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A good starting point for considering what to consider today, in the light of the conference title, 
seemed to be previous Naptec conferences, since 1990 -  the themes covered and those not.  
Let's start with a few: 

 Alternative Routes into primary teaching 
 Quality in Teacher Education- CATE competences and ATS 
 Issues of school-based initial teacher education 
 Radical reform; the impact on primary education 
 1996 and beyond: partnership and the planning of primary ITE courses 
 New directions in primary Teacher Education: compliance and beyond 
 Reclaiming Teacher Education 
 Beyond Qualifying to teach 
 Informed professionalism: challenges and opportunities for the reflective practitioner 
 Standards, skills and pedagogies 
 Personalisation: paradoxes and possibilities 

 
Straightaway, one sees familiar patterns, recurring themes, about: 

 alternative routes towards becoming a teacher; 
 judging quality, and issues of competences, standards and compliance; 
 the nature of professionalism; 
 the continuum of professional development; 
 the link between HEIs, schools and other partners. 

 
It is perhaps worth observing that these titles include more about: 

 means than ends; 
 systems than learning -children's or teachers; 
 ways of measuring teacher quality than what it consists of. 

I would like to suggest the future agenda needs to focus more on the ends of primary education, 
on children's learning and the features of pedagogy and expertise in the primary classroom -
and those required to meet the needs of learners in what has come to be known as a knowledge 
economy. 
 
Chris Husbands, the new Director at the Institute of Education, wrote recently: 
'Leadership in changing times means holding two ideas together – the relationship between our 
values and the environment we face. If we only think about our own values, we end up facing 
inwards; if we only think about the environment we operate in, we end up being reactive.'  
 
I think that these are wise words. Perhaps, those us involved in primary education - whether in 
schools or in HEIs - have been too inward-looking and too imprecise about what is distinctive 
and important about primary education; and we have concentrated too much on the external 
environment we face -and so too reactive. We need to be more proactive in setting the agenda, 
partly for our own benefit, but more importantly for that of children in the primary years. I 
would like to suggest, and discuss, some areas in which this might be possible, areas, 
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unsurprisingly, which have been insufficiently considered in recent years. First, by offering a 
brief commentary on the current landscape and then by opening up discussion about the areas 
in which I have written and those in which my thinking is moving. 
 
So, first, a few simple and obvious observations on the current landscape of ITE in relation to 
primary education; and the assumptions behind them. We have seen, and will surely see: 

 a greater diversity of routes into QTS; 
 more emphasis on school-based training; 
 continuing emphasis on skills, competences and standards, for instance with Michael 

Gove's assertion of teaching as a craft. 
 
Underlying these seem to be three assumptions: 
1 The quality of teachers and of recruits to teaching is not good enough. Well, yes, we should 
always look to improve the quality of teachers and welcome the greater diversity of routes into 
QTS, especially if this helps to recruit teachers from a wider range of backgrounds. This seems 
especially important where recruitment is a challenge because of the area which schools serve, 
those with low aspirations and low test scores. However, the idea underlying Teach First, that 
high academic qualifications matter more than a depth of knowledge gained through a 
sustained period of training, seems to pre-suppose the need for a particular sort of pedagogy 
and expertise, a view of teaching which takes too little account of what expert teachers in the 
primary and early years do -of which more in a few minutes. 
 
2  Primary schools have the necessary capacity and the expertise in training teachers; (and by 
implication that HEIs are not up to it. Leaving aside the evidence of the quality, as reported by 
Ofsted, of the vast majority of HEI courses, and the extent to which ITE has always relied on 
partnerships between HEIs and schools, I am doubtful whether primary schools, in particular 
have the capacity to take the lead in ITE. Some, perhaps, may, but the size of primary schools 
means that most, especially those in challenging areas, will find it especially hard to do so on 
their own. They won't have time to do so and they will be in danger of taking their eye off the 
ball. One danger is that consortia of schools will be led by secondary schools, largely because of 
size and capacity. There is nothing wrong with that, as long as the distinctive needs of  primary 
schools- and children in particular- are not overlooked. 
 
3 The third assumption, and the most pernicious, is that there is nothing significantly different 
about teaching in primary schools from teaching in other phases. Primary education remains 
deeply undertheorised. For example, consider the lack of journals and organisations dedicated 
to its study and the dearth of articles in academic journals.  Even the work of the GTCE (2011) 
on pedagogy and professionalism makes no reference to what is- or may be- distinctive about 
teaching a class of six year olds in one of the estates of our cities from teaching A level 
Chemistry in a selective secondary school. As a result, primary education -and teaching - tends 
to be seen as (a rather limited view of) secondary education -and teaching- writ small. The 
Cambridge Review provides a great basis and an opportunity on which we need to build in 
identifying the pedagogy and expertise based on how young children learn and necessary to 
enable children to learn what they will really need in the future. We must, recalling Chris 
Husbands' point, become obsessed exclusively neither with the external, policy environment 
nor with our own values- but until we can articulate the latter more coherently and more 
forcefully, we will remain behind the agenda. 
 
Consider what the world is going to be like when the children now in our schools reach 
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maturity, let alone middle-age, or beyond. A child born at the turn of the century, and so now at 
the older end of Key Stage 2 or entering secondary education, is likely to be working until about 
2065 - maybe longer if they choose to become a teacher – and may be still be alive towards the 
end of this century. Of one thing, we can be certain, that the world will have changed even more 
than in our lifetime. To cope with a world of change, learners will need to be flexible and I 
should like to draw on Andy Hargreaves' analysis of what sorts of learners? and what sorts of 
teachers? we need in a knowledge economy. 
 
Using Hargreaves' analysis of key aspects needed in a knowledge economy, I highlight (Eaude, 
2011, p 175) that teachers should: 

As catalysts,  promote deep cognitive learning; 
 learn to teach in ways they were not taught; 
 treat parents as partners in learning; 
 build a capacity for change and risk; 
 foster trust in processes. 

As counterpoints,  promote social and emotional learning, commitment and 
character; 

 develop cosmopolitan identity; 
 work and learn in collaborative groups; 
 forge relationships with parents and communities; 
 preserve continuity and security. 

As casualties, avoid the 
temptation to: 

 coach children to memorize standardized learning; 
 learn to teach as they are told; 
 work harder and learn alone; 
 treat parents as consumers and complainers; 
 respond to imposed change with fearful compliance. 

(drawn from Hargreaves, 2003 pp. 15, 45 and 59 respectively) 
This indicates the intimate connection between teachers and learners.  However, it presents a 
view of the teacher's role as very different from that of teachers in primary schools  today. As 
catalysts, teachers have a responsibility to develop capacities different from those required by a 
system obsessed  measurable outcomes which tends to encourage superficiality and caution. 
This is not to blame teachers but to recognise their role as counterpoints to the prevailing 
thrust of policy, as well as in  implementing it. Most primary teachers continue as they always 
have to forge strong relationships with parents and carers and to provide for children 
continuity and security in a world which is for many all too absent in the rest of their lives. 
They recognise the centrality of social and emotional learning, both as a support to cognitive 
development and as important in its own right. I'm less sure about the extent to which the need 
to develop cosmopolitan identity is recognised. My sense is that this is very complex, especially 
for young children, in a world where identity is often insecure but where there is a somewhat 
superficial sense of relationship promoted by the media and technology. And I'm  unsure about 
the extent of to which working and learning in collaborative groups is a reality, when so much 
of the research from ORACLE onwards has indicated that even when children are apparently 
working in a group they are often not working collaboratively.  But these seem to me to key 
priorities for teachers and for ITE.  As Hargreaves suggests,  teachers too easily become 
casualties where they become compliant coaches who work harder and harder- and spend too 
little time reflecting with colleagues both in their own school and beyond. 
 
Building on this, I would like to go into more detail into four areas: 
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 spiritual, moral, social and cultural development; 
 professionalism; 
 pedagogy; and 
 expertise. 

 
So, first, SMSC. I want to highlight, first, the place that this has in a succession of  Education 
Acts, rightly so in my view. For instance,  the 2002 Act requires that the curriculum for a 
maintained school or nursery must be balanced and broadly based and: 

 promote the spiritual, moral, cultural, mental and physical development of pupils at the 
school and of society; and 

 prepare pupils at the school for the opportunities, responsibilities and experiences of 
later life. 

 
I was disappointed that the Cambridge Review did not emphasise SMSC more and am pleased 
from early discussions with Andrew Pollard that this seems to be prominent in the current 
National Curriculum Review. This reflects the wording of the 2011 Bill and, significantly, I think, 
a new and very welcome emphasis in the revised Ofsted Framework. The consultation paper 
stated that: 'Inspections will report on ‘the quality of education provided in the school’ and 
must give priority to: 

 the achievement of pupils at the school 
 the quality of teaching in the school 
 the quality of the leadership in and management of the school 
 the behaviour and safety of pupils at the school. 

The inspection report will provide a clear judgement about the overall quality and effectiveness 
of the school, drawing on the main strengths and areas for improvement found during the 
inspection, particularly in these four key areas. This will provide a clear overview of the 
school’s effectiveness. In addition, inspectors must consider the spiritual, moral, social and 
cultural development of pupils; and the extent to which the education provided by the school 
enables all pupils to achieve, in particular disabled pupils and pupils who have special 
educational needs. Inspectors will refer to these aspects in the report. ' 
 
The consultation frequently uses the phrase 'taking account of spiritual, moral, social and 
cultural development.' What this will mean in practice, who knows? Of course, there will be a 
continued emphasis on results, but note the word 'achievement' rather than attainment; and I 
think there is a real opportunity to highlight a view of education much broader than one based 
largely on performance and more holistic, which is concerned with aspects such as: 

 asking the 'big questions' about life, about aspects such as what is hard -and often 
impossible - to explain and about relationships with other people, with the world 
around and (for some) with a transcendent Other; 

 how one should act and interact - not simply behave, like a trained animal – and about 
the sort of person one should be, and become, in a context which all too often provides 
very mixed messages about this; 

 how one relates to other people, both those who are similar and those who are 
different, so taking account of that subtle interaction between working towards 
independence and recognising our interdependence; 

 belonging and identity, living with, and learning to celebrate, both similarity and 
difference, as well as enabling children towards a wider range of experience, of 
possibility and of aspiration -a particular need for children growing up in a world where 
success is often defined by celebrity, where belonging is often inward-looking and hostile 
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to difference. 
This is to suggest a view of education which has a broader set of aims and is harder to measure 
than one based on standards and test scores; and of success which is less individualistic and, for 
many children, unrealistic than that presented by the media and by society. The issues above 
matter for all schools, but are those which have been and still are ascribed high importance in 
primary schools; and  increasingly so in a rapidly changing and globalised world. I think we 
should be far less apologetic about affirming this. 
 
My second theme is professionalism. The Cambridge Review rightly highlights that the last 
few years have seen the rise of a culture of compliance. At the heart of professionalism for me 
is an element of autonomy and concern for the welfare of the 'client', based upon a broadly 
agreed code of ethics and values and a specific and regularly updated knowledge base. I think 
we should be deeply suspicious of the 'new professionalism', which ascribes the term to just 
about anyone and which emphasises compliance to, rather than a certain level of cussedness 
and suspicion of, the demands of politicians, of whatever party. I am troubled by whether the 
welfare of children is really given enough weight in a system which does not provide for 
breadth and balance of experience in the rush for results, especially for those with low test 
scores who often most need this in school because they do not encounter it outside.  
 
I worry about a structure which too often seems to suggest that teachers need only a relatively 
brief experience of initial training; and does not expect and provide an entitlement to 
continuing professional development in the way that a doctor, a lawyer, a social worker would 
take for granted. If we are (as a system) to be more robust on teacher quality, the process of 
training and of updating needs to be seen as part of a longer and more complex continuum. In 
terms of autonomy, I am not suggesting a return to that of pre-1989 because there is always a 
need for accountability and a tension between accountability and autonomy; but I do think that 
more autonomy in relation to pedagogy is essential if teachers are to meet the demands of the 
changing world in the ways discussed above. But this will depend on a much more clearly 
articulated view of pedagogy and of expertise in relation to the primary classroom- and it is 
here that I believe we must steer the agenda. 

 
So, to my third theme - pedagogy. A term which is regarded with suspicion, or hostility, as 
Brian Simon noted in his 1981 article and Robin Alexander in his of 2004. My most recent 
book, Thinking Through Pedagogy for Primary and Early Years, seeks to open up for students 
discussion about pedagogy in primary and early years. That this suspicion still continues is 
evidenced, anecdotally, by a recent discussion with an ex-colleague who said, without any wish 
to offend, I assume, that she had not looked for it because pedagogy was a term she could not 
stand. I have to hope that not too many of you share that view. 
  
It seems to me that Early Years has managed to articulate what is distinctive about teaching 
very young children; and that Secondary education has done so especially in relation to subject 
expertise.  In contrast, we have, by default, allowed others, and ourselves, to think that 
pedagogy, in Key Stage 1 and 2,  should be based on a model based laergely on instruction and a 
limited view of aims and outcomes. So we need, while recognising generic aspects of pedagogy, 
to  identify those specific to the primary years, based on an understanding of young children as 
learners. 
 
 
To open up discussion about this, I would emphasise five points: 
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 the centrality of  learning relationships, as indicated by the TLRP, (2006), especially for 
young children and for those with less experience or confidence; 

 the intimate link between cognitive and affective development, again especially for 
those with less experience or confidence; 

 we often underestimate what children are capable of, re-affirming the importance of a 
broad and balanced range of opportunities, not just because being an educated person 
would seem to imply a breadth of knowledge and experience, but because this helps to 
identify and develop hidden talents; 

 the vital but counterintuitive insight, set out in the 1985 White Paper and constantly 
and brilliantly affirmed in the Cambridge Review that, even if literacy and numeracy are 
to be paramount in judgments about successful teaching- and I think this is by no 
means a given – more emphasis on these may not be the best way to achieve higher 
standards, at least in the longer term; 

 teachers in the primary years are not concerned only with the development of skills, but 
with their application, and probably more importantly helping to establish -or re-
inforce existing- attitudes and dispositions towards learning. 

These are important for all children, but especially those for whom school learning does not 
come easily, because of their experience before or out of school. An ever-narrower 
concentration on 'the basics' seems likely to disengage a significant minority of  children- a 
disengagement which is too often irreversible. 
 
So, we need to re-affirm that teaching, especially in the primary years: 

 has multiple, simultaneous aims, not just a simplistic view of standards; 
 builds on most young children's thirst for, and engagement with, learning;  
 deals with the long- as well as the short-term; and 
 is complex. 

Of course,  all teachers, and especially those who are less experienced, or less expert, need to 
make things manageable, but not to oversimplify, and especially to make the learning too 
simple for children. However,  we underplay at present the expertise of teachers in the primary 
classroom, the complexity of the task and the subtlety of what is involved. 
 
This brings me to my fourth and final theme: expertise on which the chapter in the Cambridge 
Primary Review is excellent, building up a conception of expertise that is much more subtle and 
nuanced than that of Ofsted and the draft Standards. These show precious little recognition of 
what constitutes expertise in the primary classroom. This is an area on which I have started to 
work and am planning to research further. Perhaps I can share some of my thinking on this. 
 
Thinking about expertise, in general, shows that it has the extraordinary quality of being easy 
to recognise, but very hard to describe, whether by the expert or the observer, let alone to 
replicate. However, Glaser (1999, pp. 91-2) makes six generalisations about experts; 
1 Experts' proficiency is very specific, which derives from the specialised knowledge that drives 
their reasoning, though some task domains may have transferable forms of expertise. 
2 Experts perceive large meaningful patterns, with 'pattern recognition occur(ring) so rapidly 
that it appears to take on the character of intuition.' (p 91). 
3 Experts' problem solving entails selective search of memory or use of general problem-solving 
tactics, with an 'efficiency that derives primarily from their knowledge being structured for 
retrieval, pattern recognition and inferencing.' (p 91) 
4 Experts' knowledge is highly procedural and goal-oriented since their concepts are bound to 
procedures and the rules and conditions for their application, and closely tied to the goal 
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structure of a problem. 
5 Experts' knowledge enables them to use self-regulatory processes with great skill, which 
enables them to step back at appropriate points and observe their solution process and the 
outcomes of their performances. Their self-awareness is shown in the allocation of attention 
and sensitivity to information feedback, which may slow them down in the initial encoding of 
the problem, though they are likely to be quicker overall. 
6 Experts' proficiency can be routinised or adaptive, such that, under some conditions, maybe 
most, experts' performance becomes routinised, efficient and accurate, but they are able to 
adapt and exercise opportunistic planning. 
 
Turning to teacher expertise, several articles in Atkinson and Claxton (2000) emphasise that this 
relies increasingly on intuition rather than rationality, though both are needed. The Cambridge 
Primary Review, rightly, talked of teachers needing a repertoire, built up over time and drawn on 
often without deliberation. Alexander (2008, p 36) highlights two main approaches to teaching: 
didactic and exploratory. In the first, the teacher is largely in control, while the latter places the 
learner centre-stage.  He refines this categorisation (p 79) outlining six versions of teaching: 

 transmission; 
 negotiation; 
 initiation; 
 facilitation; 
 acceleration; 
 technology. 

He emphasises, especially in the discussion of this (2008, pp. 78- 81), how each may be  
valuable for encouraging different types of learning, with some aspects seen as more, or less, 
important in different cultures and systems. However, he argues that transmission, passing on 
information, is inappropriate as the main strategy, especially for young children, not least 
because it tends to reduce the opportunities for reflective, deeper understanding. As Desforges 
(1995, p 129) comments, 'direct instruction is best used for knowledge transmission, for 
showing, telling, modelling and demonstrating. It is never, on its own, sufficient to ensure 
deeper understanding, problem solving or creativity.'  I would add that this is so given young 
children's greater reliance on kinaesthetic and iconic learning. 
 
Let us consider the sorts of knowledge which teachers require, based on a preliminary typology on 
which I am  working. This is often  conceptualised as domain and craft knowledge.  However, 
domain is too easily equated with subject knowledge and the idea of teaching as a craft, as 
expounded by Michael Gove, underplays the elements of pedagogy which make it both an art 
and a science. This undermines the idea of teaching as a profession with a specific body of 
knowledge and presents it as simple, requiring only a limited period of training and 
preparation.  I suggest that personal and interpersonal knowledge is a particularly important 
category in relation to the primary classroom. 
 
While the different elements of domain, craft and personal/interpersonal knowledge are closely 
interlinked, it may be helpful to identify key elements of each in relation to the primary class 
teacher. In terms of domain knowledge, I would highlight: 

 depth and breadth of subject knowledge, though the  level needed seems likely to vary 
according to the children's age, prior experience and level of attainment; 

 the ability to enable children to make links between different 'subjects' and domains of 
their experience, both in and out of school; 

 the need to balance a wide range of objectives, both across different aspects of children's 



 8  

development and in the short- and the long-term; 
 ways to develop attitudes, dispositions and values, as well as skills. 

 
Craft knowledge is harder to identify but would seem to encompass both deliberate and in-the-
moment decisions, emphasising aspects such as: 

 sensitivity to prior experience and out of school interests of the class to aid planning; 
 planning which is both detailed and flexible, providing a broad and balanced range of 

experiences and activities appropriate to children's needs and stages of development; 
 adoption of a wide and varied range of versions of teaching to enable children to have 

access to different ways of representing and understanding experience, both individually 
and in groups of differing sizes; 

 scaffolding the differing needs of learners through ways of grouping selected according to 
aims and objectives, or what might be called differentiated differentiation; 

 monitoring of children's learning through a wide range of information feedback; 
 self-monitoring to enable adaptation and improvisation, depending on the cues and 

responses received from children, drawing from an extensive pedagogical repertoire. 
 
In terms of personal/interpersonal knowledge, the following seem especially  important: 

 attunement to children's varied responses and how these affect both oneself and other 
children; 

 the types, and continuities, of relationship established; 
 judgement of the mood of a class, especially in situations where this is less adult- controlled 

or more volatile; 
 attributes such as confidence to provide security to children, to enable changes of plans in 

the light of new information and to back one's own judgement; 
 enactment of values in practice, given the importance for all, but especially young, children 

of learning by example and therefore of modelling. 
 
I will just touch on possible implications for teacher educators. I liked Sam Twistleton's 
characterisation at the Naptec conference early this year of a progression through three phases: 

 'task managers', where there is little focus on children's learning; 
 'curriculum deliverers' where the focus is more on learning but largely on external 

demands;  
 'concept/skill builders' where students understood and encouraged patterns of learning 

beyond the task.  
While it may not be reasonable to expect all those gaining QTS to have reached the last of these 
consistently, there should be evidence of an ability to do this in future. 
 
Peter John (2000) highlights five aspects of how student teachers demonstrate their expertise:   

 problem avoidance; 
 interpretation of pupil cues; 
 opportunity creation; 
 improvisation; 
 mood assessment. 

My sense is that these are the sorts of qualities which teachers should be encouraged to think 
about more - how to be proactive, how to 'read' children's responses, how to create 
opportunities and to adapt planning, how to recognise and respond to the 'feel' of a group -
many of them within the category of personal and interpersonal knowledge discussed above. 
And to recognise that what the teacher does, and the versions of teaching adopted, are central 
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to how children understand, and engage, with learning. 
 
Drawing to a close, let us recall Chris Husbands' point that we need to consider both the 
external agenda as well as our own values. I would like to see more, and more robust, 
discussion about the complexity of pedagogy and of expertise among teachers working with 
young children. And more encouragement to our students to think through aims and principles 
-the why? as well as the how? of teaching - and to see the continuing engagement with this as 
a central aspect of their professional development. This is not for a moment to suggest that 
there is no tension with the demand for measurable outcomes, for behaviour management, nor 
that this does not happen on individual courses, but we need as teacher educators to be active 
partners in setting and influencing this agenda, with schools, rather than re-act to that of 
Ofsted and the Government, though as I have suggested there are some half-open doors at 
which we need to be pushing hard. 
 
Most of us entered teaching to become catalysts of children's learning. Increasingly, I suggest 
that we have needed to become counterpoints to an impoverished view of  children's learning 
and of teaching; and increasingly as teacher educators we must help teachers -and children- 
not to become casualties of this. As Hargreaves (2003, p 161) states, 'teachers are not 
deliverers but developers of learning. Those who focus only on teaching techniques and 
curriculum standards ... promote a diminished view of teaching and teacher professionalism 
that has no place in a sophisticated knowledge society.' 
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