
Institutional and  school-based 
training 

Introduction 
The term institutiona l mean s here a place of higher education which provide s 
education an d training for the preparation o f future teachers . Such institution s 
invariably provide continuing education fo r those already i n the teaching pro-
fession. School-base d trainin g i s not a  ne w concept . I n th e latte r par t o f th e 
nineteenth centur y an d th e early par t o f thi s century i n Britain , most primar y 
school teachers learnt the skills of their art on the job as pupil teachers . It was 
only when teachers ' college s an d universit y facultie s wer e set up fo r the spe-
cific ai m of training teacher s tha t teacher educatio n becam e institutionalised . 

The process of institutionalisation eventuall y led to teacher education bein g 
included within the formal structure s of higher education alongsid e law, med-
icine an d engineering . Apar t fro m som e difference s amongs t Europea n an d 
American system s o f teacher education , institutionalisatio n i n terms o f highe r 
education ha s provide d bot h th e trainin g an d mean s o f accreditatio n fo r 
teachers i n primar y an d secondar y school . I n developin g countries , institu -
tions o f highe r educatio n suc h a s universit y facultie s o r institute s ac t a s loc i 
for th e trainin g o f secondar y schoo l teachers , whil e primar y schoo l teacher s 
are trained i n government colleges . This situation i s changing slowl y as more 
primary teacher s ar e being trained i n affiliated college s and institutes . 

However, th e process o f institutionalisatio n o f teacher educatio n ha s com e 
under attac k fro m th e teaching profession a s well a s government. I t has bee n 
felt tha t student s spen d to o muc h tim e ou t o f schoo l durin g thei r trainin g 
period an d to o muc h tim e studyin g theor y a t colleg e an d university . I n 
England an d Wales , institutionalisatio n o f teache r educatio n ha s bee n halte d 
since th e earl y 1980 s fo r bot h politica l an d professiona l reasons . Fro m th e 
political standpoint , movin g mor e o f teacher educatio n t o the school s woul d 
provide fo r greate r accountabilit y an d ma y even be mor e cost effective . Fro m 
a professional poin t o f view, more time spent i n school during training would 
mean tha t teacher s woul d deriv e bette r experienc e fro m bein g o n th e job . 
What follow s i s a  brie f discussio n o f th e change s tha t hav e take n plac e i n 
England an d Wale s ove r th e las t te n t o twelv e years , i n which progressivel y 
more tim e ha s bee n spen t b y student s i n school a s par t o f thei r preparatio n 
for teaching . 

The system reformed  and  still  changing 
In describin g th e patter n o f teache r educatio n i n Englan d an d Wales , i t i s 
important t o stress fro m th e outse t tha t thi s i s an are a o f rapi d change . Thu s 
this description concentrate s on th e reforms tha t have taken place since 1984. 
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CARIBBEAN ISSUE S I t i s only no w tha t mos t o f th e reforms hav e been complete d an d i t i s likely 
AND DEVELOPMENT S tha t mor e change s t o th e syste m o f teache r educatio n wil l tak e plac e durin g 

the decade . Th e Secretar y o f Stat e fo r Educatio n (i.e . th e Ministe r o f 
Education) ha s th e powe r t o approv e mode s o f entr y int o th e teachin g pro -
fession fo r stat e school s i n Englan d an d Wales . Sinc e 1984 , successiv e 
Secretaries o f Stat e have use d thi s powe r t o contro l an d monito r th e conten t 
of teache r educatio n courses . I n 1984 , th e Departmen t o f Educatio n an d 
Science (DES), now th e Department Fo r Education (DFE) , and th e equivalen t 
of a  Ministr y o f Educatio n i n othe r countries , se t dow n tigh t guideline s fo r 
both PGC E and B . Ed. courses . The DE S specified tha t a  degre e awarde d t o 
students must be relevant either to the secondary subject which they intende d 
to teach or , in the case of primary teachers, to an importan t are a o f the school 
curriculum. Whilst this specification migh t seem uncontentious , i t has had th e 
effect o f reducing, i n particular , th e number o f social scienc e an d othe r grad -
uates eligible to become teachers. In the case of B. Ed. courses, the DES spec-
ified tha t a t leas t hal f o f th e cours e shoul d b e spen t o n degre e leve l subjec t 
studies related to subjects i n the school curriculum . In the case of courses fo r 
primary schoo l teachers , thi s wa s late r change d t o allo w mor e tim e t o b e 
spent o n th e application o f subject studie s t o th e primar y curriculum . 

