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Abstract

Professional practice knowledge for beginning teachers involves grappling with the
extent to which ‘theory’ and ‘practice’ should be evident during initial teacher education
courses. The end point assessment tool for such programmes in England is that of the
Teachers’ Standards (DfE, 2011). Successful achievement in relation to these, results in
the award of Qualified Teacher Status (QTS). Of concern is the number of teachers who
successfully secure QTS and subsequently leave the profession early. This thesis
contributes an analysis of the particular way that the theory/practice relationship has
been structured within the Teachers’ Standards and the impact that this form has had

on professional agency.

The prioritisation of the observable is contrasted with manifestations that recognise that
within a moment of practice, invisible yet durable knowledge structuring mechanisms
are also present. In order to accord these mechanisms due agency, the concept of
diffraction (the physical phenomenon of wave interference), (Barad 2007) was drawn
upon to enrich Bernstein’s (2000) social realist analysis of discourse. The data was
gathered from a School Centered Initial Teacher Training (SCITT) provider in the West
Midlands. The knowledge structuring dialogues from eight pairs of Teacher Educators
and Beginning Teachers were analysed using Legitimation Code Theory (Maton, 2014) to

reveal the extent to which practice was time and space bound.
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The findings suggest that when context-transcending forms of knowledge specialise
observable practices relationally, there is increased potential for coherent professional
knowledges to result. Structuring professional practice knowledge in this way, contrasts
with forms of knowledge particularisation evident within the Teachers’ Standards and
the knowledge dualisms that are often conspicuous in the literature. Therefore a
challenge is offered to existing forms of professional practice knowledge structuring by
drawing on quantum (entangling materials and minds) rather than Cartesian (separation

of mind and matter) conceptions of time and space.

Keywords

Craft, concepts, context, diffraction, discourse, initial teacher education, intelligent
know-how, knowledge-structures, knowledge-structuring, material, navigational gaze,
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Glossary of Abbreviations

AT Associate Teacher, the term used within Keele and North Staffordshire
Teacher Education to refer to a trainee

BT Beginning Teacher, a more generic term that refers to someone training
to teach, and encompasses a meaning that goes beyond trainee, towards
‘becoming’ a teacher.

CCoT The Chartered College of Teaching succeeds the College of Teachers,
who previously held the Royal Charter for the teaching profession. The
CCT’s mission is improve the quality of education for children and young
people by supporting teachers, championing great teaching and raising
the status of the profession. It was formed in 2017.

CCF Core Content Framework, introduced by the Department for Education
in 2019 defines in detail the minimum content entitlement for all trainee
teachers

DES Department of Education and Science 1962-1992

DCSF Between 2007 and 2010, The Department for Children, Schools and
Families was then the Government department with responsibility for
education in England.

DfEE Department for Education and Employment, was the then Government
department with responsibility for education in England.

DfE Department for Education 1992-1995 and then from 2010, The
Department for Education has been the Government department with
responsibility for education in England since 2010.

DfES Department for Education and Skills was the Government department in
England responsible for schools from 2001 to 2007

ECF Early Career Framework, a two-year package to support new teachers at
the start of their career, developed by the DfE in 2019

ECT Early Career Teacher, from 2021 the designation of a new entrant to the
profession, covering their first two years of employed practice.

GTC Created in 2000 and disbanded in 2012, the General Teaching Council for

England England had a regulatory role for teachers in England

HEI Higher Education Institution
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HMI Her / His Majesty’s Inspectorate

ITE Initial Teacher Education, a term used by those who wish to represent
teaching as a complex scholarly activity that involves education rather
than simply training.

ITT Initial Teacher Training, a term often used by the DfE, typifying teaching
as an occupation best developed through training (usually in schools)

KNSTE Keele and North Staffordshire Teacher Education, a partnership of over
120 primary, middle and special schools that, together with Keele
University offer initial teach education.

LCT Legitimation Code Theory

LEA /LA Local Education Authority / Local Authority. Local government is
responsible for a range of vital services for people and businesses in defined
areas, including education.

NCTL The National College for Teaching and Leadership (NCTL) (inheritor of the
site and functions of the National College for School Leadership (NCSL))
was an executive agency of the Department for Education. NCTL had two
key aims, to improve academic standards by ensuring there was a well-
qualified and motivated teaching profession in sufficient numbers to
meet the needs of the school system; and to help schools to help each
other to improve.

NPQ National Professional Qualification

NASBTT The National Association of School-Based Teacher Trainers in England

NQT Newly Qualified Teacher, a teacher in their first year of teaching,
following the award of QTS (up until August 2021, then replaced by ECT)

Ofsted The Office for Standards in Education is the schools’ regulator in England

OECD Organisation for Economic and Co-operation and Development

PGCE Post Graduate Certificate in Education, now refers to the academic
element of teacher education, formerly a PGCE often encompassed the
professional element as well. This is now recognised separately through
QTS

Provider An accredited legal entity, recognised by the DfE, to offer initial teacher

training / education.
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QTS Qualified Teacher Status, achieved in recognition of performance in
relation to the Teachers’ Standards

SCITT School Centred Initial Teacher Training

TE Teacher Educator, a colleague responsible for the professional
development and achievement of a trainee / AT (Associate Teacher)

Trainee A candidate who is being assessed in relation to the Teachers’ Standards
for the award of QTS (they may also be undertaking a PGCE
simultaneously).

