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Abstract

One route to becoming a qualified teacher in England is to complete a Post Graduate
Certificate in Education. The first obstacle for these potential teachers is to be
successfully selected onto a course. The potential teachers need to possess the
appropriate personal and intellectual qualities required to become teachers. This
study has sought to uncover how the gatekeepers to the teaching profession- the
subject tutors and practising teachers involved in the selection process make the
decisions as to whether a potential teacher has these appropriate personal qualities.

The study considered what the potential teachers own construct of a teacher was, as
they arrived for the selection interview. It explored what the practising teachers and
subject tutors consider as appropriate qualities for these potential teachers.

This research used grounded theory as the methodology for exploring how these
potential teachers are selected onto an Initial Teacher Education programme.

The analysis of the research has led to five emerging themes and a possible model to
illustrate how the subject tutors and teachers select these potential teachers. The
research highlights that the subject tutor interviews are semi structured in nature. It
suggests that subject tutors expect these potential teachers to exhibit some evidence
of six groups of ‘qualities’. These include; personal qualities (including the ability to
reflect on their own development), subject knowledge for teaching, enthusiasm for
the subject, experiences of observing or working with pupils, some knowledge of
schools settings and some knowledge of the teaching profession. The practising
teachers similarly expect potential teachers to have, personal qualities, vocational
qualities, some knowledge of their subject and some knowledge of teaching. The
research suggests that there is congruence between what the gatekeepers to the
teaching profession often refer to as their ‘gut feelings’ about the potential teachers
and the qualities referred to in research studies. This may give the gatekeepers
greater confidence that their professional judgements are secure, and that ‘gut
feelings’ masquerading as professional judgment can be relied upon!
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Chapter One

Background to the Research

Introduction

The selection of potential teachers is an important process. There are approximately
441,000 full time equivalent teachers employed in state funded schools (DCSF
2008). Each year the Training and Development Agency for Schools (TDA) plans to
recruitment further potential teachers who will complete a period of training to
enable them to work in schools. In 2006, 20,392 potential secondary teachers began a
training course to join the teaching profession (TDA 2009). These potential teachers
will follow a course which will lead to an academic award and a recommendation for
Qualified Teacher Status (QTS). The award of QTS enables these newly qualified
teachers (NQTs) to begin their teaching career in state schools. As teachers they will
have direct and indirect influences on the lives of the nation’s children and ultimately

influence many aspects of society.

There are several different routes which a potential teacher can choose to follow. The
choice depends on the age range a teacher wishes to teach, - early years, primary,
secondary or post 16 students. There are options of three or four year undergraduate
routes, or following the award of a first degree, a postgraduate route. The
postgraduate routes offered at present include a postgraduate certificate in education
(PGCE) which includes study at Masters Level. Alternatively a professional course
with the award of QTS (without Masters Level credits)is offered. These routes are
mainly offered by Higher Education Institutions. There are additional routes such as

the Graduate Teacher Programme (GTP) and School Centred Initial Training



Schemes (SCITTs), which are mainly school based. Whichever route these potential
teachers choose to take, the first hurdle is to be selected onto the course. Challen and
Byrne (2004) comment that:
...there appears to be little in the way of an evidence base for effective
recruitment of trainees, individual providers basing their practices on
tradition, opinion and administrative expediency. (p.3)
With this significant number of secondary potential teachers being recruited each
year (20,392 in 2006; TDA 2009) it is essential that these potential teachers, are able
to rise to the challenge of teaching effectively. The recruitment and selection of these
potential teachers is the responsibility of the teacher educators and those providing
the training and preparation of the new teaching workforce. Calderhead and Gates

(1995) refer to these teacher educators as having a:

...gatekeeping function, guarding the entry and ensuring quality control in
the production of teachers... (p.4)

This research aims to explore the selection of potential teachers onto a secondary
postgraduate certificate in education course. Whilst it centres on the selection
processes undertaken at one institution it draws on applicants and teachers beyond

the institution.

Context of study

The impetus for this study arose from a desire to understand the admission process at
the institution, where the author had taken on the challenge of Admissions Tutor for
the secondary PGCE course. It was relatively straightforward to establish the
mechanistic processes and systems that enabled this selection of potential teachers.
On reflection however it was difficult to quantify what actually happened during the

interview processes and how the decisions about the suitability of a potential teacher



were reached. It appeared that literature in this area indicated there was little research

into this aspect of selection as indicated earlier by Challen and Byrne (2004).

Teacher education

This research study considers the selection of these potential teachers (applicants)
onto a PGCE course which aims to enable course participants to become effective
teachers. The Sutherland Committee’s report to Dearing (Sutherland Report 1997)
suggested that:
...the purpose of teacher education and training should be to produce
professional teachers who have the theoretical knowledge and understanding,

combined with practical skills, competences and commitment to teach to high
national standards. (p.4)

The debate over the role of teachers and subsequently the role of teacher education
has been long standing (see Lomax 1973; Dent 1977; Alexander, Craft and Lynch
1984; Pring 1999). Presently the selection and education of these potential teachers
by institutions is governed by the guidance from the TDA. The TDA determines the
numbers of teachers required to maintain a well resourced profession. The TDA also
outlines the initial requirements for potential teachers as well as the professional
standards they have to meet for the award of QTS. These professional standards are
themselves underpinned by the standards set by the professional body for teachers,
the General Teaching Council for England (GTCE) and further explored in their
statement of professional values and standards (see Appendix la). It is within this

framework that the teacher educators work when selecting potential teachers.



Historical perspective

The development of an organised teaching profession in England began in the
nineteenth century. Prior to that time a graduate possessing a Masters degree from
Oxford or Cambridge would be considered qualified to teach by nature of their
subject knowledge. They would have had no formal training on ‘how to teach’ and
required no further qualifications. Williams (1965) and Gillard (2007) discuss the
development of schools from the 6" Century onwards. The first recorded training of
teachers is attributed to Joseph Lancaster in 1805 who created the “Teacher’s
Certificate’. Lancaster (1808) advised the general public to:

...consider no person practically qualified to teach who have not a certificate
from J. Lancaster. (p.12)

Around 1810 the Rev. Dr Andrew Bell began a similar establishment to Lancaster’s.
A training school for teachers was established alongside an actual school. Arising
from Bell’s training schools, which were grounded in the Anglican Church, arose the
first requirement in the selection of teachers. The National Society (based on Bell’s
monitoring systems and formed into the National Society for Promoting the
Education of the Poor in the Principles of the Established Church) discovered that
many applicants for teaching could neither read nor write and resolved that:
...either a certificate of their having these qualifications must be required, or
an examination by us take place before they are admitted to be trained.
(Southey 1844 cited in Hewett 1971 p.13)
In 1839 the Government announced that it intended to establish a State Normal
School at which both Anglican and Nonconformist religious instruction would be
available. This was quickly suppressed by both the National Society and the British

and Foreign School Society (having developed from Lancaster’s first model). This



resulted in the voluntary organisations retaining a key role in the training of teachers.
One outcome was that of Governmental grants now being made available for the
construction of training colleges. In 1846 a new development in the training of
teachers began, called the pupil-teacher apprenticeship where pupils worked
alongside teachers helping younger pupils (Aldrich 1990). This pupil-teacher
apprenticeship system involved the apprenticeship of promising pupils for five years
under the Head Teachers. It was expected that they would work (paid) during the day
and study during the evenings and weekends. At the end of this apprenticeship they
sat for the ‘Queen’s Scholarship’. Passing this scholarship enabled them to access the
training colleges with a grant for two years training. This move provided the schools
with better-trained teachers and enabled apprentices to continue studying with some
payment towards their own education, particularly as the usual school leaving age
was 12 and the entry into the colleges not until 18. Whilst this resulted in pupil
teachers who had more training it did give teaching a low status:

That the pupil-teacher system which proclaimed that teaching a class of

some 60 children was a task which could be entrusted to a teenage

apprentice, was a significant factor in depressing the status of teachers and
teaching. (Aldrich 1990 p.16)

Kay-Shuttleworth (1862) (Secretary of the Government’s Committee of the Privy
Council on Education) noted that the initial teachers were entering the training
colleges:

...not because they had any peculiar fitness for this vocation, but because the
lacked qualifications for any other. (cited in Hewett 1971 p.15)

From 1860 payments for the pupils to study for the ‘Queen’s Scholarship’ ended and
consequently the numbers entering the training colleges dropped. However the rising

population of pupils due to the 1870 Elementary Education Act which introduced



compulsory education for children aged between 5 to 13, meant that there were too
few teachers coming through the system (Gillard 2007). In 1888 a major change in
the training of teachers was introduced. To increase the numbers of trained teachers,
the Government allowed the development of non-residential colleges, which enabled
day training (these had already been operating in Scotland for many years).
Universities and University colleges quickly took up these day training courses
(Aldrich 1990). This brought the training of teachers into an academic arena and
removed the influence of the religious denominations (Dent 1971). This also mirrors
the development of state schools governed by school boards following the 1870
Elementary Education Act (Gillard 2007). Initially this was only for the training of
elementary teachers. These elementary teachers would undertake part of their time
working in schools and part of the time studying teaching methodology in colleges.
At the beginning of the 20" Century the statutory bodies, now newly designated
Local Education Authorities, were allowed to develop training colleges and the
Board of Education began to direct the future of teacher training by removing the
pupil-teacher system. The 1902 Education Act which enabled this, consequently
resulted in the training of teachers moving away from the control of the Church
(Gillard 2007). Eventually in 1911 elementary teachers were able to gain a degree as
part of their training over their four year course (Dent 1971), although this
opportunity afforded by Morant (the first Permanent Secretary to the Board of
Education) was used by Universities to begin to train secondary teachers (Dent

1971).



The First World War (1914 -1918) had a huge affect by reducing the numbers going
into teacher training. No man fit for active service was allowed to enrol for training
and many women preferred the Land Army or nursing (Dent 1971). Emergency
training schemes were put in place for disabled ex-service men (and eventually for
returning soldiers) to try and increase the numbers of teachers required. This became
more critical as the Education Act (Fisher Act) of 1918 raised the minimum age for

school leavers to 14, which by 1921 was in place.

