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Higher education as a whole is increasingly being asked to pursue multiple, and 
sometimes contradictory, missions. In activities that span the academic/vocational 
divide, such as teacher education, this is especially the case. Arising from this, the 
paper seeks to consider the relevance of four 'contexts' identified by Richard Pringto 
teacher education and the different sorts of quality indicators they seem to imply. 
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Researchers argue that, in higher education generally, there should be considerable 
flexibility in interpretation of the concepts of quality and academic standards rather 
than imposing one arbitrary standard. They argue that assessment of quality needs to 
be related to an institution's own mission and declared intentions (MacGregor, 1990). 
However, part of the problem is that higher education as a whole is increasingly being 
asked to pursue multiple, and sometimes contradictory, missions. In activities that 
span the academic/vocational divide, such as teacher education, this is especially the 
case. Arising from this, the paper seeks to consider the relevance to teacher education 
of four 'contexts' identified by Richard Pring and the different sorts of quality 
indicators they seem to imply. In doing so, the paperwill explore how far it is 
appropriate for quality in teacher education to be assessed by academic criteria, 
vocational criteria, capability criteria or market criteria, and whether we should be 
assessing quality of intake, process, content or output. In teacher education academic 
criteria were increasingly used during the 1960s and 1970s, partly in order to enhance 
its status. This applied both to subject studies within the emergent Bachelor of 
Education (B.Ed.) degree, but also to the theory of education. There are those who 
argue that academic conceptions of quality are not applicable to teacher education at 
all, but there is a rather stronger argument that different criteria should apply to 
different elements of teacher education. This might seem to imply that, in the B.Ed. 
course, academic criteria of quality should be applied to subject studies and 
vocational ones to professional preparation. But what standards should we then apply 
to what were traditionally called educational studies? In the past, most courses have 
avoided these issues. But, in the face of an apparent, though not unambiguous, official 
shift in the direction of entirely vocational criteria for teacher education (though 
probably not subject studies), the prevailing view within higher education is almost 
certainly a defensive one. Most academic teacher educators would want to support 
Pring in defending the place of traditional academic criteria, even if not their 
dominance. Thus, there would probably be general agreement with CNAA's 
insistence (1990-91) that all courses leading to its awards, whether academic or 
vocational, must be concerned with: the development of students' intellectual and 
imaginative powers; their understanding and judgement; their problem solving skills; 
their ability to communicate; their ability to see relationships within what they have 
learned and to perceive their field of study in a broader perspective. Each student's 
programme of study must stimulate an enquiring, analytical and creative approach, 
encouraging independent judgement and critical self-awareness. 