UCET The Universities’ Council for the Education of Teachers, representing

predominately university departments of education in the UK, but also
SCITTs
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Chapter 1: Introducing the challenges

1.1 Introduction

It has been acknowledged that ‘behind every national system of initial teacher education
(ITE) lies a conception of teacher professionalism and behind that, fundamental
assumptions about what education is and how best it is realised nationally’ (Furlong et
al, 2021: 61). Consequently, analysing the ways in which professional knowledge is
constructed through policy documentation and recontextualised in sites of professional
practice is an important area of study. This thesis seeks to explore the relationship
between knowledge structures and knowledge structuring in the development of
professional practice knowledge in initial teacher education in England. It focuses on the
impact that different forms of knowledge structure have on professional identities and
the status of the profession itself. | make the case for paying more attention to
epistemological concerns in relation to knowledge structuring within the field of initial
teacher education, and in particular in relation to the work of teacher educators (TEs).
TEs in this study, are school-based colleagues with responsibility for the professional
formation of beginning teachers (BTs). BTs are trainees experiencing their initial teacher

education programmes.

Eight pairs of TEs and BTs in the SCITT (School Centered Initial Teacher Training) provider
where | am director volunteered to participate in the study. | examine my own
researcher positionality carefully in Chapter Five (methodology). The analysis of each
pair’s dialogues is presented as a discrete case-study (Yin, 2018), offering a realisation of

the intermeshing of micro (individual) and macro (national) articulations of teacher
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education priorities within the context of the SCITT (meso-scale)(Hargreaves, 1995). The
data from the eight pairs of TEs and BTs are analysed as a materialised response to the
intersection of policy priorities, accountability frameworks and local needs for initial
teacher education. Insights gained from the data focus on the material consequences of
the (im)mobility of professional knowledge forms between these different scales. |
therefore felt that | needed to focus on the movement of knowledge between
situations, which was a key element in Bernstein’s (2000) pedagogic device that | use as
a key theoretical framework. What is distinctive about Bernstein’s work is his interest in
‘re-working the same set of ideas and concepts and attempts to link micro to macro
processes’ (Singh, 2020: xi). The application of the same concepts at different scales
brings to the fore the significance of time and space in knowledge structuring, as
different forms of knowledge carry different conceptions of time and space and these

conceptions have different material effects.

The social sciences have been predominantly dependent on classical physics for
conceptions of time and space (Lingard and Thompson, 2017). Such articulations
underpin mind/body dualisms rather than recognise the significance of mind/matter
relationships. In order to contribute an extension of Bernstein’s (2000) framework, one
that pays closer attention to the significance of time-space relationships in knowledge
structures and structuring, the theoretical insights of the feminist physicist philosopher
Karen Barad (1956- ) are drawn upon. Barad (2007) applies insights from quantum
physics to social phenomena, drawing in particular on Niels Bohr’'s complementarity
principle. The complementarity principle states that objects have certain pairs of

complementary properties (for example an electron can be observed as being both a
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particle and a wave) which cannot all be observed or measured simultaneously. The
apparatus used to measure the object is therefore also significant. Barad (2007) draws
on Bohr’s insights in relation to the social sciences. In this study | draw on Barad'’s
conceptual framework to draw attention to the material effects of the ‘apparatus’ used

to ‘measure’ knowledge structuring.

One form of apparatus is that of Bernstein’s (2000) concepts of Horizontal and Vertical
discourses. These are explored in depth in Chapter Three. Horizontal discourses are
those connected with, common sense knowledge and have often been associated with
practices. Vertical discourses are differentiated by Bernstein (2000) into two types,
those that are hierarchical are recognised as being integrative in nature with specialised
languages and concepts. The second type of Vertical discourse is that of the horizontal
type, connecting nodes or sites in relation to conceptual ideas. Vertical discourses of a
horizontal type are significantly different from Horizontal discourses. Often practice
knowledge has been associated with Horizontal discourses rather than with Vertical

discourses of a Horizontal type (Gamble, 2003, 2018; Muller, 2007b; Rade, 2019).

Concepts are legitimately part of Vertical discourses of a horizontal type and so differ in
form from Horizontal discourses that are context (time and space) bound. Drawing on
the data generated by this research study, | argue that there is much to be gained by
carefully examining Vertical discourses of a horizontal type in relation to professional
practice knowledge and that in doing so, challenges can be offered to the ‘strong turn

towards practice and the practical’ (Vanassche, Kidd and Murray, 2019: 470) that
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teacher-education has experienced globally, and in England in particular (Whitty and

Furlong, 2017).

In the English context, there has been a focus on preparing teachers to be classroom
ready quickly (Orchard and Winch, 2015), justified through arguments of relevance
(Burstow and Winch, 2014; Winch, 2017) associated with a ‘turn to the practical’
(Furlong and Lawn, 2011). The introduction of the White Paper, ‘The Importance of
Teaching’ (DfE, 2010), heralded an era during which official and policy documentation
has consistently foregrounded school-based experiences as the most relevant form of
inculcation into the profession of teaching. Consequently, classroom experience plays a
critical role in the formation of teachers. How such experiences are developed into
professional epistemic knowledge remains a contested area (Biesta and Aldridge, 2021;
Darling-Hammond and Lieberman, 2013; Furlong and Whitty, 2017; Orchard and Winch,
2015). Questions about both the structure (curriculum) and structuring (pedagogy)
remain because there is ‘still uncertainty about what models of professional experience
best prepare pre-service teachers for a productive working life’ (Howley, Reynolds, and
Southgate, 2016: 32). These debates often centre on the theory/practice binary and the
extent to which each form of knowledge should frame professional practices. This thesis
is concerned with the impact that different forms and types of knowledge, with different
time and space realisations have on professional formation and consequently on the

professional identities of individuals and the profession itself.
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1.2 Identifying the problem(s)

