige
researchwere such that datawas not coded in an epistemological vacuuBrgun &

I £FNYSE HnncoT 2y S-@den @atdn & Cher, 2016).F G SNI | £ f =
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In this first stage, then, all interviews were initially replayed before transcription and
notes added to the interview logs that were made immediately following each
interview. This initial step was part of the analysis process as it allowed for the
development of ideas that informed future categsaiion (Maxwell, 2005). It was also
F1AY G2 W O2y @SNEIGAZ2Y gA0GK GKS RFEGEZ |
(Merriam & Tisdell, 2016: 204). These memos captured my thoughts on the
NEB&aLRZYyRSY(a®INRYIENQS RSy W FSSt |y SE LXK
written research but is still very interested in understanding where the problems in the
curriculun lie e.g. where is it breaking do®@b . R2 Yy Qi -n@l@aduxliSO Ol ¢/ (LA
V2GSR Ay GKS YSyY2a | NBaLRyRSydsiaygedRSYS|
LI NI A Odzf F NJ F LI G K& G2 vy 2Nendsyalso figportdi2n® (i 2 NI
reflection on theLINE OS & & | y R ai iKté&reslingzsiingtibrenyade bétwieen

theory and practiceg 42 YSG KA Y 3 (2 NI FSNIThéy2providgd ah | G SN
AYLERZNIGFYG YSEya 2F FLEOAECAGE GAYEQR dANGKSND -
g Kl G & StaR thedvialde of research is in how it can be measured as

RSY 2y aid NI GA Y Thede wariousyindigiidsiiviere drawn on in subsequent
interviews, made possible as data analysis occurred concurrently with the interview

data collection.

| transcribedeach interview as soon as possible following the interview. Interview
scripts were printedannotated and a summary written. Importantly, this facilitated the

first cycle coding (Miles et al., 2014) whereby codes or descriptive labels were assigned
to datathat reflected symbolic meaning (ibid 6 aSR 2y Y& | yYRK 2 NJ
what was being transacted in the interviews (Maxwell, 20@%gure 4.2rovidesan
example of codes applied to a short data segment at this stage. An example of a first
cycle caled interview script is idppendix4. The same approach regarding descriptive

labels was adopted when analysing document texts.
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Figure4-2 Data extract with codes applied

Data extract

Coded for

well GKAY]l] GKSNBQa I+ KAa
acceptance that ITE courses need to be validated
08 YR RS@St2LISR o0& dzya
a strong feeling, certainly from our point of view, th
OKFGQA 'y AYLR NI ysiructGridgy
and giving a framework

1. justification for TE ir
academy

2. purpose of TE in acaden

Coding data was the first step in categorising chunks of data and hence a form of data

condensation (Miles et al., 2014itially, 402 codes were deriveffom the data.

Through a process of synthesis, the 402 were reduced to 92 codes. This winnowing of

the data (Creswell, ZB) allowed for code categories to develop. In other words, a form

2T WwaSO2yR 020t SQ 2N WLI (G SaGlafke (DR fér 0 a A |
to these asthemes® NB LINEB a Sy (i ApatRrned@spShsetod@shing vatiiin - W
GKS RIFEGIFIHASGQ O6AOARDPI yHI 2NRAIAYLF T ThH8YLKLI &

procesaultimately resulted in 18 hierarchical code cate@s.

| brought all relevant data coded under each category togeliyecopying and pasting

extracts from the interview scriptand documentsnto tables. | then wrote up three

substantialharrative reports, one for each institutioithis was a helpful erase as the

process of coding presents a potential danger of failing to see the contextual wholeness.

Eachreport chapter represented one code category (theme) and its associated

subthemegAppendix5). Extensive use was made of quot8simmaries of each report

chapter were then compared across the dataset. This offered a check on the validity of

individual categories and that they workddr the entire dataset (Braun & Clarke

2006). Any gaps or incosgencies were noted. One example was the strong

demarcation between researcher and practitioner identities evidenrie university

that waslessevident in the data fothe other two. This process also resulted in some

sub-code categories deemethdependent categories The full coding scheme is in

Appendix6. An extract from one of the hierarchical code categories describing code

sets and codes is imable4.2.
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Table4-2 Extract of coding scheme

1.2 The univesity provision | ¢ KAa aSid 2F O2RSa ARS
perceptions of the exceptionalism of the acadel

for ITE
1.2.1 Rationale This sukset of codes identifie¢ 9 R4 Q LIS N
to why TEPCETs located in the academy
1.2.1.1 Teaching @2 RS&a 0O02YYSyida 2y ¢9Ra
knowledge of teaching

1.2.1.2 Experience @R RS&a ¢9RaQ 0O2YYSyia 2
experience as teachers, managers, inspectors

1.2.2 Research QR RSa GRBY¥FAAFAOIGAZ2Y
research contribution to ITE
1.2.3 Qualifications Codes¢ 9 R&AaQ LISNOSLIWiAz2zya |

university ITE qualifications and Awardi
Organisatiorgualifications

1.2.4 Advantages ThissumSG 2F O2RS& ARSY,
concerning the advantages the academy confers
ITE

1.2.4.1 Status Codes data indicating the high status attached
universitybased ITE

1.2.4.2 Validation Codes data indicating that universityased ITE
validates the professionalism of PCET teachers
employers

1.2.4.3 Quality marker| Codes data concerning the academy as
representing a mark of quality in the marketpla
of ITE

To sum up, this first stage of the data analysis was an inductive approach using empirical
GKSYFGAO lylfeara (2 LINRPOYGARS | WiGKAO]l R
whittled downfrom 402 and arranged into 18 code categories (hierarchical structures)

that represented patterns of meaning across the dataset. This afforded the next stage

of the analysis, orgasational coding.
4.7.2 Orgarsational coding

Following the coding istage one, the next stage of analysis involved a move towards
theory and involved orgagh Y3 G KS My KASNI NOKAOL f aid
OFGS3I2NASAaQ RSNAYSR FTNBY LINA2N) 0KS2NE oOa

were therefore arranged accding to the orienting frame outlined in Chapter 3, that is,
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0KS 9t5Qa | NByYyl |yR AbGa 1| swwdndrBpmosuctibiNe R dzC

subfields. The results are presented in Tablg. 4.

Table4-3 Reslts of data organization based on the EPD

Elements of EPD: Description Code hierarchies sorted
under each element of EPD
Arena Features of the 1.1 Local context
distinctiveness of 1.2 University provision
academic T'PCE®s 1.3 External relations
SY62RASR 0 & 1.4 Universitybased TEd
perspectives exceptionalism
Intellectual field: Features ohcademic 2.1 Research
Knowledge production | TEPCETesearch 2.2 Academic identity
(research) SY0o2RASR 0 & 2.3 Qualifications
practices and 2.4 Discipline
perspectives
Educational field: Features ohcademic 3.1 Curriculum
Knowledge TEPCETurriculum 3.2 Theorypractice
recontextualgation SY62RASR 0 @ 3.3Development
(curriculum) practices ad 3.4 Policy churn
perspectives 3.5 TE as specialistibject
3.6 TEds disciplinary
specialists
Educational field: Features ohcademic 4.1 TEd practitioner identity
Knowledge TEPCEPedagogy 4.2 TEd role
reproduction (pedagogy S Yo 2 RA SR 0 & 4.3 Assessment
& assessment) practices and 4.4 Learner
perspectives

(template based on Chen (20)0)

The coded data within each element of the EPD was further reduced by aggregating the
code categaes into overarching themes. These themes make up the substantive

content of the findings chaptergigure 43 provides an example of data aggregation.

Figure4-3 Sample of aggregation of code categories wem@rching theme

Extract from hierarchical Overall theme
coding scheme
1.2 University provision WcademicTE as a marker (
1.2.4Advantages ‘ quality: status, marketability
1.2.4.1Status andSYLJ 28 0Af |
1.2.4.2Validation 5, section 5.2.3)
1.2.4.3Quality marker

107



To summase, the second stage of data analysis drew on a mix of inductive and
deductive approaches in order to organise the coded data according to the arena and
subfields of the EPD as the orienting frame. This second stage enabled the final stage

of the analysisthat is, a theorisation of the data drawing on LCT principles.
4.7.3 Analytical coding

This next stage involved analysing data within the arena and intellectual (research) and
educational (curriculum, pedagogy and assessment) fields using LCT. Theukeyf is

the thesis was to explore TEd knowledge practices, TEd dispositions and their effects in
the context ofacademic TEPCETs a distinct speciaksl social field of practice. The
analytical task was to excavate the structuring principles that charnset¢éhe arena of
academic THPCETand the knowledge practices and beliefs of the TEds within its
intellectual and educational fields, in order that a conjectural inference may be drawn
for academic THPCET Sages one and two remain in the descriptive ndain:
descriptions that reflect the reaftion of the orgarsing principles rather than the
principles themselves (Maton & Chen, 2016). An orienting frame points to what needs
G2 0SS SELX 2NBRT Fy |ylFLteadAO TFNI YSgaaNd LI
(ibid., 35). The next step in the analysis process to analyse the data using LCT

concepts of Autonomy an8pecialisation

A A ¥ A ¥

Ly 2NRSNJ (2 I 002YLX A&aK GKA&aX L ySSRSR (2
2F RSAONALIIA2YRAKBGO REGADSNAG) SNUNBGSAY S H
between concepts and data

Briefly, a language of description is a translation device whereby one language
is transformed into another. We can distinguish between internal and external
languages of desigtion. The internal language of description refers to the
syntax whereby a conceptual language is created. The external language of
description refers to the syntax whereby the internal language can describe
something other than itself. (Bernstein, 20Q(R2)

As Maton (2014 113)emphasses each object of study requires its own external
fly3dzZaZ 3S 2F RSAONARLIIAZ2Y 3IFABSYy (GKS &ALISOA

represents a means of translating concepts to empirical descriptions and from empirical
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descriptions to concepts (ibid., 137his establishes the dialectical relations between

theory and dataexplainedby Morais (2002: 564) in a study on pedagogy:

Our research methodology is also based on Bernstein (2000) and rejects both
the analysis of the empirical without an underlyirtgeoretical basis and the

use of the theory which does not allow for its transformation on the basis of
the empirical. We have developed an external language of description where
the theoretical and the empirical are viewed in a dialectic way. The theatetic
models, the language of description and the empirical analysis interact
transformatively to lead to greater depth and precision.

What LCT offered me was the stroimjernal language of descriptianThe process of
creating arexternallanguage of desgtion started with the stage one analysis where,

as notedjgnoringthe theory and model (Bernstein, 200@nmersed myself in the data

to realise the richness afforded by the corpus without imposing concepti. Stage

two, as noted, heralded the mowewards theory (Maton & Chen, 2016). Stage three,
the final stage of analysis, involved devising a translation device that was specific to this

study and which reflected a fidelity to both concepts and data.

Thecreation of the translation device was ribie end of the analysis: it was the means
of theorising. Following the template offered by Maton & Chen (2016: 41) broad tkeme
arising out of the organisation codirigr the intellectual and educational fields were

interrogated by posing questions such as

1. What form do epistemic relations take in this context? What form do social
relations take?
2. What form dostrongeror weaker epistemic and social relations take in this
context?
3. Does this theme indicate stronger or weaker epistemic relations and/or Isocia
relations?
Similar questions were asked of the daggardingpositional and relational autonomy

under the Arena coding categories.

The realisation of these concepts particular to this study can be found in Tdbéend.
4.5,
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Table4-4 Manifestations of positional and relational autonomythre study

Theoretical concept Degree of emphasis on

Positional Autonomy The field of TEds being from inside education
(PA) academicTE | runningacademic TiPCET

Relational Autonomy | PCET Ct9RAQ sl e&a 2F g2N
(RA) specificallyHEprinciples

Table4-5 Manifestations of the epistemic and sodialations in the study

Theoretical concept Degree of emphasis on
Epistemic relations (ER)| Research Production of new disciplinary
knowledge for pedagogy afE
Curriculum Disciplinary content knowledge of

course programmes
Pedagogy The teaching adlisciplinary content

knowledge
Assessment | Explicit evaluative criteria
Social relations (SR) Research CO9RAQ LISNRER2YIf a(
Curriculum CO9RAQ LISNRER2YIf 1Y
experience

Pedagogy CO9ORAQ LISNRER2YIf RA
teachingprocess

Assessment |[¢C 9 RAQ LISNER2Y Il f RA
(template based on Chen (20)0)

This process was involvgeéngthy and the emerging external language of description
repeatedly refined. It necessitated repeated returns to the data, paring examples
across the datset, whilst mindful not to completely isolate the data chunk from its
broader contex It started with what my instinct told me but returned to the theory
and the concepts: as Maton & Chen (2016:48) suggest, repeated monents
between wide-angle/ soft focusanalysis of the context antklephoto/ hard focus

analysis of specific examples.

One example of the movement between theory and data was when considering
NBaLR2yRSyGaQ Glt1 27F (KS-PEE0IR dolirtesy @their2z T K |
personal experience of a prolonged immersion in the social field ofl PEGEEtice.
Explicated in 3.3.2 wdkat the relative strength of the social relation (SR) reflgcter

alia, the relative strength of relations to the Bng S M@&y& of knowingthrough

interactional relationswith significant othersConsidered in the light of theory, | was
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inclined to consider thian example reflecting a strongesocial relatiorbased on the
dispositions of the subject as knower and, more specifically, to be an instance of
strongerinteractional relationsn which thesignificant othewas the PCEsector. | was

inclined to interpret this, because personal experience was beinghessed, as an
SEFYLX S 2F | NBftFGAGSt & cultivatddknbader codebSRo). T 2 NJ
Moving back and forth between the data and theory, however, refined my thinking.
Fundamentally, it was clear from the dataset that TEd experiencedvaarsiderably.

This suggested that the boundary control over interactional relations was quite weak.
Bringing intcacademic TEPCE& disparate set of experiences meant that there was not

a prescribed set of interactional relations. By asking the quesifadhe data such as,

WK2g A0GNRYy3 | NB (KS 0 2dsparate pdksGnal exdeBidhBekd3 RS ¢
NEFf SOGAY3I NBfIFIGAGStE e 6SI1 AYGSNI OQlAzyl f
This is one example of the process in which understandiag wefined. Thus, by
developing my own cultivated gaze courtesy of a lengthy and sustained immersion with

the theory of LCT and the data, | was able to derive a translation device for the study.

Of course, derivation dhe external language of descriptioamains, as Maton & Chen
GHnmMcY noVv NBYAYR dzas WlHftgleéea O02yaSO0dzNT

The external language can be found in Tabde6 and 4.7 for Autonomy and
Speciakation respectivelyEachtableis divided into two sections. Within each section,
reading from the leffacts as a translator of theory into data; reading from the right acts
as a translator of data into theory (Maton & Chen, 2016), the former showing how
conceptswere enacted in this study, the latter showing how datasconceptualsed

as exemplifying retkive strengths of the concepts (ibid.). It is ndteat the indicators

arose from the data rather than imposed arpriorigrounds(Chen, 2010)

Taking Table 8.as an example, the positional autonomy (PA) is on the left; the
NEBfFGA2y It Fdziz2zy2Ye ow! o 2y GKS NAIKGOD
I dzi2y2Y@ Q> (GKS [[dz2d S

U4h terms of being a university, we are given a lot of freedom as to how we oferate

suggests TEds have considerable degree of autonomy in the running of their field. This

represents stronger positionautonomyandk & 6 SSy O2RSR Wt! bQd
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F2N Wt ! 9oQ SESYLXATASA GGKS 1TAYR 2F RIEGE N
give insight into the kinds of data that reflect differing strengths of relation and how

further data wasconceptualisd (ibid.).