The detailed stipulations by the DES in 1984 about the curriculum of higher 
education course s was a  marked chang e fro m previou s policie s an d practice . 
It i s wort h specifyin g som e o f th e detail s o f thes e stipulations . Al l tutor s 
involved i n th e educatio n o f studen t teacher s wer e require d t o spen d th e 
equivalent o f half a  day per week teachin g in school themselves . The amoun t 
of time that primary students should spend studying English and mathematic s 
was specified , a s wa s th e minimu m amoun t o f tim e the y shoul d spen d i n 
schools. The way s i n whic h school s shoul d b e involve d i n cours e plannin g 
and i n th e arrangemen t fo r admissio n o f student s t o course s wer e als o 
specified. 

In addition to these stipulations on courses, the DES set down new arrange-
ments t o formalis e th e Secretar y o f State' s power s wit h regar d t o th e officia l 
approval of awarding Qualified Teacher Status (QTS). This involved the estab-
lishment o f a  quasi-autonomou s non-governmenta l organisatio n (QUANGO ) 
called th e Committee for th e Accreditation o f Teacher Educatio n (CATE) . The 
members o f CATE are appointe d b y the Secretar y o f State . The Committe e i s 
responsible fo r advisin g th e Secretar y o f Stat e a s to whethe r specifi c course s 
should b e approve d a s bein g allowe d t o awar d QTS . Ther e followe d a n 
extensive monitorin g exercis e whereby al l teacher educatio n course s i n insti -
tutions concerne d wit h teache r trainin g ha d t o b e submitte d t o CAT E fo r 
approval. Thi s monitoring wa s al l the mor e rigorou s i n tha t eac h submissio n 
to CAT E had t o b e previousl y approve d b y a  loca l sub-committe e o f CATE. 
(This procedur e wa s discontinue d i n 1992. ) Furthermore , ever y institutio n 
submitting its courses to CATE had to be inspected by Her Majesty's Inspector s 
(HMI) an d thei r repor t wa s considere d b y CAT E alongsid e th e institution' s 
submission. 

The moves mad e by the DES in 198 4 had tw o ke y outcomes . Firstly , i t led 
to a much greater uniformity amon g teacher education courses in England and 
Wales. Secondly, i t increased the power o f the Secretary o f State over the cur-
riculum o f teacher education . 

The CATE criteria and the CATE apparatus remaine d unchange d unti l 1989, 
when th e DES brought i n changes which were eventually to lead to initiatives 
in shiftin g muc h o f teache r educatio n fro m universitie s an d college s t o 
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primary and secondary schools, thereby reducing the role of higher educatio n 
in the training o f teachers , (DE S 1989) . The DES in 199 2 issued directive s fo r 
this shif t t o tak e plac e a t firs t i n secondar y teache r educatio n only . Paralle l 
changes fo r th e primary phas e hav e no w bee n introduced . I t i s the intentio n 
of th e governmen t t o shif t al l secondar y teache r educatio n t o bein g school -
based an d thi s i s virtually complete . 

Many institutions are already attempting to make their courses more school-
based. Thi s involve s no t onl y mor e tim e spen t o n schoo l practic e bu t als o 
teaching activities 'on site' that had previously been offered withi n the teacher 

SELECTED ISSUE S 

Figure 13 A  five school cluste r and relationships within the cluster and with 
the higher educatio n institutio n (HEI ) 

Source: Thomas, E. (1993) 

Key 
Flow o f studen t teachers an d HEI staff int o schools from HE I 

Use by schools o f HE I services an d facilities 

Reciprocal us e by cluster school s of thei r services and their facilitie s 

Figure 14 Schoo l E of a cluster used as a venue for some aspects of school-
based trainin g involvin g studen t teacher s from  al l five  schools wit h possibl e 
inputs fro m HE I 

Key 
Source: Thomas, E. (1993) 