The appropriateness of the ways in which professional knowledge is specified within the
Teachers’ Standards (DfE, 2011) have been cited as a factor in explaining why so many
teachers who successfully achieve QTS, then leave the profession early in their careers
(Nunn, 2016). In England, attrition rates are high, with 43% of teachers leaving after five
years’ service compared with only 2% in Germany (Winch, 2017: 206). Teachers’ lack of
epistemic agency and autonomy have been cited as factors in their decision to leave
teaching (Perryman and Calvert, 2019). Additionally, researchers have noted that
‘teachers are sixteen percentage points less likely than similar professionals to report
having “a lot” of influence over how they do their job’ (Worth and Van den Brande for
NFER, 2020: 4). | was therefore motivated to explore how and why professional
knowledge is articulated in a particular way in the Teachers’ Standards from both the

perspective of the beginning teacher and the teacher educator.

In addition to the Teachers’ Standards, there are standards for TEs, known officially as
school-based mentors (DfE, 2016b), these Standards are non-statutory and little used
(Murtagh and Dawes, 2020). They were created following the recommendations of the
Carter Review (2015) which recognised that ITE partnerships should have access to a
‘critical mass of expertise’ (Carter, 2015: 42). School-based teacher educators have a
pivotal role in such partnerships, indeed they are the lynchpins (Husbands, 2013).
Support for their professional learning therefore underpins a successful partnership. Yet
the literature recognises that school-based teacher educators often have varied

backgrounds, (White, Timmermans and Dickerson, 2020) and are expected to engage in
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a multitude of roles (Mena et al, 2016) but lack access to a coherent curriculum or
pedagogy. Consequently, teacher educators’ work is ‘characterised by the uncertain, ill-
defined and under-valued nature of professional knowledge and skills needed to teach

teachers’ (Vanassche, Kidd and Murray, 2019: 479).

The lack of systemisation in relation to the structuring of professional practice
knowledge leaves school-based teacher educators with a number of dilemmas, these
include the role that experience plays, the relationship between practice and specialising
professional purposes, as well as which pedagogic approaches might be most
appropriate to access when. In order to respond to these challenges, | argue that there is
much to be gained by engaging with discussions in relation to the nature of practice

knowledge itself.

In addition to these first two lines of enquiry, the form of practice knowledge prioritised
in the Teachers’ Standards, and TE’s access to the epistemic configurations of practice

knowledge for the professions, a third focus is that of the way that practice knowledge is
both represented and structured within professional dialogues and the impact that such

discourses have on professional formation.

The focus on knowledge structuring within dialogues is significant, as the majority, if not
all, of the 256 registered initial teacher education partnerships, responsible for the
education of over 40,000 trainee teachers (Ofsted, 2021) require some form of formal
professional discussion to take place between the TE (mentor) and BT (mentee).

However, ‘knowledge as dialectically constituted through mentor-mentee dialogue has
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not been subjected to extended empirical study despite wide spread acknowledgement
that mentoring is of crucial importance’ (Mena et al: 2016, 54). This research contributes
an analysis of TE/BT discourses in relation to the themes and challenges identified in the
literature review of professional practice knowledge. The analysis is underpinned by
Bernstein’s (2000) social realist pedagogic device, augmented by Barad’s (2007) social
materialist perspectives, explored through Maton’s (2014) methodological and

sociological framework.

This thesis is in the social realist tradition in that it aims to ‘restate the case for looking at
knowledge, its variational forms and some of their educational implications’ (Muller,
2014: 264) for initial teacher education in England and in particular the work of school-
based teacher educators. Social realism, recognises that different forms of knowledge
have active and different consequential roles in pedagogic transmission. Consequently if
such differences are under appreciated then the ‘power’ of knowledge can be limited. It
is the ‘social reality of unobservable concepts (whether scientific or religious) that gives
them power (and claim to objectivity and truth) relative to our common-sense concepts
and enables them to transcend the specific instances and circumstances of everyday life’
(Young 2008: 43). A key element in understanding the nature of different forms of
knowledge is that of time and space. Every-day or common-sense knowledge is context
bound, limited by the time and space of its realisation. In contrast conceptual or
substantive knowledge has the potential to connect and coheres a range of contexts as it
is abstract and abstracted. Such knowledge has both specialising and organising powers

that can be materialised in matter. In turn, matter, such as the Teachers’ Standards have
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material effects, and so are not neutral carriers of professional practice(s). A
sociomaterialist lens helps accord heightened sensitivity to the consequences of the
ways in which time and space are engendered in such materials, enriching social realist
perspectives. Such a focus is significant as the professions, including teaching, are

dependent on accessing conceptual knowledge in practice (Kuhlee and Winch 2017).

1.3 Research aims and questions

Teaching has been recognised as being a fragile profession (Young and Muller, 2014) due
in large part to its dependence on the pedagogies of observation and modelling which
foreground the immediate and visible present in practice (Mutton, Burn and Menter,
2017). Consequently that which is experienced or observed has being taken as a proxy
for the epistemic (Winch 2013b). A key aim of this study is to developing the means to
dis (entangle) and reassemble observed practices in an epistemically coherent manner.
If both TEs and BTs can be offered the apparatus to recognise, access and develop the
profession’s organising concepts in practice, then professional agency can be
(re)enabled. Such a resource has the potential to cohere professional practice
knowledge in a way that is simultaneously both contextually relevant and conceptually
meaningful, calling into question the current official articulation of professional practice

knowledge.