The value of deriving this device was in codifying and systematisirgsananote, it

was not the enepoint of the analysis it the basis of the exploration of theesearch
questions As Maton & Chen (2016: 47) suggest, evolving an external language of
description requires immersion in the data and the theory. Bridging the two through a
OGN yatl A2y RSJA OSiptigh&uydlthick eSpanadod, bdth einirikaD | R
FTARStEAGE YR SELXIYF(i2NE LR26SND O0AOAR®DOC
analytical steps explicit support reliability. It also offers a means of analytical
generalgability, in this case, a form ddissertational logic whereby the claim for

generalgability is one based on theory:

By specifying the supporting evidence and making the arguments explicit, the
researcher can allow readers to judge the soundness of the generalization
claim (Brinkmann& Kvale 2015: 297)

This device offers other researchers a template for use in their own projects. It was also
considered important to develop because the thrust of the thess not in describing

the surface features of the empirical but in the generatmechanisms and resultant
structuring principles that give rise to events and experiences. This analytical approach
thus provided the means of exploring the structuring principles underpinatagiemic

TEPCEF YR GKS ¢9RaQ (y2gft ShdklielcIRbbnOthid, Oaa = R A
possible to draw conclusions and offer an explanation in satisfaction of the research
guestions. The aim was to make explicit the basis of the theorising of the data and hold

up for inspection the empirical relations, the rezeptual relations, and how they so

relate. It therefore offeed the bases upon which knowledge claims for this specific

problemsituationcouldbe made.

In summary, data analysisllowingFigure 4.1, was staged: empirical thematic analysis;
a descriptve account based on the coded categories arising from the empirical thematic
analysis using the orienting frame of the EPD, followed by an analysis of the descriptive

data using LCT (ib)d In so doing, it charted a course of increasing abstraction and
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condensation of meaning, embodying the inductdeduction dialectic. It thereby

established the means for a thesation of data.
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Table4-6 An external language of description for Autonomy codes

POSITIONAL AUTONOMY (PA)

RELATIONAL AUTONOMY (RA)

Concept manifested
¢ Emphasis on:

Indicators

Empirical quotes from the data

Concept manifested
¢ Emphasis on:

Indicators

Empirical quotes from the data

+ Arena of EPD

Insulation of the
discipline of Teacher
Education from
external control

PA+Emphasis is placed on TEg
having the power to run the
discipline of Teacher Education
and insulate it from control by
external others

In terms of being a university, we
are given a lot of freedom as to
how we operate

Prp 52y LI &a
TEds to run the discipline of
Teacher Education

every single thing on the
programme is micromanagdgty
20KSHKENRQa y2
GKSNBQa y2 LKea
ethical autonomy whatsoever and
R2y Qi GKAYy1l GKI
exists to do that

Insulation of the
discipline of Tedwer
Education from
external ways of
working

RA+Emphasis is placed on
principles and ways of working
intrinsic to the academy and theg
discipline of Teacher Education

we really want to ask educationa
guestions about education which
Adz gKI GQ# wiaka®

GKSe tSFENYyAy3aXxg
educational question

w ! @ownplays academic
principles and ways of working
from academia, subordinated tq
those from other fields, suchsa
government

(W)e have a very high
employability rate on this course
[and] we say at interview to the
d0GdzRSyd @GSl OKSN
you that the employability rate
has been very, very high and hag
been noted by Ofsted as being
PSNEZ OSNB KA IK

(template based on Chen (20}0)

114



Table4-7 An external language of description for Spesadilon codes

EPISTEMIC RELATIONS (ER)

SOCIAL RELATIONS (SR)

defining legitimate

educational knowledge

the practical reality of the

classroom and making theories

Concept manifested, Indicators Empirical quotes from the data | Concept manifested, Indicators Empirical quotes from the data
Emphasis on: Emphasis on:
+ ER+Emphasis is placed on | do think thatwe need to be SR+TEds develop sclaly | can draw on material from
A | Intellectual field: ¢KS tSIAGAYWYSsQ 1y2eét SR| encouraged to look at how we cal TEds as legitimate disposition through, e.g., anthropology, from political
Research AAddz GA 2y QK specifically to pedagogy of TH improve what we know about knowers based on masterapprentice relations in | philosophy, from psychology al
research and/or the (i.e. Loughran, 200&)s a teaching, learning and assessmel personal knowledge doctoral study with doctoral of which are pertinent to [my
means of constructing | specialism [for TEPCEJ and experience i.e. supervisors, academic peers, | topic of interest]. So, you know|
new knowledge for ITE | Adheres to HEanctioned how TEds can contributing to and wX8 GKIFG ¢2df R
research models and [Research] has to follow certain | legitimately know as | participating in academic outside a university setting. Yo
methodological procedures | rules; it has to be peer assessed;| legitimate knowledge | conferences/publications need people who are willing to
has to be within academia in ordg producers get together and think and reaq
for it to become considered either and discuss and look at the
research or knowledge. bigger picture
9 w qess emphasisisplace 82 YS 2F (GKS NBa { w @&xperiences frominside | L ¢ 2 dz2f R I LILJ &
2y Wy SsQ |y 24| absolutely nothing to do with academia deemphasiséd or difference® A GX HKI
to teaching, learning and teacher education at all absent. Extends to embracing| the evidence, how is that
assessment iTEPCET uncircumscribed personal I OGdzl £t £ &8 OKIy3
New knowledge drawsonan| L QY f dzO1 & Ay (K experience and opinions as | doing as a teacher educator
unspecified range of researcl| line manager takes a very broad basis for developing a FyR AGQ&a GKIG
models and methodological | I LILINR I OK (2 gKI scholarly/researcher does actually doing the
procedures that my sort of lesson preparation disposition R200G2NI GS YSI vy
v my organising modules, my
0] O2F OKAYy3 g2N] o
to be a paper or working towards
a PID or anything like that
+ Educational field: ER+Insulated theoretical we need to have an understandin SR+Emphasis is placed on | did an MA irpsychologyof
A | Curriculum The legitimate content | foundation of strongly of certain disciplines, the social | TEds as legitimate ¢t9RAQ RA&LIZAA|SRAOIGAZ2Y XI YR
of curriculum and/or bounded objects of study as | science disciplines, such as, socii knowersbased on backgrounds cultivated at that time was very much
the means of determining form of theories and theories about how | personal knowledge | through prescribed shaped by disciplines and so |
constructing curriculum| legitimate educational to learn in psychology and experience i.e. interactions within disciplinary| was the[educational]
content forTEPCET knowledge how TEds can masterapprentice relatios psychologisty Xit8s that kind
Theoretical principles legitimately know as | (e.g.MA study) representing | of lens from which | sk
emphasised aspecialised curriculum specialists | the ideal curriculum knower
procedural knowledge or
concepts
9 w @heoretical foundation | f SG Q& 221 G L { w @ersonal experience and| we have a dialogue with centre
v and theoretical principles FNRY GKSNB X L opinions working with arange| 02 2 NRAY | (2 NA A
0] downplayed or absent in there is an important element for of others within and without | i KSNBQa | 02yl

HE é&nd/or as formelPCET

teachers)

NEBFaasSaavySyid X
feedback from centres
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EPISTEMIC RELATIONS (ER)

SOCIAL RELATIONS (SR)

Concept manifested;
Emphasis on:

Indicators

Empirical quotes from the data

Concept manifested;
Emphasis on:

Indicators

Empirical quotes from the data|

+ Educational field:
ﬂ‘ Pedagogy

The legitimate teaching
of content based on
disciplinary pedagogic
principles

ER+Transmission of
disciplinary content
knowledge is explicit and
emphasised as determining
form of pedagogy.

we absolutely advocate the
central importance of critical
reflection in educational practice
and model that

9 w @ransmission afontent
knowledge downplayed as
not significantly shaping form
of pedagogy.

AGQa o0SGUGSNI F2N
iKSe ARSyi{dATE A
much better to get them thinking

TEds as legitimate
knowers based on the
personal dimension of
the teaching process

SR+¢ 9 RaQ adNI G
techniques and preferences
cultivated via exemplary
model of TE pedagogy as
WAAIYAFAOLY G 4
explicitly emphasised as
determining form of
pedagogy.

it was pretty clear that the
people who wrote the
programme were trained
according to the book [on TE]
and therefore recycling the
content of that boojwhen
teaching]

{weYRADARdZ ¢
preferences informed by
dzy OA NDdzY & ONX 6
20KSNAQ® al & |
preferences based on
disparate experiences

LQY 3J2yyl R2
think this is righ{and when
teachinglL Q@S OKI y 3
6SH1SR Y2RdAz §
thought it would be beneficial
to the learners and to their
practice aopposed to doing
what the university wanted me
to do

+ Educational field:
ﬂk Assessment

The legitimate
evaluation based on
explicit criteria

ER+Explicit, specific
evaluative criteria are
emphasised in judging
student performances.

[Studentteachers use] a range of
well-chosen creative resources
and strategies whichmatch their
fSIENYSNEQ Yy %6dRa
ensureall their learners make
progress(original emphasis)

9 w @xplicit, specific
evaluativecriteria are less
significant in judging student
performances.

other creative ways of assessme
move away from that particular
model [of essays] and are a little
bit more interactive a little bit
more inclusive

TEds as legitimate
knowers based on the
personal dimension of
applying evaluative
criteria

SR+Evaluation of legitimacy
of student performances
resides with individual TEds
drawing on TE pedagogical
LINARY OA L Sa | &
otheNRA Q ®

gSttodveSFKZ L
Yye fSya Ay X VY
AlQa adAatt Ne2
and stuffespeciallythe
[assessment] gridAnd also
how | was trained as a CELTA
[teacher]trainer

{ w valuation of legitimacy
of student peformances
resides with individual beliefs
of TEds drawing on personal
perspectives and experiences
Interactions with TE
pedagogical principles are
R2gy LI I @SR | &
20KSNA Q@

you have to play a game of ho
you word assessment [to meet,
criteria] to give yourself enough
freedom to be able to play with
Al X &2dz KI @8
that game

(template based on Chen (20)0)
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4.8 Conclusion

This chapter described the methodological approach employed in the thigsegan

with social realism as a research tradition, underpinned by the philosophical
perspective of critical realism. The methodological implicatioonsideringthe
a0dzReQa IAYaAX 41 & | ljdzr t AGFGABS NB&SE NOK
research methods, namely serstructured interviews and documentary evidence. It

provided a rationale for the choice of institutions and TEd participants. It included a
discussion of the ethical considerations associated with insider research and the

various srategies employed that sought to assure the quality of the research.

The chapter explained the approach to data analysis using the EPD as an orienting
frame. Data analysis followed a thrstage process that began with a thick
description of data courtes of empirical thematic analysis. Moving through the
second and third stages, it followed a process of increasing abstraction and
condensation of meaning culminating in the development of a translation device

using LCT Autonomy and Speseéiion.
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Chapter 5The institutional field position

5.1 Introduction

This chapter is the first ddbur chapters that present the findings of the researthe

chapter addressethe first researchquestion:

How do TEds conceive of the distinctiveness of academirCEE as a
specialised field of study in the academy?

Drawing on the EPD as an orienting frame for the study, this question relates to
external relations tothe arena created by the EPBs presented inFigure 5.1.
Subsequent chapters will explore each of its constituent parts: chapter 6 will address
knowledge asesearchin the intellectual field of production; chapter 7 will consider
knowledge as curriculuin the educational fieldf recontextualsation; and chapter

8 will addressknowledge as student understandingpncerning pedagogy and

assessment in the educational field of reproduction.

Figure5-1 Arena created by EPD as the orienting frame for theys

Production Recontextualization Reproduction

Knowledge as student

Knowledge as research Knowledge as curriculum )
understanding

\—Y—) | J
1

Intellectual field Educational field

Thefindings presented in the following four sectigrasranged according to themes
drawn from the thematic malysis as outlined in chapter elate toTEd® LIS NS LJG A 2 y
of academic THPCEM degitimacy as a distinct specialisedfield of practice.
Specifically5.2 presentdindingsthat address TEd perceptions as to théonale for
academic TIPCET This section speaks © 9 Ra Q @heSlistactivengss of
academic T CETprovision Section 5.3 presents findings regardi@&PCED a
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internal relations with otherdisciplinaryspecialismsn the academyThis addresses

inter alia how TEds claim their work is perceived by femlucationdisciplinary peers

and academy management, aride implications for crossdisciplinary workand

Aa0K2t NI & | OGA@GAGe d { S Gadatleinit TIROBR éxter@al/ & A R S N.
relations with the social field oPCETpractice and thebenefits and potential

challenges thaarisefrom the nature of those relationg=indings regarding external

relations with policy makers and the government inspectorate, Ofsted, are presented

in 5.5. Following a summary igection5.6 of keyfindings section 57 synthesses

and theoriseghe analysisdrawing onLCT Autonomyn respect of the translation
device(Table 46).

Conceptuallyvhat is beingexplored is thet 9 R@nSruction of the institutional field

of academicTEPCET England, and in what way it is differentiated from other social

realms The purpose of this chapter is therefore to bring into foanademic TEPCET

as a distinct object of studylt will provide a frame through which to view and
contextualsS & dzo aSljdzSyd Fylrfeara 2F ¢9RaAQ LISN
educatianal field knowledge practiceSignposted throughout this chapter will be
references to subsequent chapters in cases that warrant further and more detailed
explication appropriate to the contexts of either the intellectwalthe educational

fields.