Flow of student teachers and HEI staff to a cluster school for some aspects 
of training 
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CARIBBEAN ISSUE S educatio n institutions . For example, a group of four primary schools might be 
AND DEVELOPMENT S clustere d withi n a n area ; fiv e o r si x student s ar e the n place d withi n eac h 

school fo r various form s o f teaching experienc e (see Figures 1 3 and 14). 
It i s then possibl e to locate th e students togethe r i n one of the schools or 

at the higher education institutio n for instruction. Tutors from the schools and 
the highe r educatio n institution s coul d the n hol d seminar s an d more forma l 
discussions. In this way, the education o f teachers is increasingly taking place 
in schools . As this partnershi p betwee n school s an d institution s develops , a 
larger proportion o f the responsibility fo r the teaching and assessment o f the 
PGCE course will shift t o the schools. Schools receive additional resource s for 
this provision . 

For th e las t 3 0 or so years , th e PGCE fo r secondar y schoo l teacher s ha s 
been a  on e year course , ru n and validated b y eithe r a  universit y o r by the 
Council For National Academic Awards (CNAA) now defunct, whic h validated 
teacher educatio n course s i n polytechnics o r colleges . The broad outlin e of 
the secondar y schoo l PGC E course ha s remained substantiall y unchanged . I t 
has been schoo l subject-base d i n the main, meanin g tha t th e principal focu s 
of the course was on how to become a  teacher of a secondary school subject . 
Figure 1 5 below shows the organisational structure which mos t PGCE training 
courses follow . 

In broa d terms , th e 3 6 week PGC E cours e ha s consiste d o f thre e mai n 
elements: 

• Supervise d teachin g practic e (variousl y know n i n othe r countrie s a s 
teaching practice [TP] , school experience , practicum ) 

• Method s o r curriculum element , relatin g t o th e teaching o f the chose n 
school subjec t 

Figure 15 Mainl y school-based postgraduate initia l teacher training with 70% 
school practicu m allocatio n i n Year 4 (projected below ) 

Key 

UG = Undergraduat e study 

PG = Postgraduat e study 

College or faculty-based studies 

School-based practicum 

Note: Duratio n of a term is 12 week 

Source: Thomas, E. (1995) 
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• Foundatio n o r educatio n element , relatin g t o broader educationa l issue s SELECTE D ISSUE S 
and sometime s studie s o f th e educationa l disciplines , fo r example , 
psychology, philosophy . 

Although method s o f assessmen t varie d considerably , mos t course s ha d a t 
least tw o element s i n th e final  assessment , namel y a  forma l assessmen t o f 
teaching practic e and a n assessmen t o f a  range o f written work don e i n rela-
tion t o the othe r tw o element s o f th e course . Up t o th e present , highe r edu -
cation institution s develo p an d us e thei r ow n mode s o f assessmen t fo r 
teaching practic e an d cours e work . 

There ha s neve r bee n a  consensu s amongs t teache r educator s i n Englan d 
and Wale s a s t o th e optimu m tim e allocatio n o f teachin g practice . Althoug h 
there i s a  statutor y minimu m tim e o f 1 5 week s o f supervise d teachin g 
practice, thi s ma y occu r i n fou r si x weekl y block s o r eve n a  1 2 week ter m 
block. Som e teaching practice i s from Monda y t o Friday and som e takes fou r 
days o f a  wee k wit h th e remainin g da y bein g spen t i n th e teache r trainin g 
institution. 

During teachin g practic e th e studen t observe s lesson s a s wel l a s teaching , 
and in most cases is involved in the total life of the school, for example, taking 
part i n schoo l in-servic e educatio n an d trainin g (INSET ) day s o r workin g i n 
the pastora l car e syste m o f th e school . (Mos t secondar y school s i n Englan d 
and Wale s hav e tw o paralle l administrativ e structures , eac h heade d b y a 
deputy head. The first is an academic structure, based on subject department s 
and th e second i s a pastoral car e structure, based o n a  house o r year system . 
In practice , a  majo r preoccupatio n o f th e pastora l car e syste m i s discipline. ) 
The lesson s tha t th e student teache s ar e observe d b y teache r trainer s a s well 
as b y th e teacher s i n th e school . Th e final  repor t o n th e studen t i s a  join t 
product, bot h th e schoo l an d th e trainin g institutio n givin g judgementa l 
reports. Student s wh o ar e clearl y failin g ar e give n considerabl e suppor t b y 
both schoo l an d trainin g institutio n bu t i f success seem s unlikel y th e studen t 
will be encourage d t o withdraw, avoidin g forma l failure . 