Each research question contributes towards the overall ambition of this study to

challenge current knowledge structuring practices within initial teacher education in
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England. Drawing on the data generated from the analysis of the knowledge structuring
profiles from the eight pairs of teacher educators and beginning teachers, the study

sought to answer the following research questions:

1. How do school-based teacher educators structure professional practice

knowledge for beginning teachers?

2. In what ways do these forms of knowledge structuring reflect or deviate from

policy conceptions of teachers’ professional knowledge in England?

3. How can teachers’ knowledge structuring take more account of both professional

and policy constraints?

The first research question establishes current practices evident at the local level. The
second question addresses the complex relationship between macro national policy
priorities, the forms of knowledge prioritised by providers (meso) and local micro
contexts. The third research question directs attention to the legitimate constraints
required by a profession that specialises and organises practice in a distinctive way
together with society’s expectations of the profession of teaching. Answers to these
questions will afford a theoretical analysis of the status of professional practice
knowledge within the profession; an empirical contribution in relation to different forms
of knowledge structuring and a methodological contribution in relation to the innovative

analysis of discourses applied in this study. This novel approach involves applying
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Legitimation Code Theory (LCT) (Maton, 2014), diffractively, overlaying the analysis of

the TEs and BTs insights to expose how they affect each other’s knowledge structuring.

It is not my intention to prioritise one form of knowledge structuring, rather the study
aims to contribute the means to make visible the complex nature of professional
practice knowledge in order that the profession can benefit from more informed

knowledge structuring.

1.4 Contributions of the research study.

Drawing on work in relation to the sociology of educational knowledge, the sociology of
the professions and philosophical reflections of the nature of practice, this thesis offers
an empirical, theoretical and methodological contribution in relation to the structuring
of professional practice knowledge in initial teacher education. The empirical
contribution relates to the recognition that within the visibility of observable knowledge
structuring is present the invisibility of the conceptual in professional practice
knowledge. How the conceptual is conceived matters, including the relationship
between different knowledge forms. The theoretical contribution of the study therefore
relates to offering a more expansive appreciation of the significance of the theory
practice relationship in professional practice knowledge, including re-emphasising the
distinctive difference between Bernstein’s concepts of Horizontal discourse and Vertical
discourses of horizontal and hierarchical types. The methodological contribution relates
to the way in which the Semantic dimension of LCT has been applied diffractively. What

is new about this study is its focus on the epistemic significance of discourses in the
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structuring of professional practice knowledge. The research data reveals the difference
that epistemic awareness makes to knowledge structuring and the potential of such

insights for professional agency in practice.

As illustrated in table 1.1, teacher education has been a significant area of government
activity over the decades, with major increases in policy initiatives evident since 2010.
One of the significant drivers underpinning this change was the growth in an
interpretation of globalisation as necessitating the pursuit of neoliberal policies (Furlong,
2013). Neither globalisation nor neoliberalism are settled or static concepts themselves,
and so both are open to ideological interpretations. For example, globalisation has been
presented as an inevitable force one that is irresistible. However ‘globalisation is not a
force of nature, it is a product of society — a political and economic project’ (Massey,
2002: 3) and as such is open to challenge. A neoliberal interpretation of globalisation
values market exchange as ‘ an ethic in itself, capable of acting as a guide to all human
action, and substituting for all previously held ethical beliefs’ (Harvey, 2005: 3). In this
sense neoliberalism ‘ sees competition as the defining characteristic of human relations.

It redefines citizens as consumers’ (Monbiot, 2016).

Rather than sustaining the market and consumer representation of professional
knowledge structuring, this thesis argues that professional practice knowledge
structuring involves the strong referencing of professional purposes or substantive
concepts which distinguish the specialised nature of the profession of teaching. In order
for these principles to inform and influence policy, the means must be open for
professionals themselves to inform the evidence-base that is referenced in policy

documentation.
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Table 1.1: Key Events Impacting on Initial Teacher Education 1984 — 2022

(Grey shading denotes changes since 2010)

Year

Event

1984

Council for Accreditation of Teacher Education (CATE) was established.

1989

Partnership management of ITT provision was introduced, minimum length of
training for PGCE routes was 75 days (100 for undergraduates)

1993

Partnership management arrangements became mandatory, the minimum
length of school-based training increased to 90 days (160 for undergraduate
routes)

School Centred Initial Teacher Training (SCITT) introduced

1994

Teacher Training Agency (TTA) replaced CATE

Ofsted Established

1998

Qualified Teacher Status (QTS) was introduced.

One-year induction was mandated to confirm QTS for newly qualified teachers

General Teaching Council (England) was established

Graduate Teacher Programme under the umbrella of Employment Based ITT
(EBITT) (previously Licensed and Articled Teacher Scheme)

1998

Training schools established to increase capacity and quality in school-based
training.

2001

QTS skills testing was introduced

2002

QTS standards document replaced (revised in 2007 and 2012)

National Partnership Project launched to build capacity and quality in
partnership schools

Training bursaries introduced

Teach First introduced in London (and rolled out to the regions from 2005/6)

2005

TTA became TDA (Training and Development Agency) with extended remit for
training and development of school workforce and workforce remodelling.

Undergraduate sector reduced to 37% (from 53% in 1998) and half of
undergraduates taking (shortened) 3-year degrees with QTS.
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2007 Split imposed between Masters (M Level 7) PGCE — Postgraduate Certificate of
Education, and the award of QTS

2010 The School’s White Paper ‘The Importance of Teaching’ confirmed and
intensified school-based emphasis in Initial Teacher Education / Training.

2011 Establishment of Teaching Schools providing school-led Initial Teacher Training
(ITT).

2012 Increase in school-based time from 90 to 120 days
Revised Ofsted Framework introduced
Teachers’ Standards Introduced

2012/13 School Direct Salaried (SDS) Route established

2013/14 Graduate Teacher Programme (GTP) ceased.