AsaNBYAYRSNE BUIRESNEY @5 MHykdNPWad K2 dzi GKS GKS.
three institutions in the studyBlackbridgeUniversity, FarrisdownUniversity and
RandmeadowUniversity respectively In instances where identifying features

threaten anonymiy, references and individual quotes from the data are unattréout

to a specific TEd and/or institution S @3 ®> WTF S Yiolbvng thedefhics dzy A !
discussion (4.6.2)

5.2 Arationale foracademicTEPCETn the academy

This set of subhemes addresss how TEds perceive the distinctiveness of academic
TEPCET. The findings suggest thets believe thatdvantages accrue to both TEds

and studentteachers by being members of the HE community, with the university
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represented as the repository of TEd exjise. This speaks to TRQclaims to

authority and power embodied in their symbolic capit&omewhat surprisingly,

however, was a degree of ambivalence as to leeessityfor TEPCETo be in the
academypers¢/ NI 6 KSNE | Wy SdziN}f aLl O0SQ lgle 7
quality of the individual TEd, were underlying thembwleed, ro reference to a

explicit, esoteric specialised body of knowledgeacademicTEPCETvas offeredto

account for its loation. Thiswas in respect of botla pedagogy of FECETn the

intellectual field and a knowledge base ftine preparation and practices of student
teachersin the educational fieldThissuggestsa somewhat contradictorgituation

for academicTEPCETwith implicationsfor its position withinthe academy and

arguably, for who ultimately controls it.
5.2.1 The academya space for exploration of ideas and critical reflection

At the outset, manyTEdsacknowledgedthe historical perspective ofEPCET
provision in the academy, suggesting that¥ie dza (i A RUQthad HistaBCglIfRl

(Carol BUYhe academywas ®rucial) Brybny RU in the training of teachers in
Englandd ¢ KS | OF RSY@& ¢ Itha vali@dtidnRnd develofrhedt STE Wi SR Q
PCETor W number of yeal® ¢ BW.y R

TEdpatrticipants spoke of the academy as offeringirdque space In this space
traditional HE values of academic freedom of expresaimhtheexploration ofideas
open to challengand reflectioncould be fosteredThis was said to be to the benefit
of both studentteacherand TEd Underpinning this theme was an expression of the
value ofa highereducation in developing critical thinking skillsstmdentteachers
This highlighted thatacademicTEPCEToffered aneducationrather than simply

training to do a job

| think you neednitial teachereducation because you need teachers to be
educatedin the discipline oéducation not trainedc | think you train dogs,
not people- and | think you particularly need to educate people to make
good professiongludgemens in complex and unfolding situations that are
often moral in nature.JohnFU)

Thistheme will be exploredurther in Chapter 7

120



Many TEd claimed that it was important fostudentteachersthat ITEbe set apart
from the dayto-R | @ WY [EphmizRY of BAETorkplaces. This was claimefbr
both on-campus provision andff-sitein-serviceprovisiondelivered inPCETolleges.
It was suggested that this distance from the workplagewvhether literal or
metaphorical- gavestudentteachersspaceto develop a critically reflective stance

towardstheir work

You can bundle up the bits that they need to know in practical terms but
reflecting on educational practice and reflecting on political engagement are
things that | think are best done in a university environment with access to
academics(StephanieBU)

TEd<laimed, in principle, that the universitya I W $padd.He6 &ffordehém
an environment in which ideas could bexplored, and intellectual interests
developed and nourished’Eds claimed thadleir teams represented repositoryof
expertisein an environmentwhere exposure to new ideas, reflection and critique

were encouraged

WSQNB o6dzAf RAy3d dzLd I NBLRaAG2NER 27

odzi > [ faz2zx @2dz2QNB aGAft t221Ay3 F2N ¢
rISFRX GKS Y2NB @&2dz tAadSy G2 FtaSNyLI G

RAFFSNBY UG LISNRALISOUGADSE F2NJ e2dz G2

AYF2N¥a &2dz ' yR (KIF)Qa oKIFG KSft LA
TEdsclaimed & advantageof academic TEPCETwas the degree of freedom of
thought and independence from technical rationalist imperatives and a managerialist
WiA Ol 02EQ Odz ( dzNBPC&EFollede edviBoNdBentst | A R (i 2

In terms of being a university, we are given a lot of freedom aww Wwe

operate, so certainly much more than | had in a further education college.
(EmmaRy

PartnerPCETolleges involved in TIECEprovisionof two universitieswere said to
be beneiciaries of this neutral ground, wheracademic T CETwas variously
described byseveralTEds athe entreQ 2 NJ of a‘HetWalkQ e teamsn these
universitesOf | A YSR (2 2 T ®lINdal YeNdarcht inted SHNEIA & S
i K A (FayARYthat benefited the partner colleges and thestaff on in-service IE
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programmesFurther, TEds claimed thaheir expertise qualiedthem as arbiters of
quality practice and provisionparticularlyfor provision contracted out taollege
based TEdsemployed directly by thePCETcollege partnersit also extended to
commentary about the variable quality of subject mentdos whom all three
Ay ailA i dzi seaghar©wedmllodaRe8. yrhis wasspeciallyrelatedto the lack
of theoretical understanding and insight to suppsttidentteachersandthe danger

of exposing studenteachers topoor examples opedagogymodelled by mentors

A lot of stuff in colleges is quidik and, you know, razzmatazz and snake oil

YR @&2dz 2dzaid 2yfeée ySSR (2 WR2 GKIFGQ

lessonplaa FyR 2dzad FRR gFdSNJIYyR AGQfE I

R2Say Qi @2NJ] o0dziz &2dz 1y263 AF GKI (Q:

ofFYS GKS (SIFOKSNJI AT GKFIQ&EYGKI G GKSe@
Opportunities for critical thinking and refleon, a neutral space and access to a

repository of knowledgeontrastedwith non-HE ITE provision

5.2.2 HE ITE in contdistinctiontonon! 9 L ¢ 9 LINE GRFNF2WY SIRQW{ K ¢
LIN} OGAOS F20dza @OSNERdza || WLINI OGAOSQ F20dz

SeverallEdssuggested that nomcademyTE provision, offered ihouse by college
basedTEdsprivileged a practice approach to teachihgsufficient critique and poor
modelling of practice within th&®CETnstitutions wereclaimed asharacteristic of
non-academyprovision Whilst notproclaiminghat theory was evacuated from nen
academyprovision, it nonetheless was said to focus on prescription, toolkits, and
non-questioning of theoretical perspectives

L R2y Qi Ffglea GKAYy] GKSNXQa Sy2dzZakK N
pedagogy and theory as there perhaps is at the univergiyd | think,

a2YSGAYSas GKSNBQa | tAGGES oAl 2F 4GS
theory, sometimes, when the teacher training is dondnouse in a college.
(JudithFY

June FU suggestecher universityprogramme had a distinct advantage over the
practicefocused City & Guilds awar8tudentteacherswere encouragedtdb go the
extra mil&xather than simplydo this and do tha@as part of a toolkit. This allowed
the studentteachersto ¥xplore ideasand see theBigger pictur® 6 RYIzga%ol
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(BU) echang the point ofacademic TIPCERs arepository of expertisesuggested
that studentteacherson nonHE ITE programmes lackd#ie wide experience,

knowledge, literatur€afforded byTEds in the academy
These insights speak to the quality and affordancescatiemic TEPCEprovision.
5.2.3AcademicTE as a marker of quality: status, marketability and employability

Severabarticipantsfelt that academic TEPCEPprovision was a markesf qualityin

the marketplacefor ITE qualifications Participants from all three universities
proclaimed the high esteem in which their provision viad, and the reputationof

quality attached to their programmes, citing Ofsted inspectmutcomes Ths was

said to have helped underpin ongoing demand for courses; conferred advantages to
studentteachersin the employment market; offeredtudentteachers# powerful

validating of their professionationdEdwinaRU); and helped elevate the profile of
PCETeaching as a profession, ensuring parity of estepeciallywith the primary

and secondaryschoolteachng profession Studentteachers appreciated the

dzy A@SNEAGE Wyl YSQ |yR KSy @ttt YA Théni NI (0 S

estimation. Documentatiofrom one universityclaimed

In a competitive employment marketplacd KS ljdzl f ATFAOlI GA2Y
instantly recognisable to potential employers as signifying that you have
well-developed graduate skills and attribweaswell as the appropriate
teaching qualification neededUni CPGCE programme handbook)

Similarly

| think it validates our sector as a sector in comparison to, you know, primary

and secondary, and Hteachingd. And, | think before we were the forgotten

sector, and | think now we are a much stronger sector because of that. And

| think, especially if @chers are going to university to get that certificate, it

Ad Iy aadz2NlyOoS 27F XljdzZtAde Xo {23 L
j dzZSadA2y A& Aad AG Iy StAGAEAl GKAYy3IO
primary and secondary teachers abd valued as equal then, yeah, | think

we do need that sort of qualification there in the HE institution. (JuBlth

Whilst acknowledging that it did represent a mark€iaude(RU did question

whether it wasnecessarilyeserved
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| think absolutely ifacademic TIPCES A & markerib@ &hether that
YENJ SN FOlidz f e NBLNBaSyidia az2YSUKAyY3
GKS SYLX 28YSyild ¢2NI R LQY &ada2NB AT &2d
f232 2y GKS G2L) 27F OdhfitZmush beLsonethiBgNE Y A :
0SGUSNHQ o6dzii LQY .odginal emgadisy Ay LINI Ol A C
Claudad O2YYSyid NBFfSOGSR |y dzy RSNOdZNNEBYy i
of provision waslependent orthe calibre and standard of the individuals delivering
provisionrather than, necessarily, its location in the academy or the qualification

awarded.
5.2.4Doesthe location ofacademicTEPCETeally matter?

Many TEdssuggestedthat contribution to the development oStudentteachersQ
knowledge and skills wamt necessarilglue tol  Wa dzLJSNA 2 N dzy A S NE A

| still come back to the teacher educators being the key people rather than
Al oSAy3a ySoOoSaalNARfe aSd gAGK GKS 2N
from. (PatrickRU
Brett (FU referred toa growp of highly regarded retiredPCETeachersrecruited to
contribute as TEds on both university and ngriversity programmesTheirYears
and years of experience as practitioners and their knowledge of the FE Qector
qualified them towork as TEd¥Noted byEmma(RU):
LG R2SayQid YSIYy L &aSS LIS2LXS 6K2 421
somehow hallowed or offering something of higher merit if you like from
what they ptudentd get from their further education compatriots.

Linda BU referredtothe®l YI T Ay 33 2dza (0 | YdsddA§0Ida RE2 NJ 2
O2fttS3AS gK2aS AYAGAIGADSE YR Ayy20F A2y
WLINE put somadf my peers|in the university]i 2 & KHass&(BWpfelt that,

at a fundamental levei Q& hooR@Ma (I dzZ3KQ 6 FRABRYIBK2FYL

Claude(RU alluded tohis own background working witAO qualifications inPCET

colleges in the past:
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| think, preLingfield, | rever necessarily thought thaflE located in the
academy]way SOSaalNE YR O(0KFIG KFayQid OKI y:
good things, there are certain advantages for it to be located within
dzy A OSNEAGASADP . dzi>x 06SOIdzasS LQ@S I f &2
teacher ed. provision validated by an awangli body, very positive
experiences, | never felt that was a S lj dzZA aAGS G2 A G 06 SAYy
mean one of the things with universities would be that they tend to be a
little bit more independent and they can tell the government to, you know,
WC REFFIKSe R2y Qi fA1S 6KIFIG GKS2QNB R?2
decreased anywayl know awarding bodies are more susceptible to, you
know, having to conform to what the government asks of them but | think
GKFGQa jdzZA S G KS/edllaesSy H2NVXzyRIGRINE ARLEN
WA KAyl AG ySOSaalNARte Kra 2 0SS o)
Respondents aBlackbridgealso made the point that EPCEProvision need not be
in a university setting bu#¥ does need to be a kind of special sortintitutionQ
(MichaelBU. The key was that it not be in the empéynstitution; the university
provided space, and afforded freedoms for teidentteachers the implication

0SAYy3 GKFG I WGKANR aL)I OSQ O2dzZ R LINRPOJARS
| think teachereducation has to be away from your employer college, | think
OKFGQa (GKS Y23MlanBUYLR2 NI yiad GKAy3

Claire(RU), questioned theutility of academic TEPCEprovision, and suggested that

the real reason had little to do with higher learning in academia and more to do with

its historical origins:

| strongly suspect that the most important real reason [fwmademic TE

PCETis the vested interests of certain OF RSYA 0&a @wX8 LIS2L) S
blunt, people who have a vested interest in maintaining their employment

¢tKS NBlFazy L ale GKFIG Aa GKFOGZ Ay Y@
o2dzi LINRPINI YYSa GKIG ¢S GSIOKZ (KS
acacemic, properly speaking.

Summary of 5.2

TEds conveyed that academicHEET afforded considerable advantages for critical,

reflective thinking, and collectively the TEds offered a deep repository of expertise.

4 This refers to the PCET regulatory regime prior to the reforms as noted in chapter 1.
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¢ 9 Rsynibolic capital derived fronexpertise could reconcile an account that
emphassed education over training but that which need not necessarily be
conducted in a universityThis appeared linked tothe lack of reference to an

insulated disciplinary discours® account for academic '/ 9 ¢ Qa LJ I OS A
academy.The extent to whichTER &symbolic powelis adequate to assert control,

and securdor TEPCE® seat at the academic high table is at leaspart, following
Bernstein,dependent on the strength of the boundary insulation digciplinary

knowledge

5.3 Relations with other disciplinary fields

This set of suibhemes consider how TEds positioned academi®TET in relation

to other subfields of the academy. It addresskew TEds perceived a university

culture in which the vocational orientation of their work lacked disciplinary status.

This was concordant with differential treatment of employment contracts of
researchers and teachers. TEds suggested that there werecatiphs for cross

disciplinary work. This may refledtK I G ¢ 9 RAQ ae&vYvYoz2ft A&e OF LI |
afforded by expertise as teaching practitionezsncerned withPCET and its profane
knowledges in contrast with their noATE academic peer€ollectivelythis speaks

G2 GKS NBEFUADS LISNXYSHoAftAGEe 2F | OFRSYAO

of its orientation to vocational practice
5.3.1 Status of education as a discipline: vocational focuswédorised

A common refrain fronTEds was thatducaton, andTEspecifically, lacked parity of
esteem with other disciplinary areas in the acadeyd RvdrRwas dismissed as
vocationalor continuing professional development (CPD)was generally held in
Yow regard Bot a ‘Proper academic subject liket 2dz 1 y262 LIKAf 2az2lL
sociolog®(Francine FU. This was linked to howducationas a discipline was

perceived within the academy

What the underlying attitudes of academics in other parts of the university

to educationas an academic discipline G KAy {1 AGQ&a Y2NB | dz

whether they a) understand what that is, and b) value it in the way that they

LISNK I LJA YAIKG GFfdzS Y2NB OGUNIXYRAGAZ2YI €
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really had that conversationwithcole dzS&a> a2 L R2y Qi 1y 2
true. But in the sector, as a whole, | know that colleagues in other
universities are constantly having to battle to gain any kind of recognition

for the value of their work and, you know, with senior managers, for its
continued existence and justification for its resourcing. And certainly, for
example w Xi6 they are research intensive universities, with very few
SEOSLIiA2y&as LQY y20( &4d2NB GKIG lyégzys$s
about the educational researciKtl 1 Qa 3JI2Ay 3 2y Ay (KS ¢
prestigious it was.HdwinaRU)

It was felt that academics in needucationdisciplines in the university hddtle if

any understanding of the sector, the type of provision that was offerdeGiand

the needs 6teachers working in the sectoRachel (BU) suggested that of the few

K2 RARNRPOKSEEBRWIiIKAY] OGKFG AdQa OSNER 246 f
termsQAs John (FU) commented:

| do think in this institution there is a kind of tacit sn@bwp aboutpractice

in general, not juseducationc ¢ St f = | Qldzr tf &> L GKAY]
pronounced in relation to educational practicewhere sometimes | have

heard my work described, and the work of my colleagues, as being described

as vocationalc ' & AF X GKS LN} OGAOS 2F (GKS
@201 GA2Yy L f XeddcatidRigas td fight §i a piade l-aid to earn

the respect that it deserves amongst some of the other natural and social
sciences here

2S 2F4GSy 3SH G(2iINBy@aStef2dDdzaNB { £t 5/ 2
know. So, even within the academy | think tlREER & o2 GG 2Y 2F (K
And | would say that, yeah, in this university pharmacy would be seen as

much more important tharteachereducation (June~U)

This had implicatins for crosglisciplinary scholarly work bEdsin the academy.
For example, research output froeducationfaculty members, includingEds was
y20G aSSy I a YhBLR RS&IindNBhS IshhPekcBived waher
dzy A @S NE A G & Q aperfafnairiceb WeS1ase REB Sxertise for education,

Francing(FU remarked:

| think a lot of the factors at work there were to do with the kind of

additional quality burden that people ireducation have that other

RSLI NIYSyida R2y Qi KIF@ST YR a2YS {AYR

20KSNJ RSLI NI YSYyGaQ enis 8o, @dd resdarchiis 32 2 R
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something that sits in a book on a shelf that no one but about ten people in
the world ever read, you know, whereas | thinkeducationg S Q@S 320 |
duty to try and get the stuff out there, and help people to engage with it,
anda SS gKIG GKSe GKAYy1l 2F AGZ FyR (NE
F2NJ o20KT GKS@QNB y20 Sljdzatte asSSy | a
From the foregoing, it was perhaps unsurprising that there were veryelfemples
of engagement with academic peseon crosglisciplinary work outside theducation

faculty orTE department.
5.3.2 Limited @ntribution of non-educationacademic disciplinefo provision

It was suggested bgeveralparticipantsthat the minimal collaboration with non
educationpeersreflected how the broader academic communityerceived TEdS
identity and their work. A division exedd between research and teaching work, in
which the former was said to be valorised over the latter; and it was teaching work

with whichTEdsvere most assciated

It is not unusual for academic workeirs universitiesto be employed as teaching
fellows, research fellows or academiég.one university for example, a distinction
was made between professionatontract and armcademicontract. TEdemployed

on the former were not obliged to submit research outputs to the REF exercise,
although all were encouraged to undertake researthis appeared to entrench a
perception that researchers were held in higher esteem than teachers in the

university.

Alan (BU) referred to the challenge of engaging in both teaching and reseasch

TEd. I felt that it was possible to
Y2@3S FTNRY 2yS (G2 (GKS 20KSNJ o6dzi L R2y:
fully together. You see yourself as one or the other...

Other disciplinary specialists in the academRache(BU) suggestegviewed TEdsas

Wefinitely secondclasscitizen€QThischallengel TEdsvhenattempting to make any

impact within their institution and draw attention teducationand its value as a

discpline in the academy
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Hassar(BU) referred to the split between research and teaching asHgartheidDi
(BU) believed thafTEdswvere viewed as not#lcademic enoughS$ihe made the point
that TE did not attract large research grants, and the TEdsadidet published
gSttx y2i OSNE YdzOK>Z y20 tA1S GKS LINJ
between the academy and practice in the field.
Mary BU commented thatTEdswvere viewed asléss academiand that$ S R2 y Qi
know as much as the@The result was a general kaof collaboration or engagement

with nonreducationdisciplinary schools in the academy.

At Randmeadow TEds confirmed that their contracts includke a research
component. This notwithstandingEdsnirrored theviews expressed Iiglackbridge
participants
LT LQY 0SAy3 -dishipliyaly Bork] iisRlisappoitinglyGNatl.a &
| spend a lot of my time within the university trying to highlight the potential
of greater links betweerieachereducationin PCETand the rest of the
dzy A @S N& A {itRink tey da_neaRy2eyiagh to link up with the huge
amounts of expertise that there is in tiCETeam. EdwinaRU
Emphasisinghat educationwas adiscipline FrancingFU suggested that disciplines
like philosophy and psychologwhichshe believechad a contribution to make ta'E
0§ SYRSR { 2dusativd Thid wak ané KRy reason why there was little appetite,
fromtheTEd® L2 Ay (i 2 F-digipliBapyIvorE 2 NJ ONER & &

The problem is all those othalisciplines want to ask questions from their
discipline about education. And we really want to ask educational questions
F62dzi SRdzOF A2y 6KAOK AazxX ¢KIFGiQa (GKS
what are they getting out of their studieghe learnegs at any level which

is an educational questionE{ancineFU

¢ KS WI LI NI K&sarBD) refefred wds &l€d Knanifest in differences in the
nature ofthe work ofacademic TP CE Tparticularly teaching loadndthat of non-

educationdisciplines.
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5.3.3 Scholarly activity and teaching commitments in tension

The teaching component GfEdS) ¢ 2 NJ ¢l a | | STEAQFH ORE NIGRY 1
conduct research and engage with the wider academy. Contact time with student
teacherswas claimed to be much higher than other disciplinary areas and non
educationacademicsélo not have the teaching load we ha¥EmmaRU). This was

perhaps not surprisingAsFrancing(FU highlighted, ITE programmes veedifferent

G2 | Waidl yaBlatsPBrépgrammeRrSaNdksdiglinary area, like history, for
example. In that casehe couldbe expecedto have less student contact and draw

on the help of PhD students in delivering seminars, for instance

Di BU) said that a number of colleagues wolilee to do more research but they did

not have the time nor didhe professional ¢.f. academic)contracts specifically

allocate hoursfor & dzy ft A1S (K2a$S WA gmialyJSNFY OF RS Y,
referred to the tension between teaching and reseh that was largely a factor of

time. She felt pressurkto undertake and contribute to research by the department:

L 1SSL) 3ShaAy3a G2f{RX @2dz (Y26 wX8 WY,
adzNBE GKIF G 22dzQNBE R2Ay 3 @& 2dalNyontBrdeS | NOK 4
G2NJ Ay3 FT2N &2 dzNJ a i dzehiSk/f Hasie alteyid@ncyitd A y 3 & d
LJdzi Yé addzRSyda FANRGO® ! yR L &adzZl2 a S
dzf GAYlIGSfes L glyd G2 R2 (GKS 0Sad ¥F2I
departmentwantsY S 2 R2 20KSNJ 6KAy3ao {2 L
little bit piggy in the middle with that because research takes time. So,
GKSNBQa (KS ySSR (2 FAYR GKFdG oFftly
practice.

Edwina (RUacknowledgedimilarpressures and tensions:

L GKAY]l LQY O2yaidlyidfeé YAaaiyad GKS 2
and capture it in the way you would traditionally expect an academic to be
R2AYy3I®d ! YR AF LQY FSStAy3a GKIFGX GKSY
beFSStAYy3 GKIG 06SOFdzaS SOSNEBEO2REQA AY
having too much contact time and not having enough reflective time.

Chapter 6 examines 9 R4 Q FeSefar2hpraciv@san detail.
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5.3.4 TEPCEThe poor relation of compulsory seabr-TE in the academy

TEdslaimed thatTEPCEWas generally set apart from the compulsory primary and

secondary TE provision within the academy.

At one university TEPCEhad been traditionally marginakd from the other two
phases of primary and seedary. This was partly a factor of iisolated campus
location, andbeing relatively small provision by comparison. The profil@EPCET
at this universityhad changed following an Ofsted inspection offditall phases of
education in whichTEPCEhad performed very wellAsa TEdnoted:
BS Ol dzaS G KSNB | NBWYRDALIOS NR2 W VA, 2 Fo diao
a2y F2ft26Ay3 GKS hFTAadSRX LIS2LX S &dzRF
amuch biggervoiclK 'y S QUS S @RaITEJIURICO ST 2 NB @
June FU suggestedhat TEPCETid not have parity of esteem with I¥€hoolsat
any university She suggested thafTEschools peergperceivedit as continuing
professional developmenCPD:.
2S5 2F0SYy INB OASOSR | a y22dseddddlant G Sk OF
OKFGQAa LINPLISNI (S @RANLEIZ aRANEQ I SA (0K Ag/KaS
fA1S a2YSOKAYy3 StasS AayQi A0z GKFGQa
ATEd manager suggested that, in addition to not being a traditidisalplinary area
at his university it was tferent from secondary TE provision in that the secondary
LINEANF YYS 6Fa 2FFSNBR SEPCETdrathe®Bdr Band; G Y &
wasnotd  OYR AF Al ¢l a AG ¢ 2 dzBgehhewasnotl LILINE L.
convinceduniversity managemerknew whereTEPCEDBelonged Further, given the
university systems were designed for graduates, it caused proldbecsuse thelE

PCEPprogrammes could also be offered at ngraduate (level 5) level

The systems, the technical systs, the websites, the application process,

all that stuff is a nightmare for ud G | a&ddzySa SOSNE2Y SQ:
oFaArAololffed !'yYyR LQY &dda2NB GKFG Attt  Of
G2NNASR F02dzi 2dzNJ LINPINI YYS tia&eén dzaS A
with PGCEs and the university has problems with qualifications that are so
RAOGSNESS GKS@ R2y QG dzy RSNRUGOIFYR. g K& |
(TEd managemuni B
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This spokéo a broader issue raised BfEdsthe challenge of delivering aragsessing

a HEqualification with a practice focus

53bp . SAy3 FT2NOSR (2 WFAGQ 6AGK GNIRAGAZY

appropriate to professional education

It was suggested thathe university systems and structures were aligned to more

WERAGA2Y Lt Q I Ol derfliviéd @ithd@hdear@l & ihar BPCE Téama

interpreted and valued their work
¢CKS RAFTFAOdAZ G& Ay FOGdzrftfe ASGOAYT (K
is more based around practical knowledge @ K A y éry- itk ih@@ & @
LOR AGNHAIESP L g2dA R FAYR GKIFG OSNE
fully equates with my vision of the kind of practical knowledge and adaptive
expertise, and also ticks the boxes the university requires me to Gtkude

RY
Another TEdwas critical thather TEPCETprogramme must offermasterlevel
credits The university required that studentteachers be able to exit with a
qualification even if they faald their teaching placement:
' y20KSNJ LIN2ofSY ¢6SQ@S 320 6A0GK GKS
university regulations that students ol I & (i frogfammes, even if
GKSNBQNBE g2NJ LI I OS Scif haySajf ihéiviorkplake? dzf R |
elements- they should still be able to takewvay a PG CértSo there needs
to be, they want recognition of I & 1 6 NRdzf Sa > SOSYy AF (KS
programme with a workplace element which they might fég&male TEd,
uni A)

Summary of 5.3

In brief, this section has highlighted the relativedyvlstatus attached to academic
TEPCET. TEds claimed their work wasvalerised by academic peers. Their
employment contracts and conditions of work placed them at a disadvantage
regarding the type, volume and potential for scholarly activityPTET hastruggled

to maintain parity of esteem with TEOK2 2t a® ¢9Ra FStd GKI

S¢KAa Aa | LIRAGAINI RdzF S OSNIAFTFAOFGS g NRSR G S
qualification but a reognition of credits achieved.
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YSAIKOo2dzNAQ O[AYREF . !0 Ay GKS | OFRSY& I\
within academic protocols and systeri$ie volume of capital TEds accrued reflected

that TEds wereseeking toassertauthority over knowledge oriented to profane
considerations. This profane knowledge appeared to be undervalued by the academy

I Yy R ¢ 9-Bdac@tioypefs who val@éd more sacred knowledge forms.

5.4 Relationswith the practce field ofPCET

The two sukthemes here relate to how TEds perceived academiPTET in relation

to the social field of PCET practice. They reflectdarapetingperspectives, one that

SYONI OSa 2LSyySaa (2 t/ 90NR 3aKMyOKQ 3L |INBRF SINJ
cautions against isolation and distance from the PCET field of practice, characterised

I & WA @2 ThBanalygiggohisI0 e somewhat contradictory position of TEds
searching for authority over different forms of knowtgel from withinand without

the academy.
5.4.1 Boundary crossing

Respondents from the three universities referred to projects that involved direct
engagement with thesocialfield of PCETFor examplepne TEdeferred to aproject

that supported action resarch byPCEPpractitioners as a form dBrokerage€ the
TEdacademic acted as a facilitator bringing together specialists from within the
academy to work witlTEdsand teachers ilPCETThis has resonance with literature

2y (GUKS WKEONARaIZDISHOFR ad%SAORRSNIAS ##Ke 6 NA R
al., 2012 Zeichner, 2010

There is a collaborative model around research, people in the colleges doing
work, you know, action research and stuff and going to conferences
supported by the universityfédmale TEduni A

Chapter @will revisit sich projectan more depth when discussing research practices
Hereit is noted that whilst not allacademicTEdswere involved in these projects,
engagement with such projects suggested thataélsademywasnot entirelyisolated

or insulated fromPCETontexts. In addition to projects, the nature of everyday TE

PCETork, in whichTEdsobservedstudentteachersin workplaces and liaised with
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their studentteachesQ 02 f f SrHAeBtors, ddenBedr@ny TEddo the practice
field.

TEds fromwo universities referred to a mutually beneficial relationship WREET

partners thatincluded collaboration orurriculum deign and implementatiorOne

TEdpointed out that the university wa%eally open to ideas from our partnership

leaders) referencing an example of an innovative resource that could support
studentteachers in their reflective practice on the programmerhe other

dzy A OSNEAGE@ QA ¢9Ra Ay @ 2shate8dtilah iyfstaricitsfodi y S NA K |
example regardingassessment methodology for various module components on the
programme. Dialogue with partner colleges was highly valued and the collaborative

nature was said toffer Yhié best of both world§female TEd, uni C)
5.4.2 AcademicTEPCET the ivory tower

Despite the links established betweatademic TEPCETits TEdsand PCEJTTEds

drew attention to the potential foacademic TIPCETl 2 6 S &aS{d I LI NIY ¥R
a recurring wordlt wasnoted by someTEdsl K I (1 Ky WA NNSSR® T2 Odza
academic TEPCETprogramme may predominate at the expense of practice
knowledge; and ware, giventhe length of time away from datp-dayPCEPractice,

TEdsmay fail to appreciate the challenges faced Pg@ETeachers. The academy

itself, and its impositionsyere said taconspireto potentially distancecademicTEds

from the PCEBocialfield of practice.

Referring to university provision gendsalClaude(RU)suggested thaacademic TE
PCETvas body that is distanced from the classroQ4bo distant from the actual
reality(df teaching that, somewhat ironically, creatdtle qualification that provides
the knowledge for the teachers in those classro@Wbe dangerhe suggested, was
an overly theoretical programme more akin to an educational stugregramme
Thiswas fundamentally different to a teaching qualificatidrne predominant form

of assessment oracademiclTE programmes, in which essay writing featured

strongly, entrencled that notion. Chapter 7examinesthisin detail
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IndividualTEdsacknowledged the potential impact of their work setting them apart

from PCET June(FU) acknowledged that, as academics, ti&dteam may be

perceived byPCEHs kind of eglusionargand she admitted that she did n&#tlways

1y26 a2 YdzOK | 02dzi ¢ KI 0 CarfBULsliggegtddyhat 2 dzi )

there was the danger tha#/our thinking becomes too abstrd2te felt that once

one was well established the acadeny, wherel® 1 Q& (§ KS2 NS @hatGs t o] Y

privileged, it can mean tha#l KS LINI OGAOFf &ARS 2FQAlG Ol

Another TEdwvho hadrelatively recent experience of teaching smPCETcollege

combined with her academic waorkfound it extremely challenging She

acknowledged thaTEdsan becomél 2 2 A a2f I G SR FTNRBY ©OKS LINT

Her work in the college gave her:
insight into¢ I, kind of, knew about it, but you forget2 ¥ ¢ KI 4 A GQa
Because it does get a bit ivaigwer-ish here, you know.