In 1923 the Board of Education reviewed the training of teachers and gave
recommendations both for the recruitment of teachers and also for their training.
Relating directly to the recruitment of teachers one recommendation stated that:
i. All intending teachers should stay at school until the age of 18 and take at
least the School Certificate before entering training college. (Dent 1971 p.19-
20)
With regards to the qualification another recommendation suggested:
iv. The training colleges and the universities should jointly take over from the
Board of Education the examination for the Teacher’s Certificate. (Dent 1971
p-19-20)
For the Teacher’s Certificate, the Board of Education would retain the assessment of
the practical teaching aspect of the Certificate. (Indeed this is still partially observed
training institutions will, once a potential teacher has met all the conditions for the
award of a PGCE recommend him/her for the award of Qualified Teacher Status.
This award being made to the teacher by the relevant governmental department

responsible for education - presently the Department for Children Schools and

Families -DCSF). These recommendations began to take effect in 1929. However the



country then began to enter a period of economic depression, which caused the

number of unemployed teachers to rise (Dent 1971).

In the 1940’s further changes to the training of teachers were made. A study into the
training of teachers was undertaken to inform the 1944 Education Act. The McNair
Report recommended the rationalisation of teacher training provision to a three year
course (Gillard 2007). This Education Act hoped to develop a unified education
system and train teachers to be competent to teach the whole age range. A
consequence of this caused the creation of Schools of Education to be established
within Universities, which would have their training of the teachers recognised by

the Board of Education (Dent 1971).

In 1945 the Board of Education (which became the Ministry of Education) brought in
an emergency scheme for the training of teachers. There was a shortage of teachers
following the war and this shortage was further exacerbated by the leaving age being
raised to 15 in 1947 with plans to increase this to 16 as soon as practicable (Gillard
2007). The normal entrance requirements for teaching were suspended and the
courses condensed into thirteen months to train these additional teachers (Dent
1971). In 1949 the National Advisory Council on the Training and Supply of
Teachers was established to make recommendations (Dent 1971). Along with the
recommendations of the 1944 McNair Report, thirteen Area Training Organisations
were established to coordinate the provision of teacher training. By the early 1950s
the newly-established LEAs had opened 76 new training colleges (Gillard 2007).

Local Education Authorities subsequently took over some of the emergency schemes



that the Government had operated. This increased the provision of teacher training in

England.

The developments in teacher training in the 1960’s included extension of the two
year training course into three years (Gillard 2007), and the development of a four
year Bachelor of Education course in 1963 (Gillard 2007). By the end of the 1960’s

80,000 training places were available for student teachers (Gillard 2007).

The 1970’s saw a peak in the number of initial teachers admitted onto teaching
courses, but the type of courses were beginning to change. Following the James
Report (1972) the one year Post Graduate Certificate in Education (PGCE) was
becoming a more favoured route compared to the Teachers Certificate (this was
phased out in 1979) or the four year education degree course (BEd) for progression
into secondary education (Naish 1990; Gillard 2007). A PGCE for primary education
was also introduced. With the dip in birth rate the number of student teachers was
halved (Circular 7/73 cited in Gillard 2007). By the 1980’s more students were
admitted onto the PGCE programmes than the BEd programmes. Naish (1990)
suggested that this seems to meet with the:

...current ideological preference of the Government for academic standards
as expressed in the specialist study involved in a single-subject first degree.

(p-27)
In the late 1970’s and early 1980’s the Department of Education and Science (DES
which in 1962 had replaced the Ministry of Education) established a set of criteria
for the training of teachers and put the emphasis on training of teachers rather than

educating teachers (Naish 1990). In 1984, in response to the DES’s Circular 3/84,



the Council for the Accreditation of Teacher Education (CATE) was established
(Taylor 1990). The role of CATE was to advise the Government on the Initial
Teacher Training courses in England and Wales and give the Government greater
control over the training of teachers (Naish 1990; Gillard 2007). The criteria
produced during this time to guide institutions in the training of teachers, paralleled

the introduction of the National Curriculum in schools.

In the 1990’s there was a shortage of teachers (New Scientist 1990). At the same
time the Government introduced two new routes into teaching, that of the Articled
and Licensed teachers. The Articled Teacher scheme ran between 1989 and 1994 and
comprised of a two year PGCE where the potential teachers spend 80% of their time
in schools (Furlong et al 1996). The Licensed Teachers allowed mature students
(over 24) with a minimum of two years study in higher education to be recruited
directly into positions in schools and provided with ‘on the job’ training by their

employers (Furlong et al 1996).

In the early 1990’s there was a paradigm shift in the preparation of teachers. The role
of the higher education institutions were required to shift towards ‘partnership’ and
school based training (Department for Education (DfE) 1992, Burn et al 2000). The
emphasis of this being a common approach to school based Initial Teacher Education
(ITE) with a list of shared responsibilities for both institutions and schools and a
need for tutors and teachers to work together in preparing teachers (McCullough
1993). There has been a gradual restructuring of the training of teachers with a

greater emphasis on school based training. This school based training has been

10



embedded with the requirement, that a minimum of two thirds of secondary teacher
training must take place in schools (Boyd 2002) before a potential teacher can be
awarded QTS. With the development of the Graduate Teacher Programme and the
School Centred Initial Training schemes (SCITTs) (Poppleton 1999) this is further
embedded. This shift in emphasis:
...away from the theoretical study of ‘education’ (which the universities claim
to be good at) towards a more school-based model of professional
preparation. (Pring 1999 p.291)

has led to questions being raised about the role of universities in the preparation of

teachers (Pring 1999).

From the 1994 Education Act the Teacher Training Agency (TTA) was established
to oversee all aspects of the training of teachers. In 2005 the TTA was renamed the
Training and Development Agency for Schools (TDA). This change in title reflected
the agency’s wider remit within schools. This broader remit included an overview of
the funding of the courses, the allocation to training providers of subject numbers of
teachers to be trained and establishing criteria (standards) the potential teachers need
to meet to achieve Qualified Teacher Status. Both the Circular 4/98 (DfEE 1998) and
Standards for the award of Qualified Teacher Status (Teacher Training Agency 2003)
give clear guidance on what the potential teachers must complete to gain the award
of QTS. These changes have resulted in less autonomy for the universities and more

central control of the training of teachers by the governmental department.

The most recent changes in the PGCE programmes began in 2007. These changes

have been introduced following the Bologna Agreement on the classification of

11



awards. Courses that are offered as a post graduate course must have elements of
study at Masters level. From 2007 many institutions are offering two courses which
will enable a teacher to be recommended for the award of QTS. The potential teacher
could follow either a:

e Post Graduate Certificate in Education (PGCE) at Masters level or

¢ Professional Certificate in Education (PCE) at higher level.
Alongside this change in the outcome of the course are the revised standards that the
potential teachers need to meet to be recommended for QTS (The Training and
Development Agency 2007). These standards now form the initial standards that are
developed as a teacher progresses throughout their career. Additionally the
requirements were amended for potential teachers entering the profession. The first

cohort to complete these new courses started their training September 2007.

Selection criteria

The selection criteria used for selecting a potential teacher onto a PGCE course in
any institution is guided by the requirements published by the TDA. The data for this
research was collected between 2004 and 2007 when the underpinning guidance for
ITE was that published by the TTA in 2003 (Teacher Training Agency 2003). The
requirements and discussion of them are therefore applicable to that earlier guidance.
In September 2007 new guidance was issued by the TDA (The Training and
Development Agency for Schools 2007). The changes in the guidance however are
small. These are compared in Appendix 1b. Many of the initial requirements are

evident with some minor reordering and changes to terminology.

12



The TTA published guidance in 2003 for Initial Training Providers for all aspects of
the Post Graduate courses, from recruitment criteria to course requirements. The
section that gives guidance on the recruitment of these potential teachers is
Requirement 1 (R1).

This states that:

The aim of the Requirements on trainee entry is to ensure that anyone
admitted to ITT is suitable to become a teacher and has the potential to meet
the Standards for the award of QTS.

Individual admission decisions remain a matter for providers’ own
judgement: the guidance given here is intended to help providers and their
partners ensure that their entry procedures are as effective, consistent and
fair as possible. Trainee selection is not an exact science and cannot
guarantee subsequent success, but careful attention to selecting applicants
should help keep wastage and failure rates to a minimum. It is important to
consider personal qualities as well as academic qualifications, and to
consider an applicant’s full range of experience and achievement as evidence
of their potential to meet the Standards.

Providers will also wish to ensure that trainees are given full information on
entry requirements, including any additional requirements set by an
individual provider.

Providers will be aware of their statutory responsibilities in relation to racial
equality, gender and disability. They need to ensure that their admission
policy promotes equality of opportunity and does not discriminate against
any group of potential applicants. They should therefore monitor the impact
of their admission policy. (TTA 2003 p.60)

13



This requirement is expanded into eight standards outlined in the table 1a below.

Table 1a. Expansion of Requirement 1

Standard
R1.1 All providers must satisfy themselves that all entrants have the
Potential to capability to meet the required Standards by the end of their
reach the training and that they possess appropriate personal and
Standards intellectual qualities to be teachers.
R1.2 and R1.3 All providers must ensure that all entrants have achieved a
GCSE requirements | standard equivalent to a grade C in the GCSE examination in
English and mathematics (R1.2).
All providers must ensure that all entrants born on or after 1
September 1979 who enter primary or Key Stages 2/3 training
have achieved a standard equivalent to a grade C in the GCSE
examination in a science subject (R1.3).
R1.4 All providers must ensure that all entrants have met the
Physical and Secretary of State’s requirements for physical and mental fitness

mental fitness to
teach

to teach, as detailed in the relevant circular.

R1.5 All providers must ensure that systems are in place to seek

Suitability to information on whether entrants have a criminal background

teach which might prevent them working with children or young
persons, or as a teacher; and ensure that entrants have not
previously been excluded from teaching or working with
children.

R1.6 All providers must satisfy themselves that all entrants can read

Use of English effectively and are able to communicate clearly and accurately
in spoken and written Standard English.