The othe r tw o elements , curriculu m an d educationa l studies , use d t o tak e 
place mainl y withi n th e teache r educatio n institutio n bu t ar e increasingl y 
becoming school-based . Curriculu m studie s concentrat e o n givin g students , 
with a  formal academi c background i n their chosen subject , furthe r skill s that 
will enabl e the m t o teac h th e subjec t i n a  secondar y school . Thus , fo r 
example, intendin g Englis h teacher s would dea l with issue s such a s teachin g 
children t o read , meetin g th e need s o f bilingua l learner s i n th e classroom , 
studying how childre n develo p languag e skill s and lookin g a t the wide rang e 
of children' s literatur e availabl e fo r us e i n the classroom . 

Education, foundatio n o r professional studie s are some of the names given 
to the third elemen t i n the course . Some foundation studie s includ e philoso -
phy o f education , psycholog y o f education , comparativ e educatio n an d s o 
forth. However , man y institution s prefe r a  more issu e o r thematic basis to the 
study of the Foundations . Issues such a s intercultural education , teachin g an d 
learning an d inne r cit y education coul d be amon g those issue s being studie d 
by the students . 

In the new school-based model all three elements are merged in the course, 
with th e ai m o f makin g a  mor e coheren t an d relevan t whole . Muc h o f th e 
content o f th e olde r styl e o f cours e i s likel y t o remain , bu t ther e i s a  majo r 
restructuring i n cours e delivery . I n addition , th e partie s t o tha t restructurin g 
have changed; th e schools are now formal partner s i n the process. Of course, 
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CARIBBEAN ISSUE S school s alway s were i n partnership with teache r educatio n institutions , but i t 
AND DEVELOPMENT S wa s a n unequa l relationship , i n which th e partnership wa s mainl y controlle d 

by th e highe r educatio n institution . Now , i t i s a  more equa l an d forma l part -
nership, wit h th e likelihoo d tha t school s wil l b e th e senio r partne r i n th e 
future. Th e ke y t o the partnershi p is , of course , resources . Unless th e natur e 
and distributio n o f resources both huma n an d materia l ar e properly finance d 
and planned , an y form o f partnership wil l suffer . Th e concep t o f partnershi p 
involves a  number o f key changes . These are discussed below . 

1 Partnership  and  course  structure 

Negotiation of the school-based course is between the schools and the teacher 
training institution . Som e o f th e possibl e consequence s o f thi s institution-to -
institution negotiatio n wil l b e discusse d later . What i t currently mean s i s that 
the methods and foundation element s o f the course are within the constraint s 
set by government (CATE) guidelines. This is increasingly being set as a result 
of length y discussion s betwee n teacher s i n school s an d staf f i n IT E institu -
tions. Seminars and investigativ e work ar e now mor e often tha n not , don e i n 
the school , ofte n wit h schoo l staf f participating . 

2 Partnership  and  teaching  practice 

Although th e mode l o f supervise d teachin g practic e remains , PGC E student s 
are i n school an d classroom s fo r muc h longe r period s o f time , no t necessar -
ily teachin g thei r subjects ] bu t producin g materials , assistin g childre n wit h 
learning difficulties , assessin g whol e schoo l policie s i n relatio n t o compute r 
use o r equa l opportunities , engagin g i n discussio n wit h staf f an d othe r stu -
dents, preparing assessmen t assignment s an d s o on . 

3 Partnership  and  assessment  of  beginning  teachers 

More flexibl e mode s o f assessmen t ar e evolving t o mee t th e changing natur e 
of th e courses . 

4 Organisational  and  administrative  aspects  of  partnership 

In th e nea r futur e school s wil l b e responsibl e fo r mos t o f th e training , an d 
may 'bu y in ' course s an d othe r expertis e fro m teache r educatio n institutions . 
The latte r institution s wil l stil l validat e th e qualification , thoug h validatio n 
without academi c contro l i s likely to be problematical . 

It i s clea r th e development s discusse d abov e ar e dramaticall y changin g 
initial teacher education institutions , and will , in the long run, change school s 
as well. It is likely that this period o f profound chang e and it s effects wil l last 
for th e foreseeabl e future . 

Current and  future  issues 
There ar e a t leas t five  main issue s whic h preoccup y thos e give n th e tas k o f 
administering an d plannin g teache r educatio n i n Englan d an d Wale s i n th e 
next fe w years . These ar e discussed below . 
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1 Governmen t polic y and partnership i n ITE SELECTE D ISSUE S 

On th e surface, i t might appea r tha t what i s happening t o initia l teacher edu -
cation in England and Wales is that changes which were already taking place, 
as a result of initiatives taken by the training institutions and schools, are now 
being speede d u p b y centra l government . I t woul d appear , fro m thi s per -
spective, tha t al l side s wan t a  close r relationshi p betwee n th e school s an d 
higher educatio n institution s an d tha t th e bes t typ e o f trainin g i s one tha t i s 
well structure d an d school-based . 

This ma y no t b e strictl y th e case . Ther e ar e difference s betwee n govern -
ment policy and the thinking of many teachers and teacher educators over the 
content an d perhap s th e very purpose o f teache r education , an d th e motive s 
behind school s an d highe r educatio n institution s bein g brough t int o a  close r 
partnership. I n th e Government' s view , teacher s shoul d b e expert s i n thei r 
academic subjec t an d lea m ho w t o teac h 'o n th e job* . Thus , universitie s 
should giv e intendin g teacher s academi c expertis e i n thei r first  degree , wit h 
the 'o n th e job' training being don e i n the schools . Only academi c validatio n 
and som e professiona l assistanc e woul d com e fro m th e teache r educatio n 
institutions. If schools are given responsibility for educating teachers, they will 
ensure tha t classroo m an d subjec t relate d trainin g i s provided . I f th e schoo l 
requires an y extra expertis e they would contac t a  higher education institutio n 
and 'buy in ' the services they need from th e higher education institutions . The 
system alread y operate s i n relatio n t o INSET and othe r form s o f professiona l 
development fo r teachers . 

The teachers' and the teacher educators ' view is that they also want a closer 
relationship wit h schools , bu t i n thei r case , i t i s to provid e a  mor e coheren t 
course that brings educational theor y and practice into a mutually illuminativ e 
relationship. Thus bot h side s wan t mor e school-base d work , on e t o mak e i t 
more practica l an d les s theoretical , th e othe r t o seek a  more productiv e uni -
fication o f theor y an d practice . 

How thi s wil l b e resolve d i s not ye t certain , fo r althoug h th e Governmen t 
is clearly in control of teacher qualification, th e teaching profession a s a whole 
is wary o f any initiativ e which the y see a s de-professionalising thei r work . 

This i s becaus e man y teacher s wil l find  th e loosenin g o f th e link s wit h 
higher educatio n i n thei r trainin g t o b e a  downgradin g o f th e qualification , 
given th e status o f universitie s within educatio n i n England an d Wales . 

2 Th e schoo l a s a venue fo r teacher educatio n 
A further potentia l issu e tha t relate s t o thi s i s tha t althoug h school s wil l b e 
given a  majo r responsibilit y fo r educating , ther e i s n o stron g feelin g tha t 
schools wan t thi s role o r have th e resources adequatel y t o fulfi l it . Thus, tha t 
which i s a  majo r professiona l concer n o f teache r educator s ca n neve r b e o f 
equal concer n t o a  school , whos e primar y missio n i s th e educatio n o f 
children. 