Margaret RU questioned howcognisanther academycolleagues wer®f changes

in pedagogy due to technological innovations, for example. She suggested that they

worked at a considerable distance from the challenges facedP@ETcolleges,

particularly regarding behaviour management issudsis was somethingay(RU

addressed directly, claiming that:
LQY NBIFffeéx NBlassrdodY Ay (TSNS UISR FAYWR (0 K
FLAOAYLFGAYID . dzi L FSStwouldbdvety@dxthy 2 d |
GSFOKAY3a ANl yye G2 adzO0]l S3I3a wX8 LQOS
WgAGK OKFffSyaAy3d o0SKIPA2dzNEB6D LT LQJ
' Y20AfS LK2YyS LQff 3IAGS GKSY I RANI
L {ntx&vhat people are dealing with in colleges.

TEdsspoke ofPCETollege managemenieingdistrustful of the universitg{Claude

RU, perceiving the universitiifmposing things on the@FrancineFU. Terry RU

made clear that he felt that withilPCETthere was an ‘nti-academic, anti

intellectual, antithought cultureQNotingthat this was not universahe felt that it

nevertheless
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dominates quite a lot of at least the senior management of FE colleges and
| find that quite disturbing, the resentment towards, what | might consider
to be real learning.

Some TEds claimed thRICEperceivedthe academy asoo focussed on abstract
ideasthat had little or no bearing on practical teachinglaude(RU noted that
college management perceived that

0KS dzy AGSNEAGE LINPINFYYS Aa TFAEEAyYy3

believe] you should just learn to do stuff in the classroom; you sh&idin 6 S
thinking about all this other nonsense, like critiquing policy and stuff.

From the foregoingtiis notedli K I (i ddsigef® #eMain close to the practice field
reinforced challenges fothem in maintaining positions withithe academygiven
the weaknesses in the boundary betwetre academyandthe PCETBocial field of
practice Itinvites consideratiomf the extent to whichthe maintenance of THPCET

as a specialismesideswith TEdsand theirauthority as academy insiders

5.5Relations with policy makeend Ofsted
551¢ 9 RaAQ f A YA G SRemihehfpblidgdngkdé 2y 3

TEdssuggested that the work aicademic TEPCETEdstheir insights and expertise

in research and practice, had very limited influence with governmentypatiakers

They offered thapoliticians andoliticaladvisorshad limited understanding ??CET

0S0IdzaS GKS& RAR VY2 linddBUITEdsstiggdsted/thah, ke (G KS =

their TEschoolscounterpartsgovernment did not listen tthe collectivevoice of TE
L dKAY]l ¢S GNBZ o6dzi Ay (KS 62NRa 27F a
02 SELSINIRBDWOR 20KAY | LIS2LIX S Ay dzyA oS
schools are listened to any moré&rankRU

Some suggested thaif heard the messages were nateemed of valuenor acted

upon.June FU) stated that despit@cademic TEPCER @ pository of expertise, it did

not translate to meaningful impact on policy thinking:

[A colleague] and | have spokevith leading politiciansX ¢ S<Qtbs
working bodies for this, working bodies for that, and [my colleague], in
particular, has been involved in all sorts of things. And ultimately it always
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comes down to, you know, what the politicians want to hear and how much

Al Qa 32y Yy lankiQ zhaylae wedgeR © th itda that universities

do not need to be involved in teacher education, you just need to shove
GKSY Ay | &a0Kz22ftI aK2@S GKSY Ay I 0Oz
know?

Edwina (RU felt that academic TIEPCEThad little agency in influencing policy

initiatives Policywasdirected downwards and ITE had no choice but to adapt

NI RFNJ gKIFGQa 3F2Ay3 2y> y2N GKS ySOSa
eRdzOF GA2y 2F (S OKSNE Ay GKS C9 &asSoiz
on their order of priorities [and yet] we continually have to be looking out

for how it might need to adapt to the latest sort of avalanche of policy
AYAGAL GA DS a Xl tBnmsKISstruggle tolLsSeef ah time @hen any
government is going to have sufficient belief and faith igieen body of

knowledge aboutducationand teachereducationfrom within the UK to
aGNRpy3fte o6FlasS Ada LRt AOAS3Zswagdrey GKI G
see a time when that would be influential.

L FSIFENJ a2yYSdAaySa GGKIG AG R2SayQia S@S

5.5.2 Ofstechegonomy

Several policy initiatives to which TEdsreferred related to the government

inspectorate, Ofsted, and its expectations and requiremenhtese were said to be

subject to chang, which had a destabilising effect. Its inspection regime was

O2 ¥y & A RS NEB R. ApdoiiirBpgectién inltcpriearepresented a potential threat

to the continuation of TEPCEProvision
t2f A08 OKlIy3aSa +ft GKS GAYSZ IyR h¥a
hFalidSR 02YSa Ay>X @2dz 1y262 6KIFG R2 (K
want. (CaroBU)

TEdssuggested thaDfstedhad a pervasive influence on tivework. Following an

inspection, pA 2 NAGASa adzZa3S&aGSR 08 2H WNROFR. WArRR (i K

Having to priorisS Wg¢ KI G h Fa ( StRat iv¥oe@zed) oudvirtel ty {

undertake original research because it demandgdhuge amount of data and data

analysithe resultbeingthat Wriginal research has gone do@irancine FU:

The Ofsted agenda has changed our own practice massively. So most of our
NE&aSIENOK Aa y2id NBaAaSIENOK Ay GKS G4NI RA
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get through this Ofsted inspection to the highgsissible outcome that we

Olyo {2 AdQa | 062dzi Syadz2NAy3a (KIFIG 6SQN
82dz 1y26s alOlyyAay3d (GKS K2NAT 2y F2N 4¢
GKSNB® LGQA y20 tA1ST @2dz {y26 X 0GKAYy

imp2 NI FyadyYy ¢S 2dzad FAyd 3240 GKS GAYS

FU

2

¢tKSNBEQa 0SSy adzOK | NBftSydafSaa aidz2Ny

FYR AyaL8OidAzy FyR &2 2y3s 20S8SNJ (KS

been any space for the oamunity to research its practice in a rigorous way
(EdwinaRU)

¢CKA& WaljdzSSTAYy3a 2dziQ YR (GKS AYLI OG 2y

Chapter 6) courtesy of governmeinitiativesthat influenced Ofsted inspection foci

was highlighted bfmma RU:

My initial [research] question was relating fan area]within teacher

educationi KI 1 Qa y2 2y 3aASNI Ftl @2dzNJ 2F GKS

so, in fact, my data would not have been redundaBut the shift has
happened so quickly onto things like Prevent, you know, the agernies
political agendas chaye so rapidly that | would have been out of date

It influenced what college management required atademic T CETin the

preparation of its teachers:

| get messages fror ( dzR Sojffege X @ Ay 3> Wt £ S asSz
your trainees have got soming around stretch and challengeecause

FLILJ NBydte OGKIFIGQa 2ySBRT GKS tFGSad

h F & Gh&derfamic influencextended to howstudentteacherssought to interpret

their practice:

2S50pS 2dzald KFIR FTSSRolF Ol THESE X dzR &/ E
e 2dz
F2NJ GKIG GNBFOGHQ . NI &35 R20 S EISdzA NI Od) 2
GFrf1 lro2dzi K2¢g @&2dz Oy dzyBYNRUGI YR Al

like us to observe them in Ofsted style. Well [| s&id) WS Qf £ S

There was resentmerdt this pervasive influence on research, teaching practices and

content that threatened the autonomy traditionally enjoyed By

S
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direction in the wind and those people [Ofsted] will be telling us what to
teach and it would not be a good position to be (iarancine~U)

One TED St ASPSR G KI i shRQh&®RsudcdsRas & Manhigaryoh

academic TIPCETWas judgedasWY SSUAy-@ai &aFAGSRNASGa 2N 32

view that management adicademic TEPCETere in effect agents for Ofsted:

LQ@S y24 FStd dGdKFdG GKSNBQa | yo& NBI €

LIS2LX S 2dz6aARS 2F gKIG @&2dz YAIKID
believe that anyone pays any attention [fmademic TP CEJ | think that

GKSNBEQa LINRolofeé RS@St 2 LIS Rygovgrdmeiit S
people within academics whactually see their jobs as formulating policy

0dzi GKSeQNB GKSNBz G(GkKSe 200dzLle GKS

Ol f f

F

pro-32 BSNYYSy iG> R2 @&2dz aSS ¢oKIFG L YSIysZ

LINEFSEadaA2yI KS&QNB ( KS NIpolidy.2feltltiste A R

very, very strongly withL 0 KAy {1 A G Qa NbBWEets$hRt |
very strongly within universities, people going off to work at Ofsted and

S
oAl

0SO02YAy3a: AT &2dz tA1ST OKSSNISIFRSNAB ¥

seen i as a type of a form of colonisation of universities by governngent

AGQa LIS2LX S 6K2 IINB olFaArlolffe SyT2NOA

AcademicTEPCEWwas, however, not immune from empting a favourable Ofsted
inspection outcome as both justifidan for certain practices and validation of their
work:

(Axtainment is really good too, you knowOfsted said that was fine, those

percentages [for attainment}so the model works in ters of the impact on
the studentteachers (Francine~U)

That programre is now being held up as the flagship for next time Ofsted
comes. female TEd, Uni)C

Universtiy websitegeferencel Ofsted inspection grades anidcluded selective

guotes from reportsPromotional materiahighlightedOfsted results, for example:
hFadSR NBO23ayAaSR (UKS ljdatade 27
teachersfor Further Educatioh & W D NOuREndimg@Uni A)

Gourse handbookseferenced Ofsted

The PGCE at [university name] is a stimataprogramme that was highly
praised by Ofsted during theiecentinspection in [month, year].
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5.6 Summary

The foregoing explorethe degree to whichacademic TP CEWwas differentiated

from other social fields of practiceThis was necessaty understand how TEds

viewed their field as a distinct specialismsupport of a rationaldor its academy

location. Itfurther considered TIPCEDa NBf | A2y & oA G Knted KSNI R

academy the social field oPCEPractice and governmerdnd otherstakeholders

TEdssuggested that the academy offered a space for the exploration of ideas and
critical thinking appropriate for a theofipformed practicefocused professional
education It was thus considered a marker of qualityThisafforded status and
employment opportunities fomewly qualified teachersSomewhat contradictorily

were claims that TIPCETheed not necessarily be in the academy, despite its
advantages: a space independent of the employing colleges and the quality of the
TEd deVering the programme ere key factors¢ KA & W2 \iaKSilNdfcBdi a Q
when relations with non-education disciplinary fields were considered TEds
suggested that theydid not enjoy the same status abeir peers, seemingly
disparagedor their vocationabrientation. Enployment contracts as teachers rather
than researcherseinforced that perception This vocational orientation and the
need to remain close t®®CETwere considered important, despite concerns that
Wg2NJ Ay | gl & AHassaBiANhight@adbkdnineithe geBthodshipd
Relations with the external field of governmeamd policy makersuggested that
Ofstedregulation considerably curtailed their autononm@ollectively these themes
point to the challenges for TEds maintaining positios of authority within the
academy given the weakness of the boundaries between the academy and PCET, and

the different kinds oknowledge to which their work wsaoriented.

5.7 Discussion

For anydisciplineoriented to asocial field of professional practice tlrecademy
should representa keyspacein which itsintellectual dimensions sustainedand
nourished This will be throughnter alig its links with the professional practice field.

It is reasonable to suggestdahacademic TEPCETetain close links witlthe social
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field of PCETpractice and the findings presented in this chapter conform to that
premise.Analysis of thdoregoingsuggestedhowevertwo principal focin tension
GKFGO L KIF@S 1 06St fcBiRerninghs insitétidral fleldipgsiion 1 K S
of academic THPCET

Academic TIPCET | & L2 NIN}I &SR +a GKS WKdzoQ 27
looking to thePCEBocialfield of practiceand other external figls such as politics
and industry and hencewith relatively weak externalboundaries Smultaneously,
regardingits internal orientation to the academyt was setapartcl { Ay (& |
strongly internally bounded from other disciplinary aream effect, academic TE
PCETWwas positionedn the academy but its focus largely not the academy. This
insideroutsider dualismas represented in Figre 5.2 foreshadows a contestation
over the institutional field position cdicademic TEPCETessentially whois running
academic THPCET (positional autonomy and according to whose principles
(relational autonomy. It is to this | now turn with a themed discussion drawing on
LCT Autonomy.

Figure5-2 Held position of academic I ECETh relation to academyPCE&nd
other social fields of practice

PCET and

—_— other social
Academy tercet,  fields of

practice
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5.7.1Autonomy codes
Positional autonomy

Underpinning he ¢ 9 Rde&of the academy was intellectual liberation: a critical

space, a chamber for debate and critique of ideas, ideologies and policies from within

and without It was against this background thas an areng TEds represented

academic THPCETas arepository of expertise. Consequently, TEds portrayed
themselves as invested with cognitive authority (Wilson, 19B8pwing¥? ¢ K I i (G KS @&
GSNE GFf{1{Ay3 | 062dz0Q I yaRd theis khanfedgk @86 S R WC
Wg 2 NI K& 2 F15)6Tkel dabel Mis adfdrdedittiem a degree of control over

the intellectual substance of their work and, in some cases, that ofin@h W2 (i K S NA& Q
We have the expertise and we are able to ledthyRU

This was evidenced, for example ¢ird Reev@ted position as arbiters of quality of
provision and teaching practicesRCETand in their role as research facilitators; co

managers angponsor2 ¥ 2 (i K PREERtord) feseadreh projects.

This exprtise could be said to secure foEds the jurisdiction ojudgement(Shalem

& Slonimsky 2014) in the teaching professioit afforded academic TEPCETa
jurisdictional space (Findlgu2012)to be independent of subordinate enactments
(McNamara2010g) of teaching and influences from the social fieldREE practice
seeking to determine the substance BEPCETTEdSs held a form of symbolic capital
because ofheir collective repository of expertise. On this readiagademic TEPCET

had relatively stroger positional autonomy (PA+).

Academic TPCEThowever, must be seen in the context of the control exerted by
arguably more powerful agents issuing from the political field over its processes and
outcomes.Indeed, TEds were not dominant agents: theyiolad that they had very

little influence over policy makers. This placchdemic T'PCETnd its agents in

the subordinate position of reacting to policy pronouncements, in effect relegating
0 K SY subsarvieht partnel® 0 { K 19991 278)in shaping the parameters
(Maton, 2005a) within which academic THPCEToperated. Ofsted, the high
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accountability inspectorate regime in England (Elisal., 2013) was particularly

relevant here.

Noted by TEdSs in this study as high stakakjrato conform to Ofsted requirements

had consequences: for example, a poor inspection outcome could lead to a collapse

in student demand and eventual course closure (Elial., 2013; Furlong,2013).
5SaLAdGS OflAaya G2 | Ol RScymrddovar MBIrSVerR Was ¢ 9 Ra
circumscribed by the degree of control exerted by Ofsted. This was evidenced by the
curtailment of the shape and volume academic THPCETresearch activity;

resources allocated to data collection and monitoring; and syltabriented to

al GA&aTe Wg K I Rrandnarg).(SBaiocks(1999 2¥&79) bighlighted the

implications for academic work of the control exerted by a regulatory regime:

(The opening of university education departments to OFSTED inspections
repreents an extreme example of the exercise of state control over an area
of academic work. Whatever sympathy one has for the national need to
improve educational standards in schools the imposition of these controls
2PSNIJ dzy A OSNB A GASA eVntzsion info%cadediShfe.  a X |
In this conception, Ofsted held a dominant position witlhicedemic TEPCETAS
noted by Maton (200& 697):

In terms of higher education, if agents occupying positions within the field
(such as monitoring bodies or univeysgovernance) originate from or are
primarily located in other fields (suchs industryor politics), the field
exhibits relatively weaker positional autonomy.

Weaker positional autonomy was reinforced when considering the positioning of
academic TP CETwithin the HE suprafield. TEds perceived that their ndrE

academy peers projected onto TE a devalorised and marginalised position in the
academy: the vocational and practical orientation of their professional discipline
exposed them to profane influenseon their work. In this conception, TEds were
teachers rather than academic researcheélseir work that originated from outside

I OF RSYAlI g1 & @20FrGA2y Lt | yR (FHSTHETFR NE Wy
that their professional expertise, associatetbsely with the social field dPCET

LIN OGAOST YIFINJSR GKSY |a wiSaaSNn oe&
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jurisdictional space (Findlgw2012) undermined their claim to sit alongside their
LISSNAE 0 GKS dzyFurldRE3K d1EThisHrhbiedtheir abditf 68 Q 6

I OG Y2NB ldziz2zy2y2dzate a | OFRSYAO 62NJ SN
credibility as experts in their professional field that was oriented outwards to the

social field ofPCETpractice (the jurisdictional space 88K dzo QU 6l & RSSY
RAYAYdziAz2zy Ay (GKS SeSa 2F GKSANI I OFRSYAO
I NB ynhafgidakation in the academy: the jurisdictional space as the metaphorical
YaAratz2Qo

In summaryfor positional autonomy (PA)orwho runsacademic T'PCETthe TEds
generally portrayed themselves aw/estedwith a degree of contrah the academy
particularly in relation to actors positioned in the social fieldP@ETpractice.This
must be set against the arguably more powerkgulatory framework within which
academic TPCEDperated: the TEPCERrenawassubject to the control of agents

from outsidethe academy This suggests relatively weaker positional autonomy

(PAp ).

Securingstrongerpositional autonomy would be dependennter alig on relatively

strong relational autonomy (McNamara010a).
Relational autonomy

TEds suggested thatademic TEPCEmaintained a degree of insulation from what
they claimed were more profane imperatives characterising the preparation of new
teachers in noracademic TEPCEBccredited programmes (or more specifically ITT
¢ Initial Teachefraining and the management ®# CETeachers and teaching in that
social field of practice. TEds were critical of the influence of technicist models,
toolkits and reductive interpretations of teaching work thidtey associated with
non-academicprovision,and were critical of the anintellectualism amongst (at

least somePCEmanagement:

that culture of targets, kind of a technical view of education, a behaviourist
view of it all. FrancineFU
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TEds claimed that meployers decried a perceived focus on abstract
conceptualkations rathe than the day-to-day practicalities of classroom life (with
GKAOKEZ AlG Ydzad 06S arARXE a2YS ¢9Ra | ANBSR
2Nl aQs YR 6SNB al AR {2Clau&RUVhis alignidiza ( F dz
with a rather narrow instumentalist conception of teacher professionalism, oriented

to acquisition of trainable skills and competences (Be&®09) teachingthus

reduced to an assemblage of tools in a toolkit.

Whilst not denying the importance for teachers of practical knowledgEds

emphassed a teachereducation They sought foPCETeachers a discerning, ethical

basis for the profession. In thiEdemanded critical thinking skills and refined
judgementto underpinRS @3St 2 LIYSy i 2T ClariéRVIiThe@BuesS E LIS NJ|
and measures of achievement deemed as markers of success and legitimacy thus
appeared aligned wittmighereducational ones. Collectively, these aims necessarily

set academic TEPCETapart from hav others would seek to define the scope of

teacher preparation and professionalism, associated with prescriptive means for
utilitarian ends a claim for a relatively strong relational autonomynsulated from

more profane value systems.

Ireturn, howeveE (12 GKS Ay FfdzSyOS 2F 3I20SNYYSyi
air1Sa4Q hFadSR AyalLlSOiAz2y NBIAYS Aa LI NI,
in the field ofacademic TEPCEThecessarily shaped iegardingpriority setting and

ways of working.This extended to, for example, data gathering, monitoring and

NB L2 NI AY3IS NBA&dz ( AFgarcinekly of reseddéh lpulpditSin they 3 2 dz
intellectual field. IndeedQfsted inspection foci reflectegovernment policies and

values governmentpriorities directed provision in areas such as equality and
diversity, the Prevent and safeguarding agendas in the educational $ietthways

of working, practicesandaims tha emanated from outside academiaflectedthe
O2SNDOABS F2NDS 2(F XRIR2CENFENE S Ay@ngcatBBINIESt = H N
PCEPpractices.

Any resistance to Ofsted infiltration of ‘FEEBNd profane influences on TEd values

was arguably undermined because management witmademic TIPCETeither
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lacked sufficient clout with pay makers or, as claimed bye TE¢dg S NeBlondedQ

by Ofsted. As noted in 5.5.2, however, there was evidence that TEds sought
validation, at least partially, in Ofsted commentary that supported their ways of
working. A favourable Ofsted inspectiovasa valuable marketing deviagsed for
promotional materialin attractingpotential studentteaches, potentially boosting
demand forITEprogrammes. TEds aupted into this to some extent. On one hand it
was resisted, deemed to varying degrees antithetical to their core values; on the
other, if their provision was rated highly it raised their profile and potentially boosted

their reputation within their university.

Forstudentteachers TEds asserted thactademic TEPCETas a qualitynarker, an

aid to securing employment given thamployers valued a university qualification

AnY 2 dzii a (OfsfeR gradd® highestln combination wih a universityaward,

suggested validation rested not othe academy providing knowledge for

1y26t SRaISQa &l 1S odzi Ay &aldraafeAiay3da SEGSN
and success were market orientettie marketplacefor qualifications suggestea

valorisation of values from outside the acaden8tudentteacherswere said to be

interested in the kudos and credibility that their education would provide them with

employers, rather than for intrinsic benefits atademic THEPCET

This suggestedhen, a shift from the values and principlestioé academyto more

profane concerns: survival inmarketplacds Y R RAFFSNBYGAF GAYy3 2y
the competition. This is where perhaps the boundary¢sS & a 2 F GKS WK dzo Q
consequential: the opnness to the social field d?CETpractice meant that the

principles of achievement and ways of working needed to be oriented to extrinsic
principles. In other words, what the market in the form of employers studlent

teachersas consumers of a highlgted product, and government, especially in the

form of Ofsted, demanded. In comparison to their acadepg@ers, TEds perceived

that they were accountable to neaniversityways of workingTo an extent, TEds

reinforced this perceived projection by neaducation academic peerdy claiming

that there was not anything particularly transcendent abagademic TEPCETthat

the quality of TE provision was instead related to the inherent distinction of the
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particular educator, and hence the jurisdictional spaeed not be the academnmyer

se It needed rather, to be somewhere neutral. This would be in accord with views
expressed in interviews to the effect that the academic protocols (e.g., forms of
assessment) and the prominence afforded theory over practice could isolate
academic THPCETand undermine its ulity for the preparation for professional

practice.

Forrelational autonomy (RA)in the first instance, TEds sought to stake out a space
for academic TIPCETn the provision of teachezducationrather thantraining, and

the associated principles and w& of working that accompany that. This was,
however, in tension with principles emanating from outside the academy. Ofsted
principles heldsway encompassing particular forms of power and control: what
Ofsted wanted would determine markers of success attievement At the same
time, by claiminghat the academyof itselfwas not of necessity a key component of
teacher preparation, but rather the TEd wagjicated a degree of albeit unintended
collusionin this determination Collectively, thisuggestedhat academic TEPCET

had relatively weaker relational autonongy ! ¥

This analysis is represented graphically in FiguBe The sovereigncode reflects

¢ 9 RA Q Othelr oMl offchdéinic TIPCETand reflecting the emphasis on
education (critial thinking; moral education valugstc.) over training to do a joQ

that is, HE values and ways of working. Thaojected code represents the
ambivalence towardsicademic TIPCER & LJ | & Secassiyk yhe academy
where the emphasis is on the TEd as expErnere is a potential code clash between,
2y (UKS 2yS KIYyRX GKS &a2@0SNBA3ay O2RS (KI
value of education rather than training and the description of themselveas
disciplinary experts, and, on the other hand, the projected code by which they
guestionedthe necessityfor the academyThe dashed doublarrow line between

the sovereign and projected codes indicates the inherent tensgasode claslig

from within the TE community itselfThis also reflects the point made in the
introduction thatacademic TEPCE1vasin the academy but nobf the academy. The

solid oneway arrows from both sovereign and projected to the exotic reflects the
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inevitable pull thatacacemic TEHPCEThad experienced academic TEPCETwas
weakly insulated from government control and oriented to the needs of the market

ot!eXZ.w! @o

Figure5-3¢ 9 R4 Q LISNOSLIiA2ya 2F AyadAPCHE A

PA+

@ AYGNR 2SO

5.8 Conclusion

This chapter reported the findings related to tfiest research question regardirige

distinctive institutional fiel¢position of academic FTECET as perceived by the TEds

How do TEds conceive of the distinctiveness of academRCEE as a
specialised field of study in the academy?

Based on the empirical thematic analysiglined in 4.7 the findings were analysed
using the LCT dimension Atitonomyto reveal the organising principles. These are
conceptualised agutonomycodes based on the relative strengths pbsitional and

relational autonomy.

TEds located in the academy were obdige give effect to and conform with external
policy goals extrinsic to purefEy 2 Nya ® ¢ KA & Ay TFf dzSYyOSR

autonomy as free intellectual agents against the powers oRhte in dictating what
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they should focus on, value and prote. From this analysis it would appear that

TEds had little collective agency to insulate the field from external sources of power,
control and influencet(! §® ¢KS WKdzoQ GKSYS NBAYT2NX
boundaries: the values that stem from outside taeademy are the principal bases

of legitimation v! § Further,academic THPCETwas marginalised within the

academy akin to a silo, deprived of time and resources that traditional academic
disciplines and their disciplinary custodians in the academvyast claimed, enjoyed.

TEds appeared caught between observance and acquiescence to the specific logic of

the university field and external determinants of legitimacy. On this reading,

academic T®PCETvas vulnerable and exposed.

It may be suggested thatcademic TEPCEheeds higher autonomy, that is, to chart

a trajectory from the current exotic code towards the sovereign code (PA+, RA+), if it
wishesto secureits jurisdictional space in the academio achieve thisl suggest

that TEds would need to be Ebto express and defend a disciplinary discourse
capable of gaining conceptual purdegMcNamara2010a) on teaching and learning

in academic TIPCETas part of a cohesive community of scholarke next three
chapters will explore the nature afcademict 9 Q& R A spédikldaiforhiry theNB

intellectual and educational fields.
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Chapter 6The intellectual field: knowledge as research

6.1 Introduction

The previous chapter addressédd Ra@n€eptions and beliefs about the institutional
field position ofacademic TEPCETand what distinguished it from other social fields
of practice. Ofrelevancefor the purposes of this chapter was the conclusion that
academic TIPCETvas marginafied within the academy, occupying the lower rung
of the disciplinary status ladder, and subject to considerable external influembes
left TEds with little apparent autonomy. Such a conclusion invVitgtier exploration
2F (KS ¢9RAQ | Y2 eSS Ba@SfcalyNtheCeiténOr& wihithe y R
knowledge comprising 9 Rciaifdsin the intellectual and educational fieldby
virtue of their intrinsic structuredjave structuring significance for the fidluat may
shed light on this perceivadarginalgation. This chapter pursues that line of enquiry,
addressing the second research questiegardingthe intellectual fieldof academic

TEPCEBspresented inFigure 6.1

On what basesdo teacher educatortegitimate their knowledge practices and
beliefs in the intellectual field of knowledge productionacademic TEPCET

Figure6-1 Arena created by ER@hapter focus on knowledge production

Production Recontextualization Reproduction
T —

_ Knowledge as student
Knowledpge as research Knowledge as curriculum _
understanding

I |

Intellectual field Educational field

Drawingprincipally on interview data, the chaptesr divided into three main themed
sections. The analysis in each section is syntsesi and conceptualisedn a

discussiorusing LCT Specsaition.
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Section 6.2 offers ¢ 9 Reén@eptions of the intellectual conké of the academylt

considers the research culture in the academy and the requirementsaiod
opportunities for,TEds irmcademic TEPCETo undertakeresearchThis provides the

o Ol RNR L) G2 Iy SELJX 2 NlaiddcadgmicadéntitynBR@a Q RA & L
which ¢ 9 Rpii@® experiencs and academic qualificationsand their identity
perceptionsas researcherand teachetpractitioners in the academy contextare

analysed Resultantly, sction 6.42 F¥SNA 'y Fylfeara 2F ¢9RA
practices in the contexof the disciplinary status ofE,and the type, purpose and
disseminationof research undertakenThe conclusion drasvthe threads of this

coneeptualisation togetheto answer the research question.

6.2 The context: the academy, research culture acddemic TEPCET

tKAa aSOlAz2y 2FFSNAR C¢C9RAQ LISNOSLIiAzya 2
practice Analysis suggests thaEdgportrayed the intellectual field of the academy

as privileging strongly classified and framed knowledgwl knowers in the

production and validation of knowledge/here prioritsation was accordedesearch

over teaching work.
The academynd scholaship

TEds claimed the academy placed a premium on research that embodied principles
of originality, significance and rigour as promulgated by the Research Excellence
Framework (REF). Accordingly, it was suggested the academy conferred status on
those who confomed to these principlesor knowledgeproduction. TEds claimed

this inhered in the researcher atademic kudos or credibilityightly bound within

a disciplinary specialisnThis was also the criteria by which doctoral studies were

said to be judged.

Hod RAy3a | R2O00G2N}X 4GS YSIyd GKIFIG WwWez2dz (y296
0S02YSa @2dzNJ | dzR 2 & PRUPRegpandeNthid d8kGowledgeda Y Q 0 ¢
that the doctorate represented intellectual standing in the scholarly and student
communiies TEds dimed that a doctoral graduate possessed a distinctive

specialisecknowledge base; that the doctorate provided a solid grounding in the
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development of research skills; and that it enhanced the academic profile and

credibility of the candidate and potentiglthe university

[O]o @A2dzat & AGQ&a Fdzy RFEYSydlffte AYLER2NII y
those that teach on their programmes having the best possible
gualifications to do so and academic profile to do BdwinaRU).

Michael(BU)noted that

anyme g K 2l&baélled a lecturer really ought to have a PhD as far as the

dzy A GSNEAGEQa O2yOSNYySR®
In addition to doctoral output, undertaking research that was publishable in-peer
reviewed journals and REBleZ 2 NJ LINP RdzOAYy 3 Wig2 eNBaSIl NI
I dzy A@SNBAGE 62N] SN BU. RAONBRMEgehedt atviSddR S Y A O

A A v A w

Linda(BU), a doctoral graduatelil K & aKS ySSRSR (2 ARSYUGATF
F200mD I WONBRAOGES | OF RSYA O@ddmpnitighthdt O2y @S
she not be 3 ¥y S Nehd wasiadvized

You must find something which is yours. Because if you do a bit of this and
you do- if youremaina polyglot you willnever@ 2 dz 62y Qi YI 1S |
yourself if you remain a polyglot

ElenaRU, whose view reflected tht of mostparticipants articulatedd KS | OF RSYe& Q
position on the production of new knowledge and the legitimacy of those producing

knowledge:

L Oly 2yfé AYUSNLINBG AG Ay.ThisGslwRaS YAl 0
¢ S CoMily told this is what research [svhat]A (0 Q&  Hithas todiolow o S

certain rulesit has to be peer assessgtlhas to be within academia in order

for it to become considered either research or knowled§é came up with

an idea tomorrow which | can do on eegularbasis, | have ideas about stuff

-0KFG g2dZ RYyQiG o0S (y26ftSR3IS 06SOI dzasS 7
0SSY LISSNJ aaSaaSRT AlG KFHayQd oSSy LN
y20 1y26f SR3IS X I f K2 deiths paogeconiedgNE A U
with new ideas all the timeBut, for me, research is [about] formalising my

own role which is to go through the hoops to become this credible
academic...and [be a] person who can then have opinions about stuff.
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6.2.1 A requirement to research? Expectations, affordances and hindrances

Whilst not compulsoryhat TE® at the three institution®ither holda doctorateor
work towards oneJohn(FU) suggestedl Edsn the academyshould be encouraged

to embark on doctoral study, argqug:

| think we owe it to our students to be able to have a sufficient grasp of a
knowledge of our ownlisciplineat the appropriate level to be able to pass
that on to our colleagues.

This notwithstanding, TEds in all three institutions claimed there was an expectation

that they engaged in researchctivity. At RandmeadowUniversity, TEds were
contractually obligatedvith a stipulatedcontractualallocation of hourdor research

activity henceli KS WSELISOGF A2y XGKIF G &2dzQNB I2Ay 13
'y | OF RSY AdDdLaNRdRdRO AGySQ W Lldz&rfinaRK Blaekbitigel S NA | f
and Farrisdowrdistinguished between professional and academic contrad&ny

TEds were on prosionalcontracts thatdid not formally require research for
publication and submission to the REBREhough ¥host of the people in my team

g2dz R NBlIffe fA1S GRacheBd). TRsidanyamsbdy¥causdof NBa S|
the distinction between academicatk and teaching work as manifest in the staff

contracts.

BlackbridgeS YL 28 SR NBaSIFNOKSNAE FyR LN} OGAGAZ2)
(HassanBU) between then. HassanclaimedthisO2 Yy i NA 6 dzi SR G2 y W
NEFTf SOGSR AQdzZi KENBERAITNBEMBRY 66 K2 NBaSk NOKS
NEadzZ 0§ 2F ¢KAGE QdaoBl) Tads Alan hefd2a déetbraté, had

engaged in doctoral supervision, and participated in research projéetgsdrew

attention to the challenges for TEds kgidg a perceived gap between teacher and

researcher identities:

[I]t comes back to that division between academic researchers and teachers

and | think(i K S Bu@eichasm there, and | think there always has been.

YR L R2Yy Qi U(GKAYSNERAOQa>SdzZ/ ¥ RdZE R2Y QKA A
GK2aS 02dzyRINARSAT R2Yy QiU 1y26 K246 @&2dz
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Hassarn(BU)suggested that with more TEds either having completed or undertaking

R2O0G2N} G4Sasx GKS WIFOFRSYAO (dzR2 & Catidk. Ay SR )

Brett (FLO O2 Yy F A NOYSARNB K ig | Bsid toL NG rvaReloBrRownm
researcl® | A& O2ff Sl 3dzsST WAdzRAGKE aidlriSR GK
Fff20FGA2Y 27F K2 dzNAI hdvdbedh hskell ® yoSdRct resedich NB & S |

and lam conducting researéh ®

Whether there was a contractual obligation or a personal inclination to research,
increasing workloads and lack of tinmfluencingtheir roleswere recurrent themes.
Terry (RU suggestd that there was tacit acknowledgement thatvorkloads

prevented TEds from realistically pursuing research opportunities:

The university tells you that it wants you to do research, and would like you
to do research, for obvious reasons, because of the way the university values
it. But in the facultyof EH(i K S & RA RY Q {t theyWBigHt dsk for 8, E LIS O (i
they might say that they require 6 dzi (G KSe& (1y2¢ GKIFG (K
SELSOG LS2LxXS (2 R2 Ado L GKAy]l GKSeé
in trying to square the circle, so, ye®o,A 0 & & NXBIj dzA NBR 0 dzi
whether it wasreally required. (original emphasis)
Researchthus  SYRSR Wi2 06S GKS LINBaAaSNBS 2F (K2
RS@20S 20 2F (0KSAN 2gyEdwikaRY. (12 RSOSt 21
June and-rancineat Farrisdownwere critical of Ofstedelated demands and quality
I 3adz2N>F yOS LINPOSAdaaSa GKIFG NB&adz GSakonAy WwW@S
teachereducatiorQ 6 Wdzy ST 2NAIAYIFf SYLKIAAA0DP ¢KSA
years suchi K loriginaiNB a4 S| ND K K | Franchggyiginal Rrapaagis). o

TEd<claimed that securingnoughtime to pursue research to a sufficiently rigorous

and systematic degree would most likely require a move away frofAQEWork.

Hassar(BU suggestd that ifone were toargue formoreresearch time antbecome
YesearchSy A ASRX G KS OKI y O S initlaINg&ehér 2ddzatd® & G | 1 Sy

Others echoed this sentimerAlan(BU) claimed
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if you want to move yourself into a kind of academic role theas a
researcher- G KSy @& 2 dzQNBX 32 Ay Feacheredukatiodt® (2 RN
some extent.

Terry RU concurredandfelt that a PhD may provide a path out ®8=PCET

bSOl dzaS GKS ¢2NJ] GKIFIGO L R2I GKS g2NJf
Ad y2i adaAadlAylroeftS X GKS g2NJf2FR AyC
FSSt GKFG GKSNBQa I ySSR F2NJ I LI GK 2
The refrain that time was a major consideration affectFR arédearchwork was
acknowledgedy asenior leader aRandmeadowEdwina Ske provided an example
comparingRandmeadowt 9 Ra Q & { dzRnsey i ex€e8sybiB0 Hours- with
those of academic peers another namedR S LI NI Y Sueion ah KvRrage,
something like12002 y i OG0 K2 dzNAE F2NJ 6KS &SI NI
{2 OGKSNBQa 2dzald GUKAA KdaAS RAFTFSNBYyOS
department having the potential to devote time to produce Ribfe matter
compared toteachereducation | think, is very stk. (EdwinaRU

Such differences speak, in part, to the disciphnatatus of TE work.It was

established in R that non-TEacademic peers were perceived by TEds to hold views

that de-valorisedTEF & W@2O0F GA2YyFEQ 62NJ] y23G 3INRdzy RS
suggested that this undermined their claim to academic status in the academy. This

will be taken up in &.1.

The fdlowing discussion draws together these findngs and the analysis sysatesi
usingLCT tools aBpeciabation. Asexplainedin chapter 3,Speciabation establishes
why certain actors and discourses are deserving of distinction or status based on how

they are constructed as special or uniqudgton, 2014.
6.2.2Discussion

This section highlighted an overarching theme concerning the intellectual field
context of the academy as perceived by the TEds: one of the fundamental missions
of the academy was the pduction of rigorous researcim specialised domainsy
specialist scholars. The consequence of this, with implicatiorectmtemic TIEPCET

was a distinct researeteaching bifurcation.
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RSLISF SR NBFTSNBYOS o0& ¢ORDI REYAKE VAGK2NE
G2NJAYy3 gAGKAY I RAAZGAY OO RAexdnplifigidthig S LINE |
theme. Research practices in the academy as perceived by TEds relatively strongly
circumscribed legitimate objects of study as reflected inirtlekstinct disciplinary
specialisms. Emphasis was thus on knowledge production derived not by personal
interpretation but by adherence to rigorous academic protocols such as those
defined by the REF criteria. Ideas were not knowledge unless vetted irdacce

with protocols and processe3hese needed to b NA 32 NP dza> adeaid Syl G
(John FUY. Knowledge practices in the intellectual field thus relatively strongly
delimited the legitimate means and procedures for constructing such obj€aten

together this reflects relatively strong epistemic relatidgfR+)

Ascension to the academic high table and membership of a legitimate knowledge
community was secured through intense sosation, namely, apprenticeships with

a0K2ft I NI & WaahiywasT theGorny of mastiddprdhtice relations in

doctoral study. Successful completion of said apprenticeship and continued
engagement with scholarly others conferred on academics kudos and credibility to

be able to make legitimate knowledge o and beas Elena (RU) noted, K S  WLIS NB& 2 Y
gK2 Oly GKSYy KI @S T tdidigioha? notion of the atademy indzF ¥ Q @
this conception wakencea sociaking context for the cultivation of a particular type

of knower- that of the scholar reflecting relatively strongr social relations based

on acultivated gaz€SRy-

Consequently, TEds perceived thet the intellectual field research work in the

academy was valued more highly than teaching work. Producing research worthy of
inclusioninthen9 C ¢ | a aAlaASERBUpAcade@myiwiorRers involved mainly

in teaching work. The valorisation of the scholar was reflected in the time allocated

for research: TEd contracts focused on teactand containedmore contact hours

with studentteachesand less tim€if any)for research in relation to needucation

peerst KA a4 NBaz2ylFidSa 6AGK GKS WAaABYZEPCEHTKSY S
was distinct and set apart from the mainstream acadeliyas suggested therthat

TEds struggled to achieve pariay esteemwith academic peers who deesd TEd
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academic habituses illegitimate, lacking the requisite academic capital valorised in

their adopted epistemic community (McNamar2007).

In summary, TEds characterisél the underlying structuring principles of the
intellectual field of the acadengs arelite code(ER+SRYas portrayed in Fige 6.2,

The intellectual field in the @ademy represented a space in which the basis of
legitimacy resided in academics who possessed distinsreeialisecknowledge

who drew on established academic protocols in the production of knowledge in
those specialisms. Academics thus belonged tecelatively strongly boundand
controlled specialist community whose legitimacy as researchers rested on being
cultivated through relatively strongly bound and controlled ways of knowfog
example by masterapprentice relationships embodied within doctdrstudy.

Figure6-2 Specialisatioplane for intellectual field of academy perceived by
TEds

Owhb
ﬂk
1y26t SR: @
{w < »{ wt
NBfFGADA 1Y26SN
v
O w

This is not to suggest a necessarily accurate reflectidgheointellectual HE supra
field: determiningthe factual basis and logic of these accountgagond the scope
of the thesis Rather, by excavating therganisingprinciples that shapethe
intellectual field of knowledge productioas perceivedy the TEds reflects their
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dzy RSNARGIFI YRAY3I 2F GKS WNYzZ Sa 2F G(GKS 3l YSQO
position themselves, intasupraT A St R® ¢ KSANJ OF LI OA dbe (G2 WL
explored through an analysis of their dispositigasction 6.3and practicegsection

6.4). Drawing on LCS$pecialisationexcavating the underlyingrganisingprinciples

of dispositions and practices will determine the degree to which these match the

elite coding orientation that they perceived dominated theprafield of HE

6.3 TEl dispositionsprior experiences shaping current actions

This section addressesthree sitK SYS & NBIF NRAYy3I ¢9RaAQ RAAL
work: the role ofPCEEXperience and postgraduate studias a form of intellectual

formation as an academy workesinda consideration of TEd identigs researcher

and teaching practitioner.This analysis suggests a relatively weakly insulated
intellectual foundation for acadeimTEt / 9¢ $2NJ] X 3IAPSYy (GKS ¢9R
for experiential knowledge in their professional formation as TEds. It also reveals a

clear divide between TEds disposed to research wemkhodying dispositions for

both research and teachingnd those whowere not. The latterembraed the role

of TEd as a teacher where teaching held primacy over research.
6.3.1 Foundations the role of PCE'Experience andpostgraduate studies

Exceping one TEdwho did not have a teaching background prior teAEETWwork,

TEdshad teaching experienceanging acrosgrimary, secondaryPCETand HE
settings.Subjectteachingspecialisms ranged from academic subjeetg.(sociology

and psychology) to vocational subjecesd(, beauty therapy (Appendix 1) Apart

from one TEdwho expresslypursued a career in TECETthe move into TEPCET

work was variously described as accidental, opportuniséicKk N2 dz3 K X & SNB Yy R A
rather than a planned rou®JuneFU). Typically, as noted bjohn(FW0 = G KA & WNER

into becoming a TEd

tends to be either that people are around long enough, happen to be in the
right place at the right time to get asked to do a few hours here, a few hours
there inteachereducationand gradually notch those up into more and more
hours, rather than a propesystematic route nto becoming a teacher
educator.
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Once working asn academicTEd,TEPCE® 2 N] GSyRSR (42 06S €SI N
often in relative isolationBryony (RU) commented:
TKSNE AayQid lFye 20KSNJ YSOKIYyAaWe 6A (KA
work and what we do

Given the practitioner background of its TEHadwina(RU hinted at the challenge of

articulating an academic identity in the context otFEET

ME@oS LQY R2Ay3 (GKA&a AYy X 1AYR 2F%
GgKIFEGSOSN) St asS &82dz YATKI RSaONJoo S GKS)
know, what would they be G NI A Yy SNEK 2 Sftfx GKS@QNB |
0KS2@ QNBE S RdzO| éddddsswithl ayspecifit Kriswleddgeldf a

specific discipline which they have the luxury to be able to reflect upon and

refine and develop in an academy. They have the freedom of speech and
thought to be able to do those things in a way that colleagues in tttadu

education sector consistently say that they lack, and, in spades, they say

they lack in schoolsso, if one of the functions of the academy is to create

safe spaces for people to develop and refine thinking and new ideas about
theory and practice the we are privileged to exist in that spac®, yes, we

are academics.