2014 Two phase ITE Ofsted Framework introduced

2015 Carter Review of Initial Teacher Education

2015/16 School Direct accounts for one third of the primary training places

2016 Schools’” White Paper — Educational Excellence Everywhere

2016 National Standards for School-based ITT Mentors published

2016 Core Content Framework published, that relates to the Teachers’ Standards.

2017 Formation of the Chartered College of Teaching

2019 A revised Framework of Core Content for Initial Education published so as to
focus on connections with the Early Career Framework

2019 Early Career Framework published

2019 Abolition of the Skills Tests for Literacy and Numeracy, providers now
responsible for the assessment of Fundamental Maths and English.

2020 Ofsted publish revised ITE Inspection Framework for pilot inspections

2020 Revision to the ITT Criteria to include the ITT Core Content Framework

2021 Reduction of Teaching Schools from 750 to 87 Hubs who have responsibility for
initial teacher education, and the National Professional Qualifications within
their geographic areas.

2021 Announcement of the formation of a National Institute of Teaching

2022 Publication of the results of the Market Review of Initial Teacher Training.
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In order to facilitate a productive policy-evidence relationship, a quantum rather than
Cartesian perspective is drawn upon. In Cartesianism, policy and evidence are ‘othered’
and international policy differences between nations are viewed in a linear fashion with
nations being considered to be ‘behind’ rather than ‘different’, (Massey, 2002) As such
international policy comparisons focus on competition rather than learning from the
effects of the values and principles prioritised. (Alexander, 2012) . It was the notion of
global competition that was used to justify the approach taken in the 2010 White paper,

‘The Importance of Teaching’ which heralded the current policy zeitgeist.

Teacher education become a focus because ‘the teaching profession is now seen as they
key element of global competitive success’ (Furlong, 2013: 29) . This was the result of
‘evidence’ such as the McKinsey Report (Barber and Mourshed, 2007) being used to
justify teacher education as a policy problem to be solved. The report was quoted seven
times in the first twenty pages in the 2010 White Paper and used to justify increasing the
Department for Education’s use of ‘targeted instructive documents and white papers’ to

‘determine the actions of educationalists’ (Helgetun and Menter, 2020: 88).

This thesis seeks to unsettle the current policy-evidence relationship by ‘ ‘disentangling
what we may call scientific evidence rooted in good research practices from politically
constructed evidence rooted in dogmatic ideology and popular ideation’ (Helgetun and
Mentor, 2020: 89). It has been acknowledged that  ‘very little policy impact or
innovation has emerged out of the work of teachers or teacher educators themselves’
(Loughran and Mentor, 2019: 219). Consequently ‘politics, economics and ideology has
driven many government initiatives rather than knowledge derived of scholarship in

teacher education’ (Loughran and Mentor, 2019: 219).
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The focus on ideology rather than scholarship is a result of the conception of ‘evidence
and policy as two separate domains’ (Lancaster and Rhodes, 2022: 145). One that has
been sustained by a Cartesian perspective in which ‘objective evidence is thought to sit
outside of policy processes waiting to be “brought in “* (Lancaster and Rhodes, 2022:
145). It is this view of time and space that has been used by neoliberalists to sustain the
‘hopeless illusion’ (Boaz et al, 2008) of evidence-based policy making. When policy and
evidence are conceived of as separate entities, then evidence is seen as being external
to policy and vice-versa. This results in an under valuing of the co-constitutive nature of
both evidence and policy making. In this thesis, by recognising how practice and policy
inter-relate and entangle to co-constitute evidence, the means is offered for
professionals to ‘actively articulate the specialist knowledge, skills and abilities that
underpin expertise in teaching’ (Loughran and Mentor, 2019: 216). A challenge can
therefore be offered to the current orientation towards the ‘new science’ evidence era
prioritises ‘hypothesis-driven and quasi-experimental strategies of inquiry’ (Hordern and
Brooks, 2023; 5). This is a significant contribution as the reliance on approaches which
objectify evidence have encouraged ‘an image of teaching as a decontextualized series
of interventions with narrow objectives’ (Hordern and Brooks, 2023: 1). As such the
distinctive values and purposes of teaching have been marginalised, limiting the
profession’s contribution to policy. In recognising that local sites of practice involve
policy deliberation and by valuing the co-constructive nature of both evidence and policy
making, the professional knowledge structuring proposed in this thesis extends the ways

in which professional practice knowledge can travel into policy and public life.
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In the remainder of this introductory chapter | now offer my personal and professional
reasons for pursuing the study. | expand further on the research project’s aims and
rationale. In order to contextualise the study, an overview of the data collection site and

its relationship with the initial teacher education sector in England is provided.

1.5 Background to the study

| became Director of the SCITT, at the time of its formation in 2014. Previously | had
spent two years as primary PGCE director at the HEI that now works in a collaborative
partnership arrangement with the SCITT. In 2012, the HEI had re-commenced, its
primary ITE programmes after a 15-year gap in provision. The decision to develop a new
programme was a response to local demand generated by schools who were eager to
work in partnership with a locally based HEI. They wanted to enable school-based
colleagues to benefit from collaborative opportunities to evaluate their practices, rather
than solely draw on their current experiences. The partnership was informed by the
premise that that ‘what passes for intuition or common sense is an unreliable basis on
which to make good decisions in the classroom’ (Orchard and Winch, 2015: 13). The
conception of the course coincided with the policy movement that increased school
involvement in initial teacher education (ITE) (see table 1.1). One of the main
instruments for expanding practitioner opportunities in ITE was the School Direct

programme.