3 Financin g th e partnershi p concep t 

In relatio n t o finance,  th e intentio n i s t o channe l th e majorit y o f th e finance 
for ITE to schools, although whether i t is administered fro m th e school o r th e 
ITE institution remain s to be decided . The issue for both sides i s that the rea l 
cost o f educatin g teacher s ha s alway s bee n hidden . I f training i s to b e don e 
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CARIBBEAN ISSUE S a t ful l cost , th e amoun t o f governmen t resourcin g i s no t sufficient . Fo r 
AND DEVELOPMENT S example , a n IT E institutio n ha s norma l academi c runnin g costs , suc h a s 

libraries, which take a considerable portion o f the student's fee . If 80 per cen t 
of th e fe e goe s t o th e school , a s ha s bee n suggested , ho w ca n libraries , o f 
importance to all in education, be preserved? Similarly, as a result of the finan-
cial delegatio n o f budget s (LMS) , school s ar e no w havin g t o cos t activitie s 
which were previously uncosted. (LMS - Loca l Management o f Schools which 
involves th e devolutio n o f financ e an d genera l administratio n fro m LEA s to 
schools. This was a  majo r elemen t i n th e 198 8 Education Act. ) For example , 
a teache r observing an d commentin g o n a  clas s taken b y a  student ma y no w 
need costing , particularl y i f the commentin g par t take s place afte r th e lesso n 
has ended . I f the mor e senio r staff , suc h a s head s o f department s o r deput y 
heads ar e t o spen d mor e tim e o n teache r education , wh o wil l pa y fo r this ? 
Even i f the student fe e covere d th e rea l cos t o f these people' s time , which i t 
would not , school s ma y argu e tha t suc h senio r staf f hav e othe r mor e impor -
tant things to d o with th e tim e tha t i s not spen t teachin g children . 

Even i f thi s broade r staffing/resourc e issu e i s resolved , th e teacher s i n 
charge o f student s wil l nee d thei r involvemen t i n IT E costing , a s doin g thi s 
type o f work ca n tak e u p a  lo t o f expensiv e time . I f th e membe r o f staf f i s 
senior enough t o do this job, they probably have other skills which the school 
is much mor e keen o n using , fo r exampl e i n staff development . Ye t a school 
can se e rea l benefi t i n relation t o staf f developmen t whic h i s less obvious i n 
relation to ITE. In other words, benefit t o the education service generally, an d 
benefit t o a n individua l schoo l ar e tw o differen t thing s fro m th e perspectiv e 
of many schools . 

4 Partnershi p an d schoo l managemen t issue s 

The issu e o f responsibilit y i s equall y complex . Change s i n educatio n an d 
especially school management practices consequent upo n th e implementatio n 
of th e 198 8 Education Ac t have mean t a  decline i n th e autonom y o f curricu -
lum department s i n schools . I n addition , becaus e o f th e fundin g issue s 
involved, school management increasingl y take s a  major par t i n school-based 
teacher education often giving responsibility for this to a member of the senior 
management team. This is leading, in turn, to an erosion of the dominant posi-
tion o f curriculu m department s i n initia l teache r educatio n institutions . Th e 
effect o f thes e change s i n th e lon g ter m fo r th e futur e o f th e curriculu m 
departments i n ITE institutions remain s obscur e a t present . 

5 Partnership , course validation and accreditation issues 
Mention shoul d agai n be mad e o f issue s o f validation an d accreditation , an d 
decisions abou t whic h partne r i s responsibl e fo r workin g ou t th e overal l 
framework o f the course an d it s validation. Unless the issu e o f validation an d 
accreditation i s resolved, th e whole concep t o f partnership i s seriously threat -
ened. The dange r i s that school s ma y contro l th e resourcin g o f IT E but onl y 
colleges an d universitie s contro l th e cours e approval s an d th e awards . 
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Implications of  the  British reforms  for the  SELECTE D ISSUE S 

CARICOM advisory task force 
The CARICO M advisory tas k forc e se t out a number of advantages in having 
most of ITE switch fro m college s to schools alon g the line s tha t ar e outline d 
above for England and Wales. The task force listed seven key advantages were 
ITE to become a mainly school-based model . These appea r below : 
(0 School s wil l no t have t o find  substitut e teacher s i n orde r t o releas e 

teachers for training, 
(ii) Studen t teacher s wil l b e abl e t o atten d classe s a t the colleges durin g 

vacation tim e an d avoi d an y disruption a t the school , 
(iii) Teache r trainin g wil l be taking plac e i n the same contex t i n which the 

teacher ha s to operate, 
(iv) Mor e teachers can be trained since a training environment will be create d 

within th e school , 
(v) Th e teacher trainer s woul d b e assisted b y experienced teacher s i n th e 

school wh o can serve a s maste r teacher s an d by the principa l and 
education officer s wh o ca n assis t with th e supervision of trainees, 

