Unit 3


Programme design: constructing a teacher education programme for history trainees

Where do you start? What do you need to cover? At what stage in the year would it be best to cover particular things? Those were the types of questions that puzzled me when I started piecing together a new History PGCE course. This section aims to address the issues and decisions you need to make when constructing a teacher training course for history. It draws on the experiences of existing providers and explores their thinking behind the courses they organise.

It will look at the following areas:

3.1 Planning a course - the context within which we operate

3.2 Possible solutions to the issues created by the context

3.3 What is considered good practice in running a university session?
3.4 Assignments

3.5 Selection of candidates

3.1 The context within which we operate

When constructing a PGCE course there are many parameters within which we have to operate. Some are external constraints, whilst others are to do with choices we make. There are clear over-laps between many of these, but for ease of examining them they have been separated into the following sections: 

· meeting the Standards for the award of Qualified Teacher Status 

· aims of the course

· what do trainees need to be able to do?

· the need to integrate school and university work effectively (this will also be explored in more depth in unit 4) 

· the time constraints of a 36 week course (where roughly 12 weeks are university based), and the particular structure of the PGCE within your own  institution 

· the expectations and preconceptions of the trainees

· the readiness of trainees to move forwards at particular moments

· OFSTED requirements

Meeting the Standards

Clearly the trainees have to prove they have met the Standards to be qualified teachers. The course must provide opportunities to allow this to happen. Some of the Standards are more easily met than others, and the degree of challenge that they present may vary considerably depending on the nature of the schools within a partnership, e.g. teaching in an inner city school may present different challenges to an independent school. (link to activity 3.1.1 and resource 3.1.1) 

Aims of the course

The main aim of each course is obviously to train high quality history teachers. But as trainers we may want to think more broadly than the Standards, especially as these are not subject specific. What are our broader educational goals for our trainees? Just as trainees have preconceptions about teaching, we also have views about what trainees need to be capable of achieving. (Link to activity 3.1.2 and resource 3.1.2) 
What do trainee teachers need to be able to do? 

The Standards offer an idea of what trainees need to be able to do (link to TTA website). Research also offers an insight into this area (Grossman, P. L., Wilson, S. M. & Shulman, L. S. (1989), Booth, M., Shawyer, G. & Brown, R. (1990) Husbands, C., Kitson, A. and Pendry, A. (2003)) The following areas have been identified as important: 

· Subject knowledge – this entails not just substantive knowledge, but also an awareness of how the discipline works: an understanding of second order concepts like causation and the way in which they shape the subject. It also encompasses views of the subject’s role within the curriculum.  

· Knowledge of teaching strategies – essentially to do with how the subject can be broken down and delivered in an accessible fashion

· Knowledge of pupils – particularly of how they learn – which makes it possible to judge which teaching strategies will prove effective in helping pupils make sense of the past

· Classroom management – not just how to discipline a class and individuals, but how to organise pupils for particular tasks and make effective use of the time within a lesson

· An ability to evaluate and reflect on one’s own practice in order to improve

These issues are not independent of each other. Good subject knowledge alone will produce limited results in the classroom, unless the trainee is able to turn this into usable teaching ideas that take account of what is known about how pupils learn, the particular context of the school or class they are teaching, and their ability to manage a class effectively to get the ideas across. Trainees’ decision-making processes need careful nurturing, so that they can come to recognise why it may be appropriate to adopt a particular approach with one class but not another. 

Integrating school and university work

The split between school and university as locations for trainees’ learning raises critical questions about which learning is best done in university, which is done in school, and what links can be made between both? This is a crucial area. Research offers different ideas about how to conceptualise the different roles of each (McIntyre (1990), Husbands (1994), Furlong, J., Barton, L., Miles, S., Whiting, C. and Whitty, G. (2000)). Think through what is distinctive about the university side of the course, which cannot be gained from school based experience, and how they can complement each other. School based work can simply be seen as ‘practical experience’. However, trainees do not simply need to be ‘exposed’ to practice, they need to learn something from it, so school based work needs to be seen as a series of explicit learning activities. There is also a tension about whether the learning in the university should lead into learning in the school or whether what is learnt in school should lead into learning in the university. Clearly, there needs to be a close link between university and school based work, but each may take a driving seat at different times in the year (link to activity 3.1.3 and resource 3.1.3). 

Another issue is who actually plans the course? To what extent should mentors be involved in planning, especially if they are expected to deliver part of the course? This raises issues about how to involve them in this role (link to unit 4). If they are not involved in planning the course, what is their role in reviewing the course? Courses need to evolve, and mentors who are heavily committed to the course can offer a good insight into what works, where something is not appropriately timed and so forth.  

Working within a timeframe

A key constraint is time. In a 36 week course, where roughly 12 weeks are university based, and where some of that time will be spent doing generic work, what can be fitted in which meets the needs of the trainees? In addition, courses are structured differently: you may need to deliver most of your training in the autumn term before the trainees spend a long period of time in school, or you may have a few weeks, followed by a short time in school, followed by another round of university based work, before a final school based period. (link to activity 3.1.4 and resources 3.1.4, 3.1.5 and 3.1.6). 

Expectations and preconceptions of the trainees 

The trainees bring their own preconceptions to the course about teaching and views about what the course will entail (link to unit 1 and 2).  We need to acknowledge and work with these views. In some cases these views are valid and need to be built on and extended, in other cases they need challenging if the trainees are to move forward. Research (Korthagen (2001)) shows that the pressure to change often prevents change, as people become resistant to challenges to their views, so stick to tried and trusted methods. Change will occur when:

· It is directed by an internal need of the trainee

· It is rooted in the trainee’s own experiences

· The trainee reflects in detail on their own experiences and can recognise the need to move forward

The course needs to allow the trainees to become aware of their own learning experiences, to offer meaningful experiences for them to reflect upon and to encourage them to reflect in depth on both of these (link to activity 3.1.5 and resources 3.1.4,3.1.5 and 3.1.6).
Readiness of trainees to move forward

A very important consideration in course design is when to tackle particular issues. When will trainees be ready to examine interpretations or significance? At what point in the course should they look at GCSE and A level work? At what point will individual trainees need moving on, and how can you meet individual needs within the course (link to unit 1).

OFSTED requirements

A final consideration is that the course needs to be compliant with OFSTED inspection criteria. (link to OFSTED inspection criteria www.ofsted.gov.uk/publications/index.cfm?fuseaction=pubs.summary&id=315 and www.ofsted.gov.uk/publications/index.cfm?fuseaction=pubs.summary&id=2575 ) Although they should certainly not be the starting point for course design, it is important that the programme you create is checked against them. (link to activity 3.1.6 and resource 3.1.7, activity 3.1.7 and resource 3.1.8, and activity 3.1.8 and resource 3.1.9 and 3.1.10)

3.2 Possible solutions to the issues created by the context

The fundamentals of teaching have not changed over the years. Trainees need to plan, teach and evaluate their practice before starting the cycle again. But how this develops through a PGCE varies. This is due to the way trainers deal with the issues outlined above. An analysis of different courses shows that the influences and guiding principles behind them are crucial in dictating what the course looks like. Each has its own costs and benefits, but is grounded in the experiences and preconceptions of the trainers (link to activity 3.2.1 and resource 3.2.1).

Integration between university and school based work is clearly important. Experiences need to be set up so that trainees learn from different contexts. These experiences may challenge or reinforce ideas the trainees already possess. They may actually show a consensus or difference of opinion between people. These are all valuable, as long as they are carefully planned so that trainees can see and reflect upon a range of experiences. 

In addition, due to time constraints, it may not be possible to cover all the areas in depth you wish to. This is where careful planning can help blend certain elements together. The example of model B is a course where this has been paramount in constructing the sequence of learning. Within the course there is no explicit session on SEN, inclusion or differentiation.  The reason for this is that these issues permeate virtually all sessions. For example, when discussing an aspect of historical understanding like causal reasoning, a practical session looking at different teaching ideas is followed by work adapting those ideas to different topic areas and different levels of attainment.  It is therefore being constantly addressed. A level and GCSE appear to be covered late in the course, but in reality these are being discussed in most sessions from the start. Ensuring that school and university work, as well as reading are tightly knitted together also allows for reinforcement of ideas within a tight time frame (link to activity 3.2.2 and resource 3.2.2 ).

To move the trainees forward, it is also important to consider when they are ready for particular things. Trainees need to be able to cope with what they are dealing with, otherwise they will feel pressurised and will therefore be less open to new ideas and thinking. The whole issue of ‘readiness’ will play a part in deciding what goes where in your course. In model B there is an early emphasis on whole class teaching (in a controlled context) as this trainer feels that trainees need to be able to see the problems that teaching whole groups can present before they can look for any solutions. This then feeds into university sessions which are regarded as ‘problem solving’ scenarios, engendering progress in their level of understanding about effective history teaching. The ideas are then tried out in further teaching of whole classes. In model C there is a much gentler progression from working with individuals to small groups to whole class teaching. In this sense progression happens with a growth of responsibility, with the main emphasis being on nurturing the confidence of trainees. Trainees have the chance to observe practice, try out some ideas, which then feed into university sessions for discussion. 
3.3 What is considered good practice in running a university session? 
When running a university session there are a number of tensions. How far should we be the source of good practice? If all we do is provide good teaching ideas, then why shouldn’t trainees simply spend all their time in schools? How far should we provide a ‘theoretical’ input about learning theories and so forth? If all we do is that then we are in danger of appearing less relevant than the ‘practical’ experience of school. What then is the proper balance? How much reflection time needs to be built in? How often should trainees become the ‘pupils’ and try out ideas, how often should they be the ‘teacher’ and plan work and teach the rest of the group? This relates back to how you conceptualise the difference between the university and school parts of the course.

An examination of different courses shows that all these elements occur regularly throughout the course. Trainees receive plenty of practical ideas to use in the classroom – these are often delivered with the trainer modelling the role of teacher and trainees as pupils. It is important though that such ideas are not just given to the trainees to accept uncritically. Trainees need to understand the rationale behind different activities, and to devise criteria by which to judge them. For example, how might an activity fit in with what we know about how pupils learn? This will help trainees develop a sense of why they might adopt or reject an activity in particular circumstances. They also need to examine how activities are delivered so they realise how important the role of the teacher is in making the pupils want to learn. Trainees also need to see how these activities are transferable. Without being challenged to think of uses in other contexts, trainee teachers will not be encouraged to be creative.

Trainees also receive plenty of ideas from school about how to teach, but university sessions also allow the trainees greater opportunity to think and reflect on them. One of the advantages of being in a PGCE group is access to a range of ideas from different schools. Sharing and critically discussing these ideas helps trainees to examine their own views on effective practice and gives them alternative models to consider. The development of criteria to accept or reject such ideas is an important element in the long-term development of a teacher. 

The development of the trainees’ ability to reflect is an important part of the training. The course shown in model A has a number of sessions built around the idea of ‘what have you learned about ….?’. By getting trainees to draw on reading, their own experiences and observations, they can start to develop their criteria for decision making in the classroom. Away from the pressures of the classroom, trainees have the space to think through these ideas. (link to activity 3.3.1 and resource 3.3.1)

3.4 Assignments

All courses set trainees a mix of things to do in school and more formal written assignments. Often the two feed into each other. The focus of this section is on the more formal assignments, which may be either formative or summative pieces of work. Some courses provide greater freedom over the setting of assignments, whilst others require you to operate within a common framework, so this needs to be borne in mind when creating such tasks.

These assignments can play a very important role in the development of a trainee teacher’s understanding. They need to be carefully planned and integrated into the course structure. They need to be of value, helping pull together ideas or a set of experiences, thus moving trainees forward.  They also offer the chance to allow trainees to reflect deeply on their experiences to date. In addition they may well provide models of good practice for trainees to mirror in the classroom.

Important decisions need to be taken over:

· What ought to be assessed?

· Why focus on particular issues or topics?

· When do these need to be addressed?

· What will be the most effective way of assessing these?

(link to activity 3.4.1and resource 3.4.1)

3.5 Selection of candidates

History PGCE courses are generally in the happy position of being over-subscribed. We can therefore secure the future of high quality teaching in our schools by selecting those candidates with the greatest potential. However, even for experienced trainers this can be a difficult task. It is important that you have clear criteria to help choose candidates and procedures are in place that will examine candidates against these criteria. It is important that after an interview you can clearly identify why you wish to accept a candidate or, more importantly, why you might reject someone (link to activity 3.5.1 and resource 3.5.1)
In most cases, trainers are looking for candidates with good degrees, who have good subject knowledge, can show interest and commitment to working with young people and are personable. In addition, many trainers look closely for a willingness and capacity to learn, an important element given the need to be reflective and to evaluate what they see and do. (link to activity 3.5.2 and resource 3.5.2 – interview schedules)

Conclusion

The ideas outlined above reflect some of the major concerns people face when planning a course. There are different ideas underpinning the courses, which are reflected in the literature and the ways courses manifest themselves. Ultimately, though there is much exchange of ideas and practice between courses, what you construct needs to be yours.