John(FU appeared to concur with this view of TEd as academic disciplinary custodian
working at the interface between theory and practice. Tadignedwith hisview of
TEPCElRs aA St R Wg2NI K& 2F | OFRSYAO addzReQo
I O RSYAO &tGdzRe ¢l a SOARSYOSR Ay ¢9RaQ LN
SGARSYlG TFTNRBY ¢ 9 R aSpecifical) dadrgi<ddegreeskveras o0 S NIb
compulsory foacademicTEPCETork as evidenced by somEEdshaving acquired

a master@ degreesince appointment, owho were pursuingnaster<xstudy, at the

time of interview:

CKSNBE A& | 3ASYSNIf LINBNBldAAAGS GKI G
a kind of desiredhut not esential | would say, proof of MA study, normally
(PeterBU)

It is noted that the PGCE need not have beeRQET

A range of objects of study had been pursuednasterflevel including post

compulsory education; education policy; Engligbrature; psychology; sociology;
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history; politics; and policy studies. Very few TEds claithatlknowledge acquired
ontheirmt 8 G SNBEQ LINRPINI YYSE AYyF2NN¥SR 2NJ SEGSY

for TEPCET as a disciplinary specialism

Whilst master€2study may not have provided knowledge foundations directly

relevant to TlPCE® 2NJ = ¢9R& al AR GKIF{i FayRRSOSE 2L
FFF2NRSR (KSY WRA BY,aidBxpasurd tislidEatuiSsthatveds & Q 0 !
WISydS ol § R  BU. BhdtdllySatknowledgedasthat TEdsworking in the
academyneeced tertiary qualifications for credibilityas academyworkers Higher

I OF RSYAO addzReé I FF2NRSR Ay aA 3Hisciglineroff G2 | O
academic writing and what makegiaod essay and things like referendifigargaret

RU); it offered foundations for critical appraisal of trainee academic outpuétt &

Judith,FU. ElenaRU suggestedK S NJ Y haélpgdkNINd Wi 2 YIF 1S aSyas
0dzi = Ay 1Yy2 @R23RRY Qii S NI 2 jualiichtionspreyaied rgeT Y &

for the role, n®

TEds considered their experiential knowledge to be as relevant and valuable for TE
as formal academic studyeveralTEds drew attention to their previous work as
teachers, managersnspectorsor civil servantsvorking in a variety of educational

and policyspaces as providing a foundation for their wdrkank(RU), for example,

drew on hisexperiential knowledgas the basis of authority:

| mean, my PGCEgemary [educationothere are some crossovers there,
GKSNBE NS a2YS 3ISYSNRO FSI GdzNBa |62 dz
lesson planning andlassroommanagement,thoS &2 Nlia 2F GKAy 3
mymastersk 8y Qi | RANBOG Ayl (G2 OGKLG az2Xx

Having studiedsubjects unrelated to educatioat mastetQ level,one TEdclaimed

that her expertisewas derived fromyears spent workin@s a seniofFE college

manager angart-time Ofstedinspector Another TEdhad studiedPCEBs a subject

in both undergraduate and postgraduate degredse had gained considerable

experiential knowledge duringificareer in FE colleges prior to, and durings h

studies andhis work in TEPCETHe claimed that the degrees provided little
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grounding in the foundabnal disciplines of educaticend thus were inadequate for

academic TIPCET
L R2y Qi GKAYy]1l L LINRolote 3I20 GKS F2dz
RSINBS Ay LAaeOKz2f23& 2N a20A2f 238 X
education missing somewherahich is interesting.

This absence to whidiereferred was in contrast witthat of Hassarat Blackbridge

one of the few TEds who claimed academic studies warranted their knowled@e in

PCETn any distinctly disciplinary senddassarhad amastei@in the psychologyof

education and identified asna¥ducational psychologi&mose disciplinary values

he brought tohiswork.2 KA f &G F Oly2¢f SRAAY3I (KIG 2ySQ3

a 2ySQa O NBasSad dzNPINBSRRIRKD i camkakeyie & 2 dz

RAAOALI AYyS 2dzi 2F (GKS LISNER2YyQ®

It was clear that TEds brought a variety of experiences and range of qualifications to
their work inthe academyThis had implications for how TEds viewed their identities
within it.

6.3.2 Researcher identity

EchoingEdwinda L2 AY UG | o62dzi GKS | OF RSY& LINE JARA
and creativity EmmaRU offered her perspective on developing and exploring ideas,

and making connections with other researchers. She claimed shel#@g2 YS o 2 Ré&
who questions, somebody who wants to read and investigate and think and be

O N (iThiwas r@nforceywhatsheR S TA Y S Sk a QWI 9

Others concurredCarol BU), for examplefound research interesting and a key part

of her identity and saw no tension or contradiction in the dual identity of researcher

and practitioner¢ Wi K SNB A a y Qi . Simila@ 2hgrcdlidagué, MEHRS] Y S Q
positionedhimself as both academic and teaché&r him, the two were indivisible

Brett and Judith at~arrisdownboth expressed enthusiasm about the potential for

undertaking research that sat alongside their commitment to teag.

RandmeadowTEds referencedorospective changes regarding the contractual

obligation to research as noted in26 What was proposedllowed an optout of
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research activity substituted with teachinBmma was concerned that this would

~

undermine TlPCE Qa | f NBI R& YIFINHAYylIftAaSR adl Gddza A

LIS2LX S 2LSyfe Ay 2dzNJ RSLI NIYSyd alex

oF 3T LQY F GSI OKSNJ SRdzOI G2NR® . dzi L 3
because otherwise you might as well berking in an FE collegeErima
RY

Claire(RU held a view in union witEEmma, @nirroring those of other researcher
practitioners.Clairedid not perceive anyersonal tensiongn embracingdual roles

of researcher and practitionebelieving that the pretice of teaching nourisheker

research interestsReferencingperceived pressures to contribute to the RERe
claimedthatwasnogreatéd Kl y (1 KS LINB&aadz2NB G2 3ISiG &idzR
LI NI 2F (K6 B8oR2RGQA 6K

Clairesuggested that peermight hold different perspectives on this dual identity
Her hypothesis as tavhy there might be a cleavage between a practitioner and an
academic identity amongst TEds in the acadeagdressed antintellectual

antecedents

the word Wcademi€ itself, you know, it has, you know, negative
O2yy2ilGdAz2yad ! yeiKAY3I {KlpdicBéeday 2i as$s
LINPOESYFGAO YR AGQa SlFae (G2 RAaYAAAZ
a2NI 27 (KAYydE X ¢ {NBEhawSnindey and ariNanti v
AyiaSttSOidzat 2ySs odzil .AGQA y20 Fy dzyi
Others echoeClairdda a Sy (A YSy il ad lacadeNBEBEIGSUNity? T G KS
Michael BU) referred to TEdpeershe had previously worked with at a different
universiy WhoW g SNE £ Y2303 OA RS¥2@XYRUSH2HKENSR
0 KS2 NB G A OBdhnEDRofed & K IEd® Have colleagues who see themselves
X as teachers who are not remotely interested in rese&¢étewas concernedhis

A X LA X

diminishment of research
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6.3.3 Practitioner identity

Underpinning the perspectives expressed by Tdadsepresented byClaire Michael

and John wasa TEd identity as principally a teacharactitioner, that is, a distinct
non-researcherdentity. A number spoke of thianecdotally withreference to the
broader academicTEd community and, in this studit, was represented more

distinctly bya subset othe Randmeadow Eds.

Frank(RU drew attention toa cleardichotomy betweenteacherpractitioner and
researcherunrelated to contractual differentiationHe referred to himself and

othersthose2 NA SY 1SR (2 GSIFOKAYy3 NFYG&ESNI GKIyYy NE

2 A0KAY 2dzNJ RSLI NI YSYyid GKSNBQa | NBI §
areal,arealsplie St f > y23> AdQa y20 ICiXIONBDaAy
no divisionthere6 dzi G KSNBX Q& | aSyasS Ay 6KAOKX

FYRQWK&2Ay3 (GKIFIGxX odzi 6S 1y2¢6 Ftt o6
S 1y26 ltf lFoz2dzi GKS LINRPOSRdAz2NB& 2
FYR GKS yS3z20A1F0SR fSINYyAy3 LXIyazx
sense that there are some people who just get with the teaching and

then there are others who do research

R
S

This teacheypractitioner identity was allowed for in the proposed changes to the TEd
contracts aRandmeadowraysuggested that the proposed changes to the research
requirement would moreappropriately reflect her interest in teaching rather than

research She looked forward to substituting research activity for more teaching

hours.

Brenda(RU made cleaher identity was distinctly that of a teach@ractitioner. In
acknowledging that thex were colleagues who were reseatattive, she suggested:
DAFFSNBYUG LIS2LX S KIS RAFFSNBYG ljdzZ £ A
{2 AT &2dzxQ@S 324G | olrflyOS 2F GKIFO L
be equally recognised thahey [teacher and researcher roles] are both
Gl tdzr6f S FYyR AGQa GKFIG oFftlyOS X GKI
Patrick (RU concurred 4 dz33SadAy3a &a2YS O2¢tfSI3dzSa 4SS
NBaSINOK GKIFy 20 /antkcarmente, a Sotidedtity RS NE Q 5
NEaSIkNOKSMER JId¥RYRSS YeaStT | & .PanBkivasot & 2y

&
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concerned that too much focus ddcademi&might obscure the focus on practical
knowledge that teachers must acqube | S R2gy LI I @SR (GKS WN
academh OQ F2:0dza 6KSY

what we need are real, really goggtrong practitioners who can be teacher
educators

aANNEBNARYy 3 . NBdyaRihgQon théJeoleftive strengths of teacher
practitioners and researcherdPatrick appeared to equate systematic resehrc

practices with anélitA dadafemic identity

| think it is a problem; | think it is a concern, for me, that it becomes
something like developing the elitist side rather than the side for everything
and everybody! YR L QY @SNE YdzOK2 LY2NBA T2 INDZY2 A
some people would be fantastic at doing thedrt of stuff and others are
GSNE YdzOK INRdzyRSR Ay GKSANIJ LINI OGAOS
R2y Qi GKAY{1l 6S aKz2dZ R YIS Ftf LIS2LX S
Patrick(RU believed that teachepractitioner TEds as academics should be held in
the same esteem as their Tiesearcher peersHe suggested thafTEd teacher
LIN OGAGA2YSNBR ¢K2 YAIKG KFE@S FStd wWfSaa
traditional primary research were individuals wibelieved in reflecting on their
LIN OGAOS yR Sy3alF3aAay3a Ay WLINFYOGAOIT NBa&S

practice.

In summary, this section explored TEd perceptions about the role of experience and
qualifications as foundations for intellectuatork in TEPCETand identities as
researchers and practitionerst was foundii K & ¢ 9 RaQ SELISNASYyGAL
valued as highly as formalisadademidknowledge This was perhaps because there

was a general viewhat formal study did not provide, or extend, foundational
knowledge appropriate for the intellectual work of -PEET Whilst many TEds

identified as researchepractitioners, a significant minority identified as
practitioners, a perspectivéhat mirrored aneaotal evidencefrom several TEds

regardingthe wider academic TEd community.
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6.3.4 Discussion

Two principal themeswere identifiedfrom this analysi®@ ¥ ¢ 9 R& Q &dE LISNA §»
dispositions Firstly, there was downplaying of educational knowledge the bais

of TEPCEWork in the intellectual field. Secondly, there was a distiestearcher
practitioner and practitionerbifurcationamongst TEds, more pronounced amongst

the Randmeadowpeers.

Regarding the first theme, there wabsence of a formal professmal academic
qualification and hence an agreed foundationadified knowledge base folEd.
TEds claimed theprior academic studies did ngrovide disciplinary foundations
for TEPCEWork. Master<llegreesoffereda range of knowledge contents thaere
deemed, at best, tangential tapedagogyof TEPCETA mastei@ degree, according

to respondents, was not a requisite but otherwise a desirajlalificationand the
respective principal objects of asterstudy were thosealigned to personal
interest. In other words,lterewere no agreed objedof studyin the preparation of
TEdsnor strong acknowledgment for the type of principles and procedures in
accessing agreed objects of studdy TEPCETApart fromHassar(BU who strongy
asserted the importance and relevancehid psychology of educatiostudies forhis
work as a TEd,hts suggests a downplaying of educational knowledbat is,
relatively weaker epistemic relation® wé & GKS ol aira F2N 2y
academicTEPCETvork.

Further, membership of the TEd community was not dependent on meeting
specialised requirements for TEd wankd on that basis was not difficult to acquire.

It wasindependent of a tightly prescribed social categogjatively open to teaches,
managersinspectorsand/or civil servantfrom a range of teaching backgrounds and

subject specialisms, whas John (BU) noted | LILJISY SR Wi2 06S Ay (K
0 KS N IFére vind danphasis on a prescribed form of induction and
formalised professional experiense courtesy of tutelage fromacknowledge

disciplinary mastersThis relative heterogeneity ofdisciplinary backgrounds and
professionalexperiences off Eds underlinedhat relatively strong controls did not

exist to ensure thatnteractions withLINB a OdighiicdRotht#®> G KSIKSNJ Ay
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form of subjects as experts, or objects as models and exemplars, would serve to
define legitimate ways of knowingK S W Hiseiflinarykhower was not made
explicit nor therefore the meas of cultivation to ascend a knowestructure
hierarchy.Taken together this suggests relatively weaker social relatlossfar as

one mightconceiveimmersion in thePCETommunity of practice as representing a

form of cultivation, it could only be coitered relatively weakThis is because

WAAIYATFTAOI yii 20KSNBEQ 6SNB o6SI{feé RSTAY

circumscribed ways of knowing, this analysis suggests it refielztvely wealer
social relationsCollectivelythe foregoing suggests relativist code § w ¢ w Jpof

legitimation characterised by a blank gaze. FiguBoffersa heuristic depiction.

Figure6-3 SpecialisatiohJt I yS FT2NJ ¢9RAQ RAaLRAaAI

9whb
A
1y26t ¢ StAd
{ W+ » { wt
méu 1y268N]
v
9 w

Finally, when considering TEd identity within the intellectual field there was an
underpinning distinction between a TEd identity as researgractitioner and
practitioner. The former represented TEds disposed to research work; the latter
represented TEds who were not. Thermer, whilst not denying their teacher
identities, assertedhat the basis of their legitimacy the intellectual fieldvas in
their interactions through, principally, doctoral study and/or engagement with

ALISOAL £ A&l IpértoRSMnkityAchallehding, istidkhing commugity
166



(EmmaRU thus reflectinga cultivated knower code (SR). Practitioner TEds
downplayel thistype of knower in the intellectual fieldn effect, it appeared that
they sought to relatively weaken boundaries around and control of the ways of
knowing deemed legitimate. In appearing to reject the strengthening of the
cultivation into being the? NA 3 K { ifeal icadérRic kBdtver that dominated the
intellectual suprafield (following 6.2.2) they thus asserted a basis for legitimacy
residing in their subjectivity as practitioners from outsitleTheya 2 dzZ3 K& i 2
2y 02Q GKSA NéntiyNiltvaieldl in At gdGehlional Rieldas firstorder
practitioners (Murray & Male2005) Assertions of parity of esteermade by
practitioner TEdsvould thusdissolve boundaries betweeresearchespractitioner

and practitioner TEds as acaderkimowersthereby denying, or at least downplaying,
the legitimacy of the scholarly cultivated gaze and those who possesddatibrg,
2014). This suggested social relationsodeclash(Figure 6.4)whilst recogrsing the
field rules of the gameTEdresearchers realised them in their embrace of the
cultivated gaze that narrowed the gap with the perceived elite coding of the
academy; TEd non-researchers, on the other hand, recognised the rules but

appeared unwilling; seemingly conscioushto realise them.

Figure6-4 Specialisatioplane of TEd scholarly dispositions in intellectual field
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