(vi) Trainee s wil l be challenged t o evaluate thei r ow n performanc e an d so 
will be developing skills that ar e necessary to monitor thei r professiona l 
development afte r th e trainin g period , 

(vii) Trainees would be able to develop research skill s since their interaction s 
with supervisors an d teache r trainer s will be based on data collecte d by 
them usin g the classroo m as a laboratory. 

However, i t would b e worth th e task forc e bearin g i n mind tha t i f school-
based IT E is to be adopted a s a mode l o f Caribbean teache r education , a 
number o f cautionary point s nee d t o be taken int o accoun t b y those who 
make the final  decisions abou t usin g th e model . 

• Epistemologica l consideration s relate d to training teacher s mainl y in 
schools raise s serious question s abou t th e capacit y an d expertis e of 
school teacher s to carry ou t th e so-called educativ e rol e of teacher 
training. Unles s there ar e well planne d strategies  for sound liaiso n 
between highe r educatio n institution s an d school s to maintain staf f 
expertise an d awarenes s in fields such as psychology, philosophy , soci -
ology, subjec t knowledg e an d up to date researc h findings,  newl y 
trained teacher s wil l be the poorer . It is not sufficien t fo r school-based 
training to focus onl y on day to day school teachin g an d learnin g tasks , 
teachers nee d to be stimulated to think abov e the leve l of the class-
room as well. 

• Pedagogica l practic e in general benefit s fro m trainee s being in day to 
day contac t wit h classroo m teaching , althoug h th e qualit y of this 
contact doe s depen d o n the motivation , commitmen t an d competenc y 
of a particular schoo l staff . However , unles s school-based IT E is organ-
ised in such a  way tha t trainee s an d thei r mentors hav e the opportunity 
to widen thei r experience by sharing expertis e an d bein g exposed to 
new idea s abou t deliver y an d communication , lik e epistemology , peda -
gogy will be limiting and to o narrow. Schoo l cluste r arrangement s wit h 
inputs fro m highe r educatio n coul d be a way of overcoming thi s 
problem. 

• Accreditatio n i s clearly a very sensitive issu e and i t is unlikely tha t in 
developing countrie s certificatio n decision s wil l be left entirel y up to 
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CARIBBEAN ISSUE S schools . However , i t is important tha t th e views o f experienced schoo l 
AND DEVELOPMENT S staf f concerne d wit h IT E are represented o n whateve r awardin g bod y 

is chosen fo r accreditation . A committee o f senior teacher s an d schoo l 
principals o f ITE schools needs t o be se t u p an d hav e strong represen -
tation o n th e main accreditatio n agency . 

• Financia l incentive s ar e a n extremely importan t par t t o any ITE 
scheme. Unless those staf f responsibl e fo r trainin g ar e remunerated fo r 
their rol e a s trainers , the system wil l not work effectively . Similarly , 
school principal s wil l need t o have additiona l financ e t o cove r extr a 
expenditure relatin g to training . I n some situations i n the Unite d 
Kingdom, staf f ar e offere d tim e off fro m thei r dutie s i n lieu o f extr a 
salary. This time i s usually spent i n following in-servic e course s or i n 
marking an d preparation . 

• Trainin g fo r both mentor s an d principal s would b e essentia l i f the 
system i s to work successfully . Fo r mentors , continuou s an d up-to-dat e 
training in monitoring, assessmen t an d supervisio n woul d be a  neces-
sary par t o f any programm e o f ITE staff development . Principal s woul d 
also need trainin g i n management training , budgeting an d developin g 
expertise i n training trainers . 

• Organisatio n an d managemen t o f school-based IT E is probably on e of 
the main key s t o the success o f the scheme. This i s especially th e cas e 
when school s ar e liaising with highe r educatio n institutions , othe r 
schools and , where necessary , regiona l an d nationa l educatio n office s 
and personnel . 
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