The School Direct courses were first introduced as a small-scale pilot in 2011, and by
2013/14, 25% of all ITE places were allocated through School Direct (UCET, 2014). Such
programmes required schools to both recruit BTs and provide the majority of school
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experiences and training. Like for many HEls, ‘the scale and speed of growth’ (UCET,
2014: 2) of such courses was destabilising for our local HEI. Many HEI based colleagues
felt that the ‘market-driven’ (Burstow and Winch, 2014) approach to ITE not only
changed the language (e.g. students became trainees, schools became providers), but
also the culture (from scholarship to pragmatism), governance (from HEls to schools)
and epistemology (from reflection to experiential) of ITE to such an extent that the HEI

made the decision in 2013/14 to close their primary PGCE programmes.

Whilst the partnership of schools appreciated the dilemmas faced by the HElI, they also
perceived that the newly established courses were having a positive impact on local
schools and the communities that they served. Consequently, the Strategic Board that
oversaw the development of the provision requested that a lead school took over the

legal entity from the HEI.

The migration of the designation was supported by the Department for Education (DfE)
who hailed it as a ‘blueprint’ for other providers to follow. In an email exchange in
2013/4 the DfE suggested that the SCITT had the potential to offer ‘the best of both
worlds. The two worlds referenced, were those of theory and practice, the former
associated with HEIls and latter with schools. Such demarcation, associating HEIs with
context independent theoretical knowledge structures and schools as locations for
context-dependent have resulted in bifurcations and defensive positioning. The move to
School Direct has become synonymous with government’s turn to practice and so has
been interpreted as being dismissive of the role of both HEIs and theory in teaching

(Vanassche, Kidd and Murray, 2019). The focus in such circumstances has been on the

D. Swift (15022443) EdD. June 2023 17



boundaries between forms of knowledge, ideological positions and types of institutions
rather than on epistemological concerns in relation to professional practice knowledge
structuring itself. Consequently, forms of knowledge and types of institutions have
become conflated such that debates centre on organisational positions rather than on
the structure and structuring of knowledge. | argue that such adversarial concerns have
obscured a focus on the nature of professional practice knowledge itself, and that such

an obscuration has been detrimental to the status of the profession.

As Director of a SCITT, that included an HEI, | became increasingly concerned about the
school/HEI divisions that were being promulgated politically and highlighted in the
literature were resulting in vacillations between the extent of theory and practice in
professional knowledge rather than re-examining the nature of professional practice
knowledge itself. | was eager to ascertain how all our SCITT partners could best
contribute to professional formation through the development of practice knowledge. |
recognised that our partnership was in a unique position to make such a contribution to
the field, since to date we are the only SCITT that has been formed by a migration of

legal entity from an HEI that then became a collaborative partner.

The SCITT partnership consists of 150 primary, middle and special schools in addition to
the HEI. It is governed by a Strategic Board of head-teachers, senior leaders and
university representatives. The SCITT is accountable to the DfE via its responsibilities to
manage programmes which are compliant with the Core Content Framework (DfE, 2019)
and that prepare BTs to achieve in relation to the end point assessment criteria

encapsulated in the Teachers’ Standards (DfE, 2011) (see figure 1.1). In addition, the
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partnership is subject to regular inspections by Ofsted. Locally the SCITT is responsible to
its partnership of schools who serve an area of high social deprivation, which included a
designated social mobility opportunity area ( DfE 2017a) and the 13th most deprived

local authority (out of 317) in England (English Indices of Deprivation 2019).

The SCITT’s programmes are informed by research which recognises that, ‘moving a
child from an average to a top teacher’s class means that they will learn in six months
what would otherwise have taken them twelve. Moreover, good teachers seem to have
disproportionately strong impact on pupils from disadvantaged homes. Good teachers
therefore also help to close the gap in attainment’ (Allen and Sims, 2018: 3). The
partnership was therefore also bound by its commitment to social transformation

through education.

| began to realise what also bound the SCITT partnership together was a view of what
makes for an effective public professional who teaches, and as such the SCITT occupied a
third space, a space different to the separate and often competing accountability
measures of either HEIs or schools. The conception of a ‘third space’ (Bhabha, 1994;
Zeichner, 2010) foregrounds collaborative approaches creating a hybrid space within
which knowledge can be co-constructed. In the case of the SCITT partnership such co-
construction involves both schools and an HEl in structuring professional practice.
Significantly in the third space there is the opportunity to replace divisive binaries with
conceptions of ‘both / and also’ (Soja, 1998). Importantly such a conception of ‘both/

and also’ does not involve a blurring or eradication of boundaries or else conflation and
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unhelpful substitutions can occur; rather it requires a respect for differences so that

productive relational partnerships can be built.

Figure 1.1 The Teachers’ Standards: Overview. (DfE, 2011)
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has strong ambitions in terms of the quality of the programmes that it offers, the
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partnership is also mindful that it draws from a population of low post-compulsory
educational qualifications. In 2019 only 25.8% of the local population held Level 4 or
higher qualifications compared with a unitary authority average of 36.6%, placing it as
the 6™ lowest ranking area in England. These circumstances were significant in relation

to the development of professional practice knowledge for four reasons.

Firstly, the SCITT requires a Level 6 qualification for entry onto its programmes. The
majority of our beginning teachers did not have the benefit of being able to reference
what it is to be a public professional via either friends or family or local connections. The
professions can be understood as being ‘knowledge-based or service occupations which
usually follow a period of tertiary education and vocational training and experience...
[and are] extensively engaged with risk’ (Evetts, 2013: 781). The lack of accessibility to
professional knowledge within the community placed an additional obligation on the
SCITT to raise awareness of what it is to be a public professional who teaches. There is a
significant social justice element to this endeavour. Students for whom the course
assumes knowledge that they are not already familiar with lack, ‘the means to consider,
choose and select appropriate applications of knowledge’ (Wheelahan, 2018: 238,
original emphasis). It is therefore incumbent on the SCITT to ensure that its articulation
of professional practice knowledge provides beginning teachers such means so that they
can work in complex educational environments. The issue of complexity and risk takes us
to the second reason why paying attention to the nature of professional practice

knowledge matters.
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The second reason relates to the articulation of the apprenticeship model of teaching. In
his introduction to the 2010 White Paper that informed the creation of the Teachers’
Standards, the then Secretary of State for Education, Michael Gove drew on an
argument concerning the form of knowledge appropriate for teaching, claiming that:
‘Teaching is a craft and it is best learnt as an apprentice observing a master craftsman or
woman’ (Gove, 2010). As it was the same White Paper that prioritised the move to
school-based experience, almost inevitably the ‘traditional’ apprenticeship model
became synonymous with school-led training. | became curious about the impact of this
association. | began to explore the literature in order to develop an informed and more
nuanced understanding the apprenticeship model by focusing on the nature of craft
knowledge, a term often used in relation to both craft workers the professional
formation of teachers. Consequently | paid attention to epistemological rather than
institutional boundaries and became intrigued about what bound a profession together

and what boundaries were created by that profession to secure its distinctiveness.

An epistemological focus contrasted with previous work in relation to the professions
which foregrounded social relationships (Lave and Wenger, 1991) and has been criticised
for its vague analysis of practice and participation (Fenwick, 2015). Whilst social
relations are, of course, important, what is missing from such studies is an
epistemological focus. | struggled to find research that recognised the material impact of
different forms of knowledge on the formation of professional identities, hence my
interest in both social realism and social materialism. It was a focus on the
materialisation of knowledge that led to the third reason as to why | wanted to

understand more about professional knowledge structuring.
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The third reason related to the evidence bases that recognised that for areas of high
social need, the retention of teachers is vital (Allen and Sims, 2018). | became
increasingly concerned about the national data in relation to recruitment and retention
rates, which indicated that 14.6% of teachers left in their first year (Worth and Van den
Brande, 2020). For those that stayed, research into initial teacher education (ITE)
curriculum reveals that effective mentoring and prioritising the needs of a trainee are
two key indicators of quality. (Ofsted, 2018). This led to the fourth reason as to why |
was ambitious to embark on this research study. | became increasingly aware of the
significance of the role of the school-based teacher educator and the effects of their
representation of professional knowledge on the professional identity of the beginning

teacher (Hobson and Malderez, 2013).

It was clear that the SCITT, in occupying a ‘third space’ (Soja, 1998) faced both
challenges, but also had opportunities. The opportunities included being able to share
the different and novel insights that our programme could facilitate. It seemed
important that such understandings were lifted out of our context and examined in
relation to the research literature so as to identify whether they are of value to others.
There is recognition that little is known about how such partnerships systematically
enable professional practice knowledge and so there has been a call for more research
‘as micro-level analysis particularly those combining observational data and
conversational data are largely missing within educational research’ (Risan, 2021:
103559), hence the motivation for this thesis. In order to make such a contribution |

drew on both social realism and social materialism. Social realists offer a defence of the
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role of knowledge in the curriculum (Wheelahan, 2006; Young, 2008), and this research
study applies this defence to curricula for initial teacher education, including a

framework for teacher-educators.

1.6 Social Realism

Social realism developed initially out of a concern shared among a group of sociologists
of education (Barrett and Rata, 2014; Maton and Moore, 2009) about the general
neglect of knowledge in education research. They ‘attributed this neglect to widespread
and longstanding impulse to reduce knowledge to social relations of power and the
often-incommensurate standpoints of different groups of knowers’ (Hoadley et al, 2019:
99). Social realists are concerned to ensure that knowledge is not merely seen as a
‘reflection of either some essential truth or social power but as something in its own
right, whose different forms have effects for intellectual and educational practices.’
(Maton and Moore, 2009: 3). Social realists build on the work of Durkheim (1912/2008)
who considered knowledge as an object of study in its own right. Durkheim
distinguished between the sacred (i.e., conceptual, systematic or substantive
knowledge) and the profane (i.e. knowledge about how to live in the everyday world,
knowledge acquired by experience). It is particularly important to recognise that ‘the
Durkheimian project was never that of segregation but of understanding the play of
contradiction’ (Muller and Taylor, 1995: 265). Systematic and everyday knowledge
should be differentiated as they are recognised as being structurally dissimilar. These
structural differences offer different affordances for curriculum design and pedagogic

transmission.
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Conceptual knowledge therefore has a different time and space dimension to it than
that of context dependent knowledge. The objectivity of substantive knowledge is
secured by different communities in different spaces recognising and developing its
substance. Such knowledge is able to transcend the social conditions of its production
(Muller, 2000; Young 2008) and is not reducible to them. Systematic knowledge takes
professionals beyond the contexts of individualised experiences by providing access to
the enduring (but not fixed) forms of knowledge that specialise, organise and hold to
account (in an evaluative sense) the distinctive nature of the profession. Such knowledge
has powers of abstraction that enable knowledge-building through evaluation and
connection across different times and spaces. Systematic knowledge therefore
‘constitutes a “disturbance” to an individual’s subjective ways of understanding the
world as they acquire the means to think objectively and, perhaps most significantly, to
be critical of the social order in order to improve it’ (Rata, McPhail, and Barrett, 2018:
164).

In contrast, context dependent knowledge is bound to the time and space of its
realisation and so is recognised as having strong connections with knowledge by
acquaintance. Social realists appreciate that the ‘professions are about doing things, but
doing complex things that cannot rely on experience alone’ (Young and Muller 2014: 13).
For this reason, for social realists, experiential knowledge on its own is an insufficient
knowledge base for the professions. Social realists are concerned that ‘the nature of
professional knowledge has escaped scholarly notice’ (Young and Muller, 2014: 5), and
that as a consequence the impact of the different forms of knowledge within
professional formation has been under researched. As a result much research in

education has been ‘characterised by knowledge blindness; knowledge as an object of
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study is obscured’ (Maton, 2020: 60). The importance of this perspective is recognised as
it is vital to acknowledge that ‘not all forms of knowledge are equal, and that these

differentiations have significant implications’ (Shay, 2013: 563).

Social realists support these claims by drawing on critical realism (Bhaskar, 1978/2013)
and its commitment to depth ontology that conceptualises real structures and
mechanisms that lie within, surface appearances, but are not observable. ‘Realism’ for
social realists denotes the ontological status of knowledge as having real effects in the
world (Popper, 1981) whilst ‘social’ denotes the collective production of knowledge
within epistemic communities. Individuals can distinguish between the world and their
experience of it. Reality for critical realists is identified at three levels, the real, actual
and empirical. These are hierarchical domains, the foundation of which is the real. The
real is made up of objects which have structures and have causal powers. When these
structures interact with other mechanisms, something new is generated, and this cannot

be reduced to its constituent parts despite the parts being necessary for its existence.

Epistemologically, social realists acknowledge that knowledge is produced through
descriptions and discourses and so is subject to ‘change over time and across social-
contexts’ (Maton and Moore, 2009: 4). It is important to clarify that such a stance does
not imply judgemental relativism, which simply foregrounds individual experiences, but
rather it is based on the concept of judgemental rationality enabling us to be ‘more
secure in what we choose to believe’ (Moore, 2013b: 345). Social realists recognise that
the effects of knowledge are influenced, but not exhausted by the social and historical
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contexts of its production. In combination, the social and the realist elements allow for
the identification of certain forms of knowledge as worth making available to all in order
to share the distinctiveness of a particular discipline or field. Basil Bernstein (1924-2000)
has provided the most sustained theoretical source for this work, by developing a
theoretical language to describe fields conceptually so as to analyse their status in terms
of knowledge structures and knowledge structuring (forms of pedagogic communication,
including types of transmission and acquisition). This thesis draws in particular on
Bernstein’s later work on knowledge structures and their relation to forms of pedagogic

discourse.

1.7 Social Materialism

More recently Bernsteinian scholars (lvinson and Singh, 2018; Singh, 2020) have begun
to explore what can be gained by reading Bernstein alongside the work of feminised
philosophers such as Karen Barad (1956-). In so doing they bring to the fore an
expanding conception of ‘realism’ by referencing agential realism (Barad, 2007). Agential
realism foregrounds the significance of the ‘intra-actions’ between matter and
discourse. Agential realists claim that such intra-active agency has effects, and these
effects alter that which is practised and prioritised. Critical and agential realists share
concerns in relation to the relativism of post-structural theorising. A Baradian social
materialist perspective enables a reading of Bernstein’s pedagogic device such that
researchers can ‘take much more seriously the implicit, invisible and affective aspects of

the pedagogic device’ (lvinson and Singh, 2018: 467). Importantly for this thesis, such an
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approach ‘widens the terrain of the pedagogic device to get a better grasp on quantum

time-space configurations’ (Ivinson and Singh 2018: 467)

Social materialists acknowledge that materials, including objects, bodies, technologies,
checklists, protocols, both enable and limit practices and forms of knowledge. Social
materialism does not erase the importance of human choice, but rather traces how
materials intra-act within such choices. In this way social materialism acknowledges that
the boundaries between humans and non-humans are not as distinct as previously
thought. Social materialists recognise that appreciating the significance of context may
be critical in developing an understanding of professional practice knowledge, but if
context is seen as ‘an abstract container is to miss the turmoil of relationships amongst
these myriad nonhuman as well as human elements’ (Fenwick, 2015: 84). Such
relationships are referred to as ‘assemblages’. These assemblages are the complex and
emergent outcomes of intra-actions of people, materials, systems and ideas. They are
(re)produced across multiple chains. Materials are not inert in such assemblages, ‘they
are matter and they matter’ (Fenwick, 2016: 16). The aim of social materialism is ‘not
simply to identify the things involved in learning, but to make visible and analyse the
particular relations among them’ (Fenwick 2015: 85). Social materialism offers the
theoretical and conceptual means to analyse the Teachers’ Standards as an integral and

active element in the structuring of professional practice knowledge.

One of the challenges of articulating what makes for a social materialist study is that

I”

there ‘is not a single “social material” theory to apply to practice and education’
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(Fenwick, 2016: 15). Consequently researchers are encouraged to ‘situate their
particular analysis in terms of one particular set of ideas or writer’ (Fenwick, 2016: 15).
Barad (2007) recognises that ‘non-human elements pulse through most apparently
human activities of diagnosis, decision and action’ (Fenwick, 2016: 11). Barad is
concerned by research that reduces explanations to social structures, and so her
concepts move the focus away from the personal and social by making ‘visible the
capillaries of action’ (Fenwick, 2016: 19). Consequently her theoretical framework
explores how social structures are perpetuated through material practices, including
material inequalities rather than through individual 