Abstract 
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Pring suggests that standards in the academic tradition are implicit, while those of 
vocational competence are quite explicit. In that context, we should heed the words of 
the French sociologist Pierre Bourdieu (1976) who criticises educationists for finding 
'democratic' excuses for maintaining traditional implicit approaches to education by 
denouncing possible alternatives as 'technocratic'. For Bourdieu, implicit pedagogies 
and modes of assessment reflect an 'aristocratic' culture and are thus class-biased. 
Pring also seems to regret that moves towards credit accumulation and accreditation 
of prior learning and experience are potentially undermining some of the features that 
embody quality in academic courses. Scholars share some of his concerns, especially 
the fact that quality criteria relating to coherence and progression, once the 
touchstones of CNAA validations, now seem much less in evidence. Appropriate 
quality criteria for modular and credit accumulation programmes certainly need 
urgent attention. However, these very same developments are also opening up 
opportunities for higher education amongst groups previously denied and that might 
in itself be used as an indicator of quality provision. The number of people entering 
teacher education by 'non-standard routes' may be as important as the numbers with 
high Advanced Level grades, and especially so if their end results are 
comparable.There is a conspicuous move towards competence-based assessment 
which makes the quality of outcomes both paramount and explicit. Higher education 
in general is having difficulty in adapting to a shift towards an emphasis on the 
quality of outcomes beyond examination results. A letter in the Times Higher 
Education Supplement (29 March, 1991) suggested that quality control in industry 
was 'Does the car work?', but in higher education the equivalent was 'Does the 
lecturer turn up in his classes?'. Yet, in teacher education at any rate, we also do 
surely have to ask the question 'Can the new teacher teach?' If the competence-based 
approach to training quality places an undue emphasis on such outcomes, there can be 
no harm in reminding higher education of importance of this measure of quality, 
especially in an activity like teacher education. In fact, all over the world, there has 
been considerable official interest in the idea of competence-based teacher education. 
However, while there are a lot of problems about competence based approaches, it is 
important to recognise that they can be rather more flexible and adaptable than at first 
sight appears.There are legitimate concerns about the extent to which this approach 
can undermine the importance of a coherent programme of study, often seen as a 
necessary part of teacher education. But specifying more explicit exit criteria certainly 
encourages us to ask questions about fitness for purpose rather than just assuming it. 
It is also not yet clear what the limits to the use of competence-based approaches are, 
and the B.Ed. course would actually be an ideal testbed for exploring how far 
competences can be applied to general and academic education as well as vocational 
training. Certainly competency-based standards developed for routine jobs in industry 
will not be applicable even to professional training. However, if they recognise the 
importance of underpinning knowledge and under- standing, and generic professional 
competences as well as specific classroom skills, competence-based criteria may be 
worthy of far more exploration than is sometimes assumed. 
Even courses based around the fashionable concept of the reflective practitioner may 
not be as incompatible with a competence-based approach as is sometimes suggested. 
Educators assert in most cases that 'teaching is not reducible to a set of technical 
operations', and go on to say they are 'not running away from the issue of the 
systematic appraisal of teaching competence' and they argue that even the quality 
reflectivity can be formulated as a series of competences that can be monitored. Two 
of their examples are: - A reflective practitioner can articulate and defend his/her own 
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purpose as a teacher and relate this to other professional opinion - A reflective teacher 
treats teaching as an experimental process, recognizing the necessity of turning 
reflection into action, choosing between alternatives, and critically evaluating the 
process. (Hextall, et al., 1991)  
 
In the light of the problems the term 'competences', might refer to the  sorts of 
competences that are examples of what he and others describe as learning to be 
capable of or the 'core skills' of professional education. It is suspected that in learning 
to be capable the quality of the experience and quality of the outcome are extremely 
difficult to disentangle in practice, whatever the theory of an outcome-led approach to 
education and training. On the other hand, if there are good grounds for requiring 
people to take courses, rather than merely demonstrating their capability, we surely 
owe it them (especially if they are mature students) to make explicit why the 
particular learning experience of being on a course is an essential facet of quality. 
While there may be a firm philosophical basis for what critics dismiss as the mystique 
of teacher education, both the competency movement and the capability movement 
offer positive scope for its demystification. But to recognise that is by no means 
tantamount to suggesting that quality should be measured, and funding allocated, 
purely on the basis of the number of competences demonstrated by students.  
 
With regard to the market approach to quality, there is a problem about who counts as 
the consumer in the case of teacher education. The student's interest in whether the 
lecturer turns up to lectures is one test of consumer satisfaction, but the future 
employer is likely to be most interested in the quality of the output in relation to its 
affordability. Thus there is confusion about whose consumer choice is assumed to 
constitute the guarantor of quality within the market model of education and training. 
If there are multiple consumers with different interests, then this also implies a need 
to recognise multiple dimensions and multiple measures of quality. As for the paradox 
in of the output in relation to its affordability. Thus there is confusion about whose 
consumer choice is assumed to constitute the guarantor of quality. 
 
Quality Control and Quality Assurance 
 The Academic Unit Audit (AAU) established by the Committee of Vice-Chancellors 
and Principals (CVCP) defines terms in this way: 
 - Quality control is an operational function applied at all levels by an institution to its 
teaching activities, and is concerned in detail with the way these are organised, 
undertaken and evaluated, in order to ensure fitness for purpose, an optimised use of 
resources, and the achievement of their identified goals  
- Quality assurance is concerned with the way in which an institution, in discharging 
its corporate responsibility for the courses and qualifications it offers, satisfies itself 
that it has effective structures and mechanisms in place to monitor the quality control 
procedures employed, and that these promote the enhancement of existing standards 
 - Quality audit is the monitoring of those structures and mechanisms to ask of 
institutions how they themselves make sure that their own standards are adequate. 
Although there are those who argue that the only thing that matters is where you get 
to rather than how you get there, the notion that stressing exit criteria and 
competences inevitably involves the abandonment of a concern with the quality of 
input, process and content variables is a false one. Even Gilbert Jessup (1991), 
identified as the high priest of the outcome-led approach, argues that the whole point 
of specifying outcomes is to promote learning, presumably by improving the quality 
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of the learning experience. A concern with quality must therefore inform the whole 
process of education and training. Furthermore, it is important to be able to compare 
the quality of different ways of reaching the same outcome, as well as different 
outcomes. It is therefore entirely appropriate to employ a whole variety of 
performance and quality indicators. These will almost certainly need to embrace 
input, process, content, and output indicators along a variety of dimensions, as well as 
multiple measures of efficiency and effectiveness, such as how much value is added at 
what cost. One way in which the different emphases of the different traditions might 
be brought together is under the currently-fashionable concept of Total Quality 
Management or TQM (Marsh, 1991). Although often rejected because of its 
provenance in the world of business and industry, its emphasis is on the whole culture 
of an organisation becoming committed to customer satisfaction through continuous 
improvement, and with providing all employees with practical techniques to measure, 
test and improve standard operating techniques and develop innovative solutions to 
complex problems. One piece of advice offered to managers moving in this direction 
is: “No longer put your best and most reliable people in inspection. Rather re-orientate 
the whole organization to start thinking about the prevention of problems rather than 
their detection.” (Cook, 1990). 
There are certainly some problems about applying this approach to education, 
especially given the need to attend to multiple conceptions as well as multiple 
dimensions of quality (Williams, 1991), and the language employed would clearly 
need to be adapted for the education context. Nevertheless, it is an approach that 
argues that all workers should be treated as professionals, a stark contrast to the 
government's tendency to want to deskill professionals and make them subject to 
models of control that are now regarded as outmoded in much of business and 
industry. Interestingly, a Green Paper recently produced by the CVCP (Elton and 
Partington, 1991) argues that TQM is an approach to quality control particularly well-
suited to collegial cultures such as those found in universities. It might thus provide a 
more positive basis for moving forward than the mere defence of past academic 
practice, while its emphasis on the whole culture of the enterprise might serve to 
recapture the holistic notion of quality. In the Teacher Education field, serious 
attempts are being made to assess the relevance to education and training of TQM and 
the possible relationship between them (FEU, 1991). 
Among other things, quality teacher education requires:  

(i) A genuine partnership between the various stakeholders (training 
institutions, schools, LEAs, etc) in all routes to Qualified Teacher Status.  

(ii)   A clearer definition of the competences (or core professional skills) 
required by teachers as reflective practitioners. 

(iii)  Monitoring of academic validation through a quality assurance system, 
based on the best practice developed under CNAA.  

(iv) Administration of professional accreditation through a re- constituted and 
representative version of CATE or through a GTC, with strong extra-
professional representation to ensure public accountability.  

(v) Sensitivity to local and sectional needs within this national framework.  

With such a framework, teacher education could both control and assure quality 
and hopefully counter the ill-informed attacks from the mass. But whether the 
present government can ever be reassured about the quality of teacher education is 
doubtful. This takes us back to its interest in the market approach to quality 
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control. There is currently a renewed onslaught against teacher education and we 
are once again being told that teacher education is not up to the job. It is quite 
possible that ministers will respond by giving increased significance to market 
forces, rather than either academics from higher education or a National 
bureaucracy like NCTE, in determining standards in teacher education. However, 
the Government's partial retreat from a purely market led approach to quality 
suggests that it is worth putting the arguments for a more sophisticated approach. 
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