R1.7 All providers must ensure that, in the case of postgraduate

Degree courses of initial teacher training, entrants hold a degree of a

requirements United Kingdom higher education institution or equivalent
qualification. (Applicants with a Foundation Degree will need to
supplement this qualification with at least 60 credits at HE level
3.)

R1.8 All providers must ensure that, as part of the selection

Interviews procedures, all candidates admitted for training have taken part

in a group or individual interview.

Adapted from Teacher Training Agency (2003) Qualifying to Teach. Handbook of
Guidance. London. TTA

Most of requirements are straightforward in terms of how to meet them. Certificates

of academic qualifications help to match potential teachers against R 1.2, R1.3 and

R1.7. Completion of Criminal Bureau Records (CRB) forms and subsequent

clearance, along with List 99 checks ensure that R1.5 is covered. Potential teachers

14




complete a medical form and in some case are interviewed by medical personnel
using the Fitness to Teach (DCSF 2007) guidance to ensure R1.4 is met and
appropriate support is available for the potential teachers once they begin the course.
All potential teachers are interviewed (R1.8) and during this time, a short exercise is
used to ascertain their ability to communicate in written form in English and during
their actual interview their oral ability in English is assessed for requirement R1.6.
This is an improvement on the 1840’s when considering the observation by the
National Society that many applicants for teaching;

...were unable to write and in some cases even to read (Dent 1971 pg 13).

The more difficult standard to assess it R1.1, which states that:

RI1.1 All providers must satisfy themselves that all entrants have the
capability to meet the required Standards by the end of their training and that
they possess appropriate personal and intellectual qualities to be teachers.
(TTA 2003 p.61)

The TTA expanded on this statement and suggest:

R1.1 is designed to ensure that, during selection, providers focus primarily
on assessing applicants’ potential to meet the Standards for the award of
QTS. Providers need to consider the full range of applicants’ knowledge,
skills and qualities, and judge whether they will be able to reach the
Standards in the time planned for their training...

The Standards on professional values (S1.1 to 1.3), inclusion (53.1.2, 3.1.3,

3.3.6, 3.3.14) and subject knowledge (S2.1) will be particularly relevant to
assessing applicants’ personal and intellectual qualities. (TTA 2003 p.61)

By standards the TTA are referring to the standards that the potential teachers will
need to meet in order to be recommended for the award for QTS. In the 2007 revised
requirements this aspect has been rephrased and states that the potential teachers

need to:

Have the intellectual and academic capabilities needed to meet the required
qualified teacher status (QTS) standards.
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Possess the appropriate qualities, attitudes and values expected of a
teacher... (TDA 2007)

These new statements are considering two aspects; the first being the ‘intellectual
capabilities’. In 2003 these were clarified by referring to ‘knowledge’ to meet the
standards (TTA 2003) and in 2007 the ‘intellectual and academic capabilities’ (TDA
2007) perhaps alluding to the Masters Level qualification now inherent in the award.
The second aspect considers the ‘personal qualities’- the ‘skills and qualities’ (TTA
2003). This is developed in 2007 to be ‘qualities, attitudes and values expected of a

teacher’.

There are additional pressures that will also impact on the selecting of teachers. In
the past 5 years how individual institutions train their potentials teachers has
experienced careful scrutiny by Her Majesty’s Inspectorate (HMI) and the Office for
Standards in Education (OfSTED). To ensure that the outcomes of these inspection
processes are positive it becomes important to recruit good quality potential teachers
onto the course. Additionally with many institutions placing a strong emphasis on

retention, the initial selection will look to consider good recruits and minimise risk.

In summary, the training of teachers has undergone a number of fundamental
changes over the years. These changes have included the routes into teaching - how
they are trained and by whom. More recently there have been developed clear
guidelines in what the potential teachers need to achieve by the end of their training.
In terms of selection there are guidelines from the TDA, however, although they state
that potential teachers have the appropriate personal qualities for teaching, there is no

further clarification on what these qualities should be. With the increase in both
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internal and external pressure it is important the Higher Education providers are able
to unpick this area successfully. It is this aspect that this research hopes to give

further insight into.

Research aims

The aim of this research is to explore how the ‘gatekeepers’ to the teaching
profession - those who select the new potential teachers — satisfy themselves whether
the potential teacher possesses the appropriate personal and intellectual qualities to
be teachers. Within this study these are the university subject tutors and the
practising teachers both of whom are involved with the selection process. It proposes
to consider the aspects of the selection process in which potential teachers are
interviewed and illuminate how the university subject tutors assess whether the
potential teachers have the capability to meet the standards. The research seeks to
uncover what the subject tutors consider appropriate personal and intellectual
qualities. Whether the subject tutors are consistent across subject disciplines. It
seeks to consider whether the practising teachers have the same understanding as the

subject tutors and what they are ‘looking for’ in a potential teacher.

The research institution

As outlined earlier, the impetus for this study arose from a desire to understand the
admissions process at a higher education institution. The institution on which this
study is based has a long experience of training teachers and has been involved with
teacher education since the 1940s. It presently offers training for most stages of

education provision from early years to post compulsory education. The research
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however is concentrated around the secondary provision and the admissions
processes that operate in this particular area. The research has been carried out over
four years. At the beginning of the research cycle the institution had the capability to
annually accommodate 180 initial teachers onto the secondary programme. Seven
different subject areas are offered, Business Education, Design and Technology,
History, Information and Communication Technology, Mathematics, Music and
Science (Physics, Biology and Chemistry). The subjects have different numbers of
initial teachers allocated by the TDA, the smallest cohort being History, the largest
being the Science programme (although partway through the research Music was
given additional numbers and became the largest subject area). All the subjects offer
a one year course, additionally at the beginning of the research Design and
Technology, Information and Communication Technology, and Science offered two
year courses, although these were suspended during the research period. The present
course, as required by the Bologna Agreement offers a one year PGCE with Masters
Level credits in all the above subjects. The applicants to the PGCE course all
undergo an interview in line with the TTA requirement R1.8 (and the subsequent
new TDA requirements R1.4). The interview sessions are not subject specific. All
potential teachers attend and are interviewed both by a practising teacher in a generic
group interview and then usually by a subject specialist (subject tutors). Occasionally
the potential teacher may find themselves being interviewed by a non specialist. This
may occur if it is a late application or if there has been any unforeseen problems on
the day. This however is rare. The subject specialist tutor and the teacher then
discuss each applicant before deciding on whether to make an offer to them

(Appendix Ic).

18



The present policy at this institution appears to be working successfully; the annual
completion rate for the initial teachers is around 85% (Appendix 1d). The potential
teachers that do not complete the course and withdraw must indicate the reasons for
their withdrawal. These reasons are often as varied as the number of withdrawals.
Rarely does a potential teacher fail to be recommended for QTS, the failure rate is
about 0.5%. Within the institution the procedures for ensuring that the requirements
R1.2 to R1.8 are met, are clearly established and transparent. They are detailed in the
Department’s Admissions Policy Documents (Appendix 1e). The first requirement
(R1.1 whether the applicant has the potential to meet the standards set for qualified
teacher status) however is more complex and less transparent. It is left up to the
professional judgement of the teacher and the subject tutor to make this decision.
Guidance is given in the Department’s Admissions Policy however the
methodologies of this process are rarely discussed or moderated by the team. The
TDA, in their guidance suggest that providers seek to consider these questions when

assessing the effectiveness of the admissions process with an institution R1.1.

® Are the sources of evidence for R1.1 (for example information from
application forms, referees’ reports, advice from schools, results of any entry
tests or tasks, applicants’ portfolios, interviews) providing what we need to
assess applicants’ potential?

® Are the ways in which we assess applicants’ personal and intellectual
qualities at entry effective predictors of their subsequent achievement against
the Standards? (TTA 2003 p.61)

At a basic level the success rates and the low numbers of non completions would
suggest that the processes are effective and that the selection processes assess these
potential teachers well at interview stage. It is this aspect that this research is

considering.
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Outline of research methodology

The premise of this research study is to try and illuminate the processes that the
tutors and teachers are using to make decisions about the potential of an applicant to
become a teacher. The nature of this research has an interpretive approach (Blumer
1969). It required observing and evaluating interactions between teachers, tutors and
potential teachers. To understand and learn from these human interactions it is
impossible to just compile objective observational notes. It will require the
interpretation of the events and situations. There are no hypotheses to test so a
positivistic approach is unhelpful in this research context. The research methodology
needs to allow the exploration of the events and situations and to discover what
emerges. In terms of the methods used to collect the data, observation of the
elements of the interview process were essential. An initial orientation exercise
highlighted some interesting points. Whilst observing a feedback session between a
teacher and subject tutor, who were discussing potential teachers they had both
interviewed and were deciding on whom to discuss first. One applicant was
discussed very quickly, both the tutor and teacher being highly positive. When asked
why they had offered her a place the teacher replied ‘gut feeling, she’ll be good’ and
the tutor simply said ‘ticked all the boxes’. His notes however didn’t have any boxes
on it. So how did both the teacher and tutor make these decisions, what had happened
in both the group and subject interview that enabled them to reach decisions so

quickly?

The research methodology for this study needed to support an interpretative

approach. It had to allow an area to be investigated without an initial hypothesis

20



being used to test and validate. The grounded theory methodology suggested by
Glaser and Strauss (1967) appeared to fit the purpose of the research. This
methodology allows theories to develop which are grounded in the data collected
during the research. One of the tenets of grounded theory suggested by Glaser and
Strauss is that the researcher enters the field of research without preconceived ideas.
This can be achieved by ignoring the literature and previous research that already
exists on the subject to avoid bias. This will be discussed further in the methodology
chapter but a quick search and analysis of the literature in this field revealed very
little as Challen and Byrne (2004) and Delli and Vera (2003) also confirm. This
additionally gave a justification for this study to try and add to the small body of

research in this area.

Summary

The training of teachers has undergone many changes over the years and change is
still an important driving force for any institution involved in this area. The numbers
entering the teaching profession and the direct and indirect influence these teachers
will have on pupils, make it critical that effective teachers are selected, trained and
are then enthusiastically able to begin their teaching careers. A clearer understanding
of the processes that occur during this selection process would help inform those
involved and hopefully enhance the selection processes in institutions. This may

contribute to ensuring that effective teachers are brought into the profession.
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Chapter Two
Literature Review

Introduction

On beginning this research is became quickly apparent that there is a paucity of
published research about the processes involved in the selection of teachers onto an
initial teaching course. Research exists about selecting teachers for teaching posts in
schools (Young and Pounder 1985; Castetter and Young 2000) and some of this
research may help inform and explain the process of selecting potential teachers into
the teaching profession. However as Delli and Vera (2003) in the context of initial
teacher education selection imply:

...a substantial void exists in the educational research arena addressing this

important administrative function. (p.137)

Additionally Challen and Byrne (2004) comment that:

... there appears to be little research into how accurately recruitment
procedures can identify candidates with the potential to acquire or refine
those skills and attributes which will enable them to become effective
beginning teachers... (p.3)
Whilst some of the research into the selection of teachers for jobs in schools and
colleges may help inform the ITE processes, these processes assume that job
applicants will already have had experience in the classroom and will have followed
a generic teaching course either in England, Scotland or overseas. The selection and
interviewing for a specific job in a school will therefore assume that these applicants
have the necessary personal qualities to be a teacher, having already completed this

PGCE or alternative route and met the qualifying to teach standards. What this study

hopes to gain is insight into this first stage of a teacher’s journey-what the processes
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involved in the selection of potential teachers are, which ensure they have the

necessary personal qualities to teach.

The choice of methodology for this project is that of grounded theory which is
further described in chapter three. One of the main tenets of this research
methodology is that the literature review should not begin until the initial data has
been collected and analysed. At the very beginning of this research there was a small
study into the literature in this area. It was the lack of initial guidance in research that
strengthened the impetus for the focus of this study. Hutchinson (1993) suggests that
the review of the literature can identify the gaps in knowledge and provide the
rationale for the research. Additionally Cutcliffe (2000) suggests that some review of
the literature can provide a sense of the key elements and clarify some of the
concepts. Indeed Smith and Biley (1997) suggest:

...general reading of the literature maybe carried out to obtain a feel for the

issues at work in the subject area, and identify any gaps to be filled in using
grounded theory.... But it is important that the reading is not too extensive...

(p-20)
As Smith and Biley indicate it is important that the researcher does not conduct an
extensive literature research at the beginning. This is to avoid bias or that they
unconsciously begin to compare or to ‘see’ emerging concepts from their data to
correspond with similar research studies. The complex question - at what point
should the literature review be undertaken to help explain and support emerging
ideas? Glaser (1978) suggests that this should be completed after the final stage of
the process of grounded theory, i.e. once the emergent theories have been generated.

Strauss and Corbin (1994) suggest that this should occur during the stage when the
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theories begin to emerge. For the purposes of this study a combination of the
suggestions of Smith and Biley (1997) and Strauss and Corbin (1994) have been
used. An initial review identified the ‘gaps’, or the lack of research literature in this
area, whilst further review into literature was undertaken as ideas began to emerge to

confirm and inform the next stages.

With approximately 20,000 secondary potential teachers recruited onto training
programmes annually (TDA 2009) it is essential that we get this initial selection as
successful as possible. Although there are many routes into teaching (from
undergraduate to postgraduate in addition to the employment based routes), this
study concentrated on the postgraduate PGCE route. Some of the methods and
processes used in the selection of potential teachers onto these different routes will
be similar; however there are several differences. The BEd/BA (with QTS)
programmes, when selecting, will need to consider the potential an applicant has to
become a teacher, after three or four years of study and school experience as
preparation. These potential teachers will therefore have time to develop and become
aware of the personal qualities needed in teaching. The Graduate Teacher
Programme (GTP) normally takes applicants who have already spent time in schools
and are seeking to gain further progress with their qualifications and are mostly
school based, so again selection will take a slightly different approach. The post
graduate teaching course (PGCE) enables potential teachers with a degree in a
relevant subject, but perhaps with limited classroom experience, to gain qualified
teacher status by completing a course offered by a higher education institution in a

short time frame. Whilst each institution will provide different experiences, most
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follow the TDA guidelines (TTA 2003 and TDA 2007). These guidelines suggest
that the PGCE is thirty six weeks in length, comprising both school and
university/college based elements and are of a very intensive nature. Again the TDA
gives specific recruitment guidance so there is some standardisation as to how
institutions select applicants to these PGCE courses. A study by Turner and Turner
(2000), illustrates why it is important that this selection process is evaluated and can
select efficiently. They tracked potential teachers applying for a Science PGCE and
found that of the 177 potential teachers interviewed, 81 registed at the start of the
programme. This suggests that the selection process had been able to filter out those
who did not the potential to become teachers. However from these 81 who began,
only 56 successfully completed the course (69%). Would improved selection
processes have filtered this initial group out further to ensure that those that start are
more likely to complete? A study by Chambers and Roper (2000) into the reasons
potential teachers do not complete the course highlighted many different factors, for
example, medical, financial, personal problems, facets of the job, commitment and
confidence. Considering the impact unsuccessful potential teachers may have on the
schools and pupils where they are placed, it becomes important to reduce this
number. In the research institution studied similar figures exist, though slightly more
encouraging. In the academic cycle 2005-6, 271 potential teachers were interviewed
across the PGCE programme, of these164 registed and 148 completed the course or
progressed to year 2, therefore approximately 90% (Appendix 1d) of those that
started completed, but could the 10% of non completers been filtered out more
effectively? There are several issues that influence the non completion as Chambers

and Roper (2000) indicated. One aspect that has some impact on the selection
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process is why the potential teachers want to become teachers. There exists a body of
research into why applicants choose teaching as a career (Lortie 1975; Lyons 1981;
Reid and Caudwell 1997; Heafford and Jennison 1998; Kyriacou and Coulthard
2000; Moran et al 2001; Hammond 2002; Thornton et al 2002). Some potential
teachers consider teaching for reasons, that once they experience classroom reality,
are not strong enough to encourage them to remain on the course. This research study
however focuses on how they are selected by the institution. Again completion rates
may differ between the types of courses but why potential teachers choose a
particular route for qualifying as a teacher is beyond the scope of this research,

although it is an area that has been considered (Hobson et al 2004).

The remainder of this chapter is broken into two main sections. It begins with a
discussion of what is understood by the concept of ‘teacher’. The personal qualities
that are used to describe an effective teacher are considered and how these change
depending on the context. This research hopes to explore what the potential teachers
have as their own constructs of an effective teacher and how tutors and teachers
assess these potential teachers against the TDA guidance. The second part of the
chapter considers the methods of selection. The TDA (2007) indicates that all
potential teachers must be interviewed. This emphasis on interviewing may
encourage us to ask if this an adequate method of selection for teachers entering the

profession and what is the reliability and validity of the selection interview?
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Perspectives on teaching

A teacher is someone who teaches. The Oxford English Dictionary defines a teacher
as someone who teaches and:
...glves systematic information to (a person) or about (a subject or a skill),
enable a person to do something by instruction and training, advocate as a
moral or principle. (OED 1990 p.1251)
It is straight forward to find a simple definition of a teacher but more difficult to find
a definitive definition of teaching. This suggests that different people have different
understandings of a ‘teacher’. The GTC, which is the teachers’ own professional

body, refers to teachers as:

...skilled practitioners who put the learning and well being of pupils at the
heart of their practice. (2006 p.1/2)

This lack of a clear definition of a teacher has implications for the process of
selecting them. The decision as to whether an applicant has the potential to become a
teacher is made by the professional judgement of the teacher educator-the
‘gatekeepers’. This professional judgement may vary, being developed from the

personal perspective of a teacher by those selecting.

Many established teachers will not be aware of their own teaching perspective as this
is rarely a subject of reflection and is more a way of ‘viewing our work through a
lens’ (Collins et al 2001). Our own perspective on teaching can be described as a:

...interrelated set of beliefs and intentions related to knowledge, learning and
the role of a teacher. (Collins et al 2001 p.1)

Pratt et al (2001) has undertaken research on teaching perspectives and have
developed a Teaching Perspectives Inventory (TPI) which enables teachers to

determine their orientation towards teaching (http://teachingperspectives.com). This

inventory outlines five different perspectives on teaching, which are transmission,
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apprenticeship, developmental, nurturing and social reform. The basic concepts of
each perspective are summarised below and further described in Appendix 2a. The
‘transmission perspective’ is one which suggests a commitment to content or subject
knowledge. These teachers are enthusiastic about their subject content and see their
responsibility in enabling opportunities for the learners to master content and
concentrate on providing clear objectives, adjusting the pace, making efficient use of
time, clarifying misunderstandings and answering questions and well ensuring that
there are activities to assess learning. The ‘apprenticeship perspective’ is when the
main objective of the teacher is to pass onto the learners a set of social norms and
ways of working. They will guide the pupils into the ways of skilled performance by
providing simple tasks which are then built up into more complex activities as the
learners become more independent. The ‘developmental perspective’ is where
teaching is planned and conducted from the learner’s point of view. The teacher’s
primary goal is to help learners develop increasingly complex and sophisticated
cognitive structures for comprehending content. They do this by effective
questioning which challenges learners to move from relatively simple to more
complex forms of thinking, and by bridging knowledge by providing examples that
are meaningful to the learner. The fourth perspective is that of ‘nurturing’. This
perspective stems from the understanding that good teachers promote a climate of
caring and trust, helping pupils set challenging, but achievable goals, and providing
encouragement and support, along with clear expectations and reasonable goals for
all learners. The final perspective is that of the ‘social reform’ stance that seeks to

change society in substantive ways. These teachers challenge the status quo and
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focus less on how knowledge has been created, and more by whom and for what

purposes it has been created.

These perspectives are different orientations to knowledge and learning and related
to the intrinsic beliefs held by different educators. In their research Pratt et al (2001)
discovered that most teachers identify strongly with one or two of these perspectives
and marginally with the others. They suggest that within each perspective there are
both good and poor teachers - a teacher could hold a nurturing perspective — but
whether they were a good teacher would be dependant on other factors. The
perspective held by the interviewing tutor may have implications for the selection of
a prospective teacher that holds a different perspective. A study of respondents that
completed the Teaching Perspective Inventory were categorised by their occupation.
It was found that of the 309 school teachers completing it 68.6% were of the
nurturing perspective, with the next highest perspective being developmental. As this
nurturing perspective appears the dominant one in school teachers the characteristics
that underpin this perspective may help illuminate so of the personal qualities that the

potential teachers need.

At the outset of the process

Potential teachers for the initial teaching courses arrive for their interviews with a set
of constructs about teaching which they have developed and refined through each
stage of their own experience. Many potential teachers entering a PGCE programme
in England will have gone through the English education system and have had at

least six years primary education at key stages 1 and 2 and five years at key stages 3
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and 4. A significant number will have two years at post 16 and then an additional
three years at degree level, in total a minimum of 16 years of being taught and
exposed to a wide range of teachers. Even potential teachers applying from overseas
will have experienced many different teachers and teaching styles. Many may also
have personal experience of teachers, from family members to friends, which would
give them another perspective on the personal qualities of a teacher. There is also
high degree of media exposure about the teaching profession from documentaries
and light entertainment series to a whole television channel -Teachers TV.
Additionally newspapers and news programmes have constant references to teaching
and education. Education and the teaching profession are high profile in the political
forum and discussed in a variety of ways and from many different perspectives. It is
obvious therefore that no potential teacher arrives as a blank portfolio willing to
embrace a given model. Collins et al (2001) suggest that we continually revisit some
beliefs and assumptions about teaching and learning and often without knowing it.
Calderhead and Robson (1991) suggest that potential teachers come with entrenched
ideas and beliefs about teaching, learning and the curriculum as a result of their
childhood experiences in school. Some potential teachers have conceptions of
teaching associated with their beliefs and intentions (Pratt 1997), rather than with
their subject disciplines. Collins et al (2001) drawing on research by Powell (1992)
and Hollingsworth (1989) show that many of these potential teachers entering
training programmes have a belief that good teaching is:

...highly related to their own content knowledge and the ability to relate that
knowledge to others. (Collins et al 2001 p.1)

However drawing on the work of Rathbone and Pierce (1989) they found that

students entering the secondary teaching programme thought that:
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...teachers should treat their classes like family and emphasise affective and
interpersonal skills over content knowledge. (Collins et al p.1)

Using Pratt’s Teaching Perspectives Inventory, Collins et al (2001) tested cohorts of
potential teachers entering a programme in Canada and found that the majority
subscribed to the dominant perspective of nurturing. This parallels the research on
school teachers by Pratt et al (2001). Collins et al further suggested that it was not
surprising that those about to enter the profession, where the main agenda is to
acquire and develop the skills for their own teaching, fall into the nurturing
perspective. It could also be concluded that as the research by Pratt et al (2001)
indicated, the norm in school teaching is the nurturing perspective those students that
chose to enter the profession will be the same. They will have possibly
subconsciously picked up the nurturing role model and feel that this is the social
norm in teaching. Collins et al (2001) also found that women scored more highly on
the nurturing and developmental perspective than did men and that there were some
slight differences in subject areas. Potential teachers studying mathematics and
sciences scored more highly on the transmission perspective as did those following a
physical education programme. The language (English and French) and social
science (Geography and History) potential teachers scored higher with the
developmental and nurturing perspectives than the Sciences potential teachers.
Collins et al (2001) suggest that the difference could be due to the nature of the
subject content, where the transmission perspective favours subjects where the
content is more clearly defined and one of the roles of the teacher is to deliver this
content in the orthodox forms. Teachers with a social reform perspective were not
highly scored by the potential teachers. These research findings suggest nurturing

perspective is an important one for teachers to hold in secondary education and this
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is evident with both established teachers and potential teachers. Could this help us to

establish some of the personal qualities that the ‘gatekeepers’ need to search for?

Personal qualities of teachers-being a professional

If to define ‘teacher’ is difficult, as the concept is construed from within one’s own
context, equally therefore it is also difficult to determine the personal qualities that a
teacher should have. The initial guidance (TTA 2003) asks that the potential teacher
possesses the appropriate personal qualities- this is developed in 2007 (TDA 2007) to

‘qualities, attributes and values’.

The TTA guidance (2003) stated that the potential teacher must possess the personal
and intellectual qualities to be a teacher-they develop this further to say that
providers must consider the full range of their knowledge, skills and qualities. The
concept of a quality can be defined as:

a distinctive attribute or faculty; a characteristic trait. (Allen 1990 p. 977)
An attribute being:

a quality ascribed to a person... a characteristic quality. (Allen 1990 p. 71)

A skill being:

an expertness, practised ability. (Allen 1990 p. 1138)
There is no further guidance so by using their professional judgements and being
aware of the standards which the potential teachers have to meet, these qualities are
at the discretion of the providers. The new guidance in 2007 refers to the qualities,

attitudes and values, the concept of qualities still inherent in the requirement, but not
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being expanded on further. This research endeavours to consider what qualities the
tutors are considering by observing the selection process. The term quality
encompasses characteristics which would be classed a quality or an attribute but
additionally characteristics which could be also classed as skills. It refers to the traits

which tutors feel are required in the potentials teachers.

These personal qualities are not as easy to measure as aspects such as academic
qualifications are. Whether the personal qualities a potential teacher holds is
sufficient is left to the discretion of the provider:
All providers must satisfy themselves that all entrants have the capability to
meet the required Standards by the end of their training and that they possess
appropriate personal and intellectual qualities to be teachers. (p.61)

This gives scope for the institution and indeed the tutor to use their professional

judgement as to what is acceptable, and additionally how they make that decision.

The current research into the personal qualities teacher will hopefully inform the
selection processes and can validate findings from this study. As the definition of a
teacher needs a context so does that of an effective teacher. An effective teacher may
be perceived differently by those working in different sectors of education and with a
different remit. Beishuizen et al (2001) argue that what is an effective teacher and
their skills, is a topic that has been studied since the time Plato discussed the craft of
the Socratic dialogue. Most people construct an understanding of what a teacher is
from their own experiences. The premise that teaching is a profession and that
teachers are professional underpins this research. The General Teaching Council

refers to teachers as professionals (GTC 2006) and the TDA further embodies this
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with the standards a potential teacher is required to achieve under the heading of
‘Professional Values and Practice’ (TTA 2003 and TDA 2007). What does the
concept of a ‘professional’ offer to aid the understanding of the personal qualities a
teacher needs? This concept of professional is seen by Hargreaves (1994) and
Caldwell and Spinks (1998) as a provider of a quality service rather than the status of
the profession. There is has been debate on whether teaching is moving from
professionalism to proletarianisation (Helsby 1995 and 1996, Barton et al 1994 and
Ozga and Lawn 1988). The characteristics of a professional and the nature of the
concept of ‘profession’ will differ depending on the social and cultural context in
which the concept is being defined. However there are key themes which are
common throughout the majority of the discussions around the concept of profession
and professionalism and are summarised by Helsby (1995) and Hughes et al (1985),
these include:

¢ having a high level of knowledge and/or skills,

® being involved with providing a service,

® Dbeing part of a wider body with a code of ethics,

® Dbeing required to make judgements from their own experience.
From her interviews with teachers Helsby (1995) groups the teachers’ views on
professionalism into two categories. The first category included views that could be
described as ‘being a professional’” and the second category as ‘behaving
professionally’. The teachers felt that they were ‘professional’ and the descriptions of
a profession as suggested above fitted with their understanding, although they felt
that this was not necessarily how teachers are viewed by the general public. In terms

of behaving professionally the comments underpinning this belief included:
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¢ having high standards,

¢ high levels of commitment,

¢ Dbeing prepared to work outside normal hours,

e treating people with respect,

e caring about the pupils,

® Dbeing able to use judgements about a situation,

® Dbeing responsible for developing one’s own professional learning.
If we are recruiting people to join the profession these should be among the personal
qualities evident in the potential teachers and indicated as such by the subject tutors

and practising teachers undertaking the interviews.

The research evidence into the personal qualities of teachers draws findings from
international studies of the profession and include Coultas and Lewin’s (2002) study
of initial student teachers entering training in Ghana, Malawi, Lesotho and Trinidad
and Tobago; Collins et al (2001) study of teachers in Canada and Hattie’s (2003)
study into the concept of teacher in New Zealand. Whitehead (2003) offered insights
into the personal qualities of teachers in the 1940’s. References provided by head
teachers regarding women teachers considering employment in Australia were
studied and interestingly it seemed that:

The head teachers did not focus on these women’s intellectual

accomplishments and credentials...but on the ...teachers, personal qualities

and attitudes. (p.28)

Words such as:

...cheerful, pleasant, attractive personality, vivacious, enthusiastic, keen,
energetic, efficient, capable, hardworking and conscientious... (p.28)
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are used to describe these teachers. A feature that was also mentioned frequently was
that the teachers were good disciplinarians, ‘firm’ being the word used to describe
them. It is interesting that as well as intellectual qualities, personal qualities were
also considered important for teachers in the 1940s. It is also interesting to see that
many of the personal qualities considered essential would be included today. Despite
the ever changing nature of the world education and the role of the teacher within it,

the ‘nature’ of a teacher remains familiar.

Studies in this area rarely produce identical lists or definitive attributes. Lonergan
(1957) referred to teachers needing insightful common sense which enables someone
to learn from their experience by reflecting. Harrison (2007) refers to the importance
of the skills of complex verbal and non verbal communication as being essential
teaching qualities for all teachers. Mortimore and Mortimore (1998) suggested a
range of qualities that are critical to the daily functioning of a teacher. These include
the ability to be self evaluative to be able to continually modify and improve their
own teaching, however does not include directly the communication skills that
Harrison (2007) felt were essential instead include a group of presentation skills,
develops this aspect further. Table 2a summarises these qualities that Mortimore and

Mortimore feel are essential.
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Table 2a. Additional skills (qualities) for teaching.

Skills critical to the daily functioning of a teacher.

® organizational skills to sort out materials and sources of information, to
create the right atmosphere and to organize suitable opportunities for pupils
to learn and to be challenged

® analytical skills to enable them to break down complex bodies of knowledge
into coherent components

o synthesizing skills so that ideas can be built into arguments, propositions and
theories

e presentational skills for providing information to pupils of varying ages and
abilities and, increasingly, for explaining their work to parents and guardians

* management skills so that the dynamics of individual learners, groups and
classes can be effectively coordinated

e assessment skills so that pupils’ work can be judged and appropriate
feedback given informally through question and answer techniques and
formally through tests and examinations

e self-evaluative skills so that their teaching performance can be continually
monitored and improved

e social skills so that they are able to relate to the needs and talents of a range
of pupils and communicate with them, with parents and with external
agencies

(Mortimore and Mortimore 1998 p.213/4)
Studies on effective teaching (Fitzsimons and Fenwick 1997 and Hay/McBer 2000).

give rise to further qualities that are essential. Teachers need:
...a wide range of personal, interpersonal and professional skills and
qualities, including good subject knowledge, classroom control, behaviour
management, planning and preparedness, the ability to motivate, enthusiasm,
clarity of exposition and questioning skills. (Challen and Byrne 2004 p.3)
Pratt (1997) suggests that:
...effective teachers are expected to know how to develop goals or objectives,
give lectures, ask questions, provide feedback, conduct discussions, provide
examples, use audio visual materials, set reasonable exams and assignments,

and so forth. As well, they are expected to treat students fairly, be accessible
to students, and be enthusiastic about their course content. (p.26)

Hattie (2003) considered the research evidence on what made a teacher excellent. He
felt that by extracting the qualities of an excellent teacher it would help inform both
training programmes and selection criteria to help select potential teachers. He

identified five major dimensions of excellent teachers. They:
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...can identify essential representations of their subject,
can guide learning through classroom interactions,
can monitor learning and provide feedback,

can attend to affective attributes

can influence student outcomes... (p.5)

Many of these are useful in identifying excellence in practising teachers as Hattie
intended, and resonate with the personal qualities mentioned previously. The third
point, ‘can monitor learning and provide feedback is the same as Mortimore and
Mortimer’s group of ‘assessment skills’ as outlined in Table 2a. The fourth point
‘can attend to affective attributes’, Hattie expands this to mean:

Expert teachers have high respect for students.
Expert teachers are passionate about teaching and learning. (p.8)

And by having high respect for students clarifies this and explains:
The manner used by the teacher to treat the students, respect them as
learners and people, and demonstrate care and commitment for them are
attributes of expert teachers. By having such respect, they can recognize
possible barriers to learning and can seek ways to overcome these barriers.
The picture drawn of experts is one of involvement and caring for the
students, a willingness to be receptive to what the students need, not
attempting to dominate the situation. (p.8)

These are useful qualities which it would be expected all teachers to subscribe to not

just the successful ones.

The DES (1984), in the circular 3/84 listed the qualities that should be considered
when selecting intending teachers. They are:

¢ the facility for effective communication,

® sense of responsibility,

® enthusiasm,

e awareness,

® sensitivity,
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¢ robust but balanced outlook.
Guidance given for the selection of potential teachers in Northern Ireland (DENI
1989) is very similar to those above including;

e facility for communicating,

® a sense of responsibility,

® enthusiasm,

® sensitivity,

e arobust but balance outlook,
and additionally

¢ the potential ability to relate well to children

Schon (1983) in his work on the professional development of teachers describes the
environments where teachers work. He describes how they need to deal with
situations characterised by uncertainty, rapid technological change, disorder and
rapidly accumulating knowledge. Blake and Lansdell (2000) build on Schon’s
findings to inform the structure of a course where one of the key professional

qualities of a teacher, is adaptability.

Day (2000) in his vision for the future of teaching suggested the following personal
qualities:
...qualities of honesty, courage, care, fairness and practical wisdom ...... a
continuing demand for commitment, enthusiasm and integrity as well as a
high level of craft knowledge and practical wisdom. (p.112)

These studies have considered the personal qualities expected of a teacher. Some

studies have considered what potential teachers understand to be the qualities that
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teachers should possess. Cameron and Baker (2004) suggested that there is little
information available about the possession of qualities that these potential teachers
have even though this has a huge impact on the quality of the teaching profession.
McPherson (2002) in his study of pre-service teachers in New Zealand found that
academic qualities of knowledge, enthusiasm and passion for subject, and personal
qualities and dispositions were suggested. Shechtman (1998) studied the
interviewing of potential teachers and suggested the personal qualities, which are
required by teachers are: sensitivity, enthusiasm, responsibility, and communication
skills. She groups these qualities into three clusters:

e behaviour,

e verbal communication,

¢ human interaction and leadership.

Challen and Byrne (2004) considered the effectiveness of the selection procedure at
their institution by correlating potential teachers’ performance at selection with their
teaching performance and the end of the course. From their findings they suggest that
those potential teachers that were considered good at the end of their training were
those able to cope with the complexities of the nature of teaching:

...candidates potential to manage the challenges and complexities they face

as they become teachers that needs to be the key focus of selection
procedures. (p.9)

In a small study of the process of Science graduates applying for admission onto a

PGCE course Turner and Turner (1997 and 2000) were interested in whether there

was mismatch between staff perceptions of the interview process and that of the
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potential teachers. As part of the study the potential teachers were asked to identify
from a list criteria qualities they felt were important in the selection of teachers. The
list was ranked as shown below in table 2b:

Table 2b. Important criteria in the selection of teachers as viewed by potential
teachers.

. Enthusiasm for science

. Ability to communicate clearly and confidently

. Ability to work with other people

. Ability to explain things

. Knowledge of a specialist subject

. Enjoy the company of young people

. Supportive of equal opportunities practices

. Dress appropriately for interview

. Show awareness of current educational issues

10. Show evidence of having read the National Curriculum documents
11. Bring a portfolio to the interview

*the term subject could used instead of Science as used by Turner
and Turner

O 001NN B WIN -

(Turner and Turner 1997 p.133).

These findings indicated that the potential teachers felt that enthusiasm for the
subject (Science) was the most important quality followed by the ability to
communicate clearly. Interestingly the potential teachers felt that dressing
appropriately was more important than having an understanding of educational

issues.

A study by Raffo and Hall (2006) into the qualities of teachers from a cohort of
potential teachers included, emotional qualities such as patience and tolerance;
understanding; being caring; and having a positive mental attitude. They explained
how these potential teachers’ own views are underpinned by their own contexts, this

Raffo and Hall linked to the habitus theory.

41



Younger at al (2004) again studied potential teachers to discover some of their
preconceptions of good teachers. Most of the potential teachers thinking is based
upon the type of teachers they aspire to be, from their own observations or
experiences of outstanding teachers, what this study discovered were that whilst the
potential teacher discussed qualities such as enthusiasm, they also referred to the
teacher’s class management skills. In explaining why they would become good
teachers the potential teachers linked their recollections to the strengths they felt they
held, which they described in terms of personal characteristics rather than teaching
skills. Again similar qualities emerged such as enthusiasm, imagination,
organisational qualities, patience, a good sense of humour, encouraging, possessing

strong interpersonal skills, generating confidence in pupils and possessing energy.

The research suggests that the potential teachers do come with preconceived ideas of
qualities are needed for teachers. Their views are similar to those that research has
indicated stem from teachers. There is another strand that could be considered when

exploring the idea of personal qualities of teachers from the pupil perspective.

Beishuizen et al (2001) delved into pupils’ perceptions of teachers to understand
what pupils felt were important qualities for teachers to hold. They used a method
which they refer to as ‘free essays’ to ask both pupils (at a variety of ages) and
teachers to express their views on good teaching. (This free essay method refers to an
exercise that the pupils were asked to complete without reference to stimulus
material that may bias their thoughts). Beishuizen et al grouped these findings into

two. One group was the personality perspective which they linked to the humanistic
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tradition in education. This, they imply is where the development of human values
with pupils is an important educational task. Qualities the pupils highlighted which
link to this personality perspective are ‘manifestations’ of a balanced and mature
personality, and include concepts such as kind, enthusiastic, friendly and ‘attractive’.
The second group they termed the ability perspective. This ability perspective
highlighted the skills, knowledge and experience elements of good teaching.
Examples they gave of this included descriptions such as ‘explains well, knows a lot
of examples, gives clear outlines, able to improvise’, adapts explanations flexibly to
the needs of the students’. The study additionally highlighted that there were some
differences in the qualities that pupils of different ages expected. 11 and 12 year olds
characterised good teaching which comments such as having a ‘didactic role’ and
‘promoting a well organised class’. 16 year old pupils gave characteristics such as
‘professional, devoted, a brilliant teacher, working towards outcomes that have both

long and short term value’ as important elements of good teaching.

Arnold and Hughes (2005) also considered the concept of teacher qualities from the
pupils’ perspective. They studied a group of pupils attending a University taster day,
and as part of the day they asked the pupils the question, ‘what makes a good
teacher’? There were many comments from the pupils and these are outlined in Table

2c.
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Table 2c¢. Qualities of teachers

Question 2. What qualities do good teachers have?

Have a thorough knowledge of the
subject he/she teaches

They maintain discipline but not too
much

They have experience (a good teacher
was one who knew how to organize a
class so that the learning was pitched at
‘an appropriate level for students and
that they could see a subject from the
students’ point of view).

Understands student abilities and
potential

Ability to control the classroom
atmosphere without being a dictator
Promote confidence in students

They see the subject from the students’
point of view

Have an understanding of young people’s
issues

They have no favourites amongst the
students

They have an understanding of students
They are appreciative of students

They are able to understand different
perspectives of students

They understand that everyone is
different

Display flexibility and a flexible
personality

Have intelligence

Have a sense of humour

Great communication skills
Ability to admit his or her own faults
Is a good role model

They are creative

Are confident and have high self
esteem.

Have a passion for teaching
Like kids and young adolescents
Like teaching and kids

Love their subject

Tolerant and patient

They are patient

They have tolerance

They are not judgmental

They are approachable and not
patronizing

They have a friendly attitude
They are open-minded

They are encouraging

Adapted from Arnold and Hughes (2005)

Some of these suggestions are clearly qualities that a teacher has prior to beginning

teaching, whereas others are teaching skills, learnt over time. It does imply however

that pupils begin to understand the qualities that are essential for teaching at an early

age, which would support an assertion that our own construct of a teacher is

embedding in the experiences we have whilst be taught. The implications for

selection processes being that potential teachers come with some expectations of

what they should have as a teacher.
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Rosenshine and Frust (1973) in a research study considered the processes that
effective teachers used and produced nine variables which enabled this effective
teaching, these are; clarity, variability, enthusiasm, task orientation, criticism,
indirectness, providing students opportunities to learn, structuring comments, varying
the level of questions and cognitive activities. These mainly fall in the ability
perspective suggested by Beishuizen et al (2001) and are qualities which the PGCE
course hopes to develop during the year and it would difficult to expect potential

teachers to hold them at such an early stage in their teaching career.

Several of the studies outlined have indicated that the concept of subject knowledge
is important, (Helsby 1995; McPherson 2002; Challen and Byrne 2004; Arnold and
Hughes 2005). Shuleman (1986) suggests three forms of conceptual knowledge for
teachers. ‘Content knowledge’, which constitutes the facts and ideas within a subject.
‘Pedagogical knowledge’, which is the knowledge of examples and analogies that
would enable effective teaching of the subject. The third concept being ‘Curricular
knowledge’ knowing about the routes through the subject. Whilst it is expected that
the potential teachers have subject and some understanding of the curricular
knowledge, the PGCE course hopes to enable them to acquire skills in the

pedagogical element of subject knowledge.

Summary of teacher qualities

It seems that as with defining a teacher, giving a definitive list of qualities that a
teacher needs is complex and extensive. There are however certain qualities that

emerge from the research and seem to be mirrored in the responses from practising
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teachers, potential teachers and pupils. Calderhead (1996) however, does critique
some of these studies. He cites the vagueness and the often contradictory nature of
the findings. These qualities can be divided into two groups. One group encompasses
the qualities expected of good teachers that are already established in their career,
qualities such as good classroom management skills, the ability to plan effectively,
being able to adapt to the pupils needs and being flexible. What Beishuizen et al
(2001) refer to as the ability perspective, -qualities that the PGCE course would
endeavour to develop and enhance, during the course and may be identified in a
small degree form those seeking to enter the profession. The second group of
qualities, which Beishuizen et al (2001) in their study refer to as the personality
perspective, include such qualities as enthusiasm, commitment and honesty, which
could be the key elements that the potential teachers should have. Table 2d attempts
to draw together some of these qualities which are consistently referred throughout
all the research studies and which it could be realistic to expect of potential teacher at

the point of their selection interviews.
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Table 2d. Qualities to be considered for PGCE potential teachers.

Adaptability (Blake and Lansdell 2000)

Approachable (Arnold and Hughes 2005)

Caring about pupils (Helsby 1995; Day 2000; Raffo and Hall 2006)

Cheerful (Whitehead 2003)

Confident (Arnold and Hughes 2005)

Conscientious (Whitehead 2003)

Efficient (Whitehead 2003)

Enthusiastic (DES 1984; DENI 1989; Turner and Turner 1997 & 2000; Shechtman
1998; Whitehead 2003; Younger at al 2004)

General management skills (Mortimore and Mortimore 1998; Arnold and Hughes
2005)

Good classroom management skills (Challen and Byrne 2004; Younger at al 2004)
Good communication skills (DES 1984; Turner and Turner 1997; Shechtman
1998; Arnold and Hughes 2005; Harrison 2007)

Good social skills (Younger at al 2004)

Good subject knowledge (Helsby 1995; McPherson 2002; Challen and Byrne
2004; Arnold and Hughes 2005)

Hardworking (Whitehead 2003)

High level of commitment (Helsby 1995; Day 2000)

Integrity (Day 2000)

Organised (Younger at al 2004)

Open minded (Arnold and Hughes 2005)

Passionate about teaching (McPherson 2002; Arnold and Hughes 2005)
Patience (Younger at al 2004; Arnold and Hughes 2005; Raffo and Hall 2006)
Planning skills (Challen and Byrne 2004)

Pleasant (Whitehead 2003)

Reflective (Helsby 1995; Mortimore and Mortimore 1998; Challen 2005)
Responsibility for developing their own professional knowledge (Helsby 1995;
Mortimore and Mortimore 1998)

Sense of humour (Younger at al 2004; Arnold and Hughes 2005)

Sensitivity (DES 1984; Shechtman 1998)

Treat pupils with respect (Pratt 1997),

Tolerance (Arnold and Hughes 2005; Raffo and Hall 2006)

Understanding (Raffo and Hall 2006)

How are potential teachers selected? The process

McPherson (2002) describes the selection process of:

...predicting the likelihood that candidates will have the passion, knowledge
and personal qualities that will help them become professional educators

(p.1)
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is like ‘searching for angels’. In England the selection system is managed by the
Graduate Teacher Training Registry (GTTR -part of Universities and Colleges
Admissions Service -UCAS) on behalf of the TDA and individual providers. The
first stage of the selection process is managed by GTTR. The potential teacher
applies through the registry for a particular course at their chosen institution,
completing the standard application form on which they are asked to give academic
qualifications, experiences and include a personal statement giving their reasons for
wanting to teach. These forms are then forwarded to the institution for consideration.
The second stage is that the institution will consider the application using the
guidance produced by the TDA, and comparing it with both the requirements from
the TDA and any additional ones from the institution has included. These
requirements the potential teachers need prior to entering the course are outlined in
both chapter one and Appendix 1b. An institution can expand the baseline entry
requirements given by the TTA (TTA 2003) for example R1.7 states:

All providers must ensure that, in the case of postgraduate courses of initial

teacher training, entrants hold a degree of a United Kingdom higher

education institution or equivalent qualification. (p.61)
Whereas an institution may ask for a degree at a minimum of 2.2 at honours level or
similar. If the potential teacher successfully meets these initial requirements they will
be invited for interview to explore further whether they have the potential to become
teachers. (All potential teachers must take part in an interview prior to being offered
a place on the course; requirement 1.8 TTA 2003 and requirement 1.4 TDA 2007).
Leask et al (1996) described this selection process by outlining four main parts:

e Prior selection

e Course outline presentation
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¢ Group interview

e Personal interview
The selection process in the research institution follows this pattern described by
Leask et al (1996) with some adaptations. The process begins with prior selection by
considering the application forms. The first adaptation is then the addition of pre
interview information. All potential teachers are sent details about the interview,
along with some generic pre interview tasks, this following the recommendation
from Turner and Turner’s (2000) study on the selection process:

More guidance for all applicants may be needed prior to interview. (p.173)

After the course outline presentation the second adaptation from Leask et al’s (1996)
model is the addition of written tasks, both generic and subject based during the
interview morning. The purpose of these is to ask the potential teachers to begin to
think about their own subject knowledge, by completing a subject audit, and thinking
about the subject from a teaching context. It also ensures that the potential teachers
can write in coherent English. The interview process follows the structure shown in

Fig 2e.

Group Interview

Prior Selection Pre interview Course outline

Tutor Interview
7| tasks Tl talk

Written Task

Fig 2e. Overview of Interview Selection. Adapted from Leask et al (1996)
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Interviews have always been the most popular method of selecting a teacher,
although more recently a requirement to teach a sample lesson has been added to
many of these selection processes in schools. The employment interview as a means
of selecting employees has been well researched over the last eighty years (Campion
et al 1997). There has been some more specific research into the employment
interview as a technique for selecting teachers (Young 1983; Young and Pounder
1985) but as Delli and Vera (2003) suggest:

...a substantial void exists in the educational research arena addressing this

important administrative function. (p.137)
As Delli and Vera continue:

...the employment interview represents one of the first pre-employment

evaluations of teacher candidates by education administrators, this
evaluation represents a cornerstone in the employment process. (p.137)

There are alternatives to the interview which include methods such as the use of
assessment centres, personality tests, using simple application forms or psychometric
tests (Tett, et al 1991; Ones and Viswesvaran 1996; Paunonen and Jackson 1996;
Paunonen et al 1999). However as the requirement from the TDA is that the potential
teachers undergo an interview, it is the main form of selection for PGCE courses.
Interviews are also expected by potential teachers. A study by Taylor and Bergmann
(1987), suggested that potential teachers are more likely to accept a job having had

an interview.

The interview as a selection technique

Interviewing is still the most commonly used method of selection in
employment, in spite of the fact that many studies have shown it to be a very
flawed technique. (Barclay 1999 p.134)
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There are several definitions of an interview and several types of interview. Each
type has a distinct purpose; it could be for counselling, research, medical, appraisal
or employment. Many sources discuss these in detail (Courtis 1988; Fletcher 1988;
Millar et al 1992; Eder and Harris 1999; Salgado 1999 and Moscoso 2000). The type
of interview being considered from this research perspective is the selection or
employment interview. These terms are referred to interchangeably in many texts but
for the purposes of this study they will be referred to as a selection interview. The
outcome of the process is not a job, i.e. employment, but entry into a profession. The
potential teachers are being selected for initial entry to the teaching profession to
develop and enhance the skills and requirements to teach. Eder and Harris (1999)
provide a generic definition of a selection interview which gives a useful insight into
the processes involved during these interviews.
The employment interview is defined as an interview-applicant exchange of
information in which the interviewer(s) inquire(s) into the applicant’s (a)
work-related knowledge, skills, and abilities (KSAs), (b) motivations; (c)
values, and (d) reliability, with the overall staffing goals of attracting,
selecting and retaining a highly competent and productive workforce. (Eder
and Harris 1999 p.2)
One aspect that many studies reveal about the interview is that each interviewer will
have a slightly different construct of what an interview means to them (Eder and
Harris 1999; Millar et al 1992) Whilst the purpose of the interview is to evaluate,
assess and recruit employees, Eder and Harris (1999) also indicate that a key aspect

of an interview is the exchange of information between the employer and applicant,

which differentiates it from the simple offering of information.
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Barclay (1999) suggested that many studies have shown the interview to be a flawed
technique and there are mixed views on the validity of the interview. Goodworth
(1979) and Barclay (1999) both show that it has poor predictive validity and that
there are alternative methods of selecting applicants such as psychometric testing and
assessment centres (Wilson and Rosenfeld 1990), which may have greater validity.
Despite this the interview is still a very popular selection technique in the United
Kingdom (Williams 1992, Kumra and Beech 1994). Reasons why interviews are still
popular are explained by many authors (Einhorn and Hogarth 1978; Arvey and
Campion 1982; Kumra and Beech 1994 and Barclay 1999) and include suggestions
such as managers being unaware of the research evidence discrediting interviews,
they are aware that the interviews have some limitations, but they believe them to be
effective in their own experience. Managers also believe that interviews have an
additional role in answering questions that applicant may have, ‘selling’ the job and
correcting misconceptions. Briggs (2005) suggests that interviewing is useful as it is
flexible, particularly when interviewing for small numbers and therefore financially
more viable than using the alternative methods of selection. It is also postulated that
the use of interviewing could simply be due to tradition (Goodworth 1979; Arvey
and Campion 1982; Wilson and Rosenfeld 1990 and Williams 1992). A systematic
study of some of the literature on personal selection by Robertson and Smith (2001),
gives a different view of the validity of the interview. They holds that the structured
interview has greater validity in the overall job performance criteria than some of the
alternative methods such as personality tests and assessment centres. He states:

...several methods...interviews...have all been shown to have reasonably
good validity. (p.444)
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Despite these conflicting views interviews remain a requirement of the selection onto

the PGCE course.

For interviews to be effective there are key elements that need to be considered.
These are summarised in Robertson and Smith’s (2001) systematic review. Most
employers before requiring people to apply for a job will form a clear outline of both
the job task and the personal specification required. This can be seen in many of the
interview requests from schools for teachers. The schools provide a generic outline
of the responsibilities of a teacher as well as specific aspects of the post applied for.
The personal specification, if included rarely goes beyond the requirement for the
potential teacher to have met the QTS standards and to be able uphold the
professional code of conduct outlined by the GTC. As the PGCE course is designed
to enable this it becomes even more difficult to develop a personal specification or

professional specification for potential teachers.

The interview is where the interviewer meets the applicant face to face and has to
make a professional judgment about whether the applicant is suitable. This involves
social interaction and the personal judgment depends heavily on perceptual
interpretation. We become aware of the world and our surroundings but we don’t see
things in isolation. The psychology of perception suggests that, how we interpret our
surroundings, is by distorting them to make it congruent with our own set of beliefs.
That our insights into knowledge do not enter our minds as raw data but as abstracted
forms or structures (often referred to as gestalt). We select and interpret our

surroundings in terms of a classification system or frame of reference that we already
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have in our own minds. It is understood therefore that there are many barriers to the
accuracy of our own interpretations which may lead to misinformation from the
simple interview situation. It is also useful to try and unpick these structures
(gestalts) within the interviewers. This is discussed in detail by Arvey and Campion
(1984), Dipboye (1989) and Millar et al (1992). The following are aspects that could
be perceived differently and affect the outcome of an interview:

¢ The halo effect. Once an interviewer has identified a few positive attributes or
has a particular empathy with the applicant the interview responses are seen
in a positive light and there is an overall positive evaluation of the interview
(Delli and Vera 2003).

e Attractiveness. Often attractive people are rated more highly than less
attractive people, either because attractive people are assumed to be more
effective in other areas or that the interviewer flattered is by an attractive
person seeking their approval (Shahani et al 1993; Delli and Vera 2003).

e Likeability. Does the interviewer like the applicant? Will they fit in with the
existing members? This is one factor that does have an influence in the
selection of teachers (Keenen 1977; Delli and Vera 2003).

e Similarity. Again research has found that the similarity between interviewers
and interviewees has a positive impact on the ratings of the interviewee
(Young et al 1997; Byrne 1992; Delli and Vera 2003).

¢ The influence of interviewee’s nonverbal behaviour on the resultant
evaluation by the interviewer (Arvey and Campion 1984; Millar et al 1992).

¢ First impressions. These often influence the later judgements (expectancy

effect) (Jones 1990).
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e Perceptions which are made are not always accurate (Millar et al 1992).The
perceptual bias of the different interviewers may cause different conclusions
about the same candidates.

¢ Information about the candidate from their application form may create a
negative (or positive) perception by the interviewer which is difficult to move
beyond at the interview (Millar et al 1992).

® Primacy/ recency effect, first and last, do they remain the clearest in the
interviewers mind. Also the previous applicant can often inflate the view of
the subsequent one (Anderson 1992; Taylor and O’Driscoll 1995).

e Negativity, looking for reasons to fail a person (Anderson 1992; Taylor and
O’Driscoll 1995).

e Validity of information provided, is the interviewee being honest or
answering what they think we want to hear (Millar at al 1992)?

¢ Cosmetic effect, the initial appearance of the interviewee, have they taken the
trouble to dress smartly, are they attractive (Wicks 1984, Millar et al 1992,
Fincham and Rhodes 1993, Shechtman 1998).

e Experience and training of the interviewer. The experience and the training
that the interviewer has had could affect the validity of the selection process,
can they differentiate between relevant and irrelevant information during the
interview process (Delli and Vera 2003)?

The experience and training of the interviewer has been discussed by Delli and Vera
(2003) who suggest that:

...the effect of interviewer expertise is a very under-researched component of
the interview literature. (p.144)
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Chi et al (1988) found that the experience of the interviewer did affect the outcome
but alternatively Schmitt (1976) and Gehrlein et al (1993) did not draw the same
conclusion from their studies. How much training the interviewer has had, may
influence their approach and their skill in both asking and interpreting the

information given during the interview.

These are all aspects which may influence the tutors as they make their professional
judgements on whether the potential teacher has successfully met the criteria in the
interview situation. It may well be however that these will subconsciously make an

impact and the interviewer will not be aware of them.

Interview formats

There are several types of interviewing techniques that can be used in a selection
interviewing. The main ones are structured, semi structured and unstructured
interviews. There are also key stages within an interview. The first part or opening of
the interview is all about first impressions from both the interviewer and the
applicant. It is at this point at which the interviewer will perhaps intrinsically lay the
foundations for the following interview, how formal it will be and whether some of
the aspects described above are making an impact. The second part of the interview
is when the interviewer seeks to extract the information required to make a
judgement as to whether the applicant has the required attributes for the job. The
final part, the closing of the interview is when the interviewer thanks the applicant

and discusses what the next stages are.
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Structured interviews

A structured interview is one where there is a clear format with a series of pre
determined questions which each applicant is asked and then given the same possible
response opportunities. These are seen as having more predictive validity than
unstructured interviews (Huffcutt and Arthur 1994; Salgado and Moscoso 2000,
Robertson and Smith 2001 and Blackman 2002). Although the concept of a
structured interview may seem straightforward, in reality the ‘operationalization of
structure has varied widely across studies’ (Campion et al 1988). It is perceived as
critical that there is some structure to ensure that the decisions can be more easily
made between applicants and also that they can then be defended. Blackman (2002)
define the structured interview has having three main characteristics:

¢ highly structure questions without the opportunity to use follow up or probe

questions,

e questions based on job descriptions,

¢ astandardised rating form used by the interviewers.
The rating scales can be used either in the interview or afterwards when the notes
taken during the process are reviewed. Campion et al (1988) developed this model
further to suggest a 6 step guide to a good structured interview as outlined below:
Step 1: Develop questions based on a job analysis. These could be a range of
questions but need to be accurate, unambiguous and avoiding bias or possible
misunderstanding.

Step 2: Ask the same questions of each applicant.
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Step 3: Anchor the rating scales for scoring answers with examples and illustrations.
(This could be using a scale of 5 for good, 3 for moderate and 1 for poor and
brainstorming possible answers beforehand).

Step 4: Have the interview panel record and rate answers.

Step 5: Consistently administer the process to all candidates.

Step 6: Give special attention to job relatedness, fairness and documentation in

accordance with testing guidelines.

The structured interview can be further divided into a situational interview or a
behavioural interview (patterned description interview). The former is describing an
interview where the questions focus on what the applicants anticipated behaviour
would be in a given situation and the latter is when the questions ask the applicant to
describe their past responses to situations. These are discussed further by Campion et

al (1988); Eder and Ferris (1989); Taylor and O’Driscoll (1995) and Barclay (1999).

The structured interview has a formal overture, the roles of the interviewer and
applicant clearly understood. The questions are predetermined and carefully selected
to ensure all the required details are collected. The advantages of a structured
interview are that it allows the observer time to observe as well as listen to responses
as the questions are preset. It is easy therefore to code and interpret these responses.
The interviewer can ensure that they collect all the necessary information by
planning the questions and these can be in the detail required, hopefully avoiding
misunderstandings. It allows for some formative assessment of the applicant at this

early stage. The questions are standardised enabling the interview to be easily
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replicated with other applicants. There are disadvantages in using structured
interviews, there may be aspects which it would have been useful to have discovered
but were not discussed during the interview process as the opportunity did not arise.
It can be time consuming as each applicant is seen individually. There is often
limited scope for the applicant to answer in detail or depth. The factors such as the

halo effect, as discussed earlier, would also need to be considered.

Structured interviews can be individually led or undertaken by a panel. In terms of
enhanced reliability and validity, research has given equivocal results as indicated by

Weston and Warmke (1992) and Delli and Vera (2003).

Research into what interview can actually measure has shown interesting results.
Huffcutt et al (1996) suggest that these structured interviews can measure factors
such as cognitive ability, whereas Schmidt and Rader (1999) consider all interviews:

...measure a mélange of experience, cognitive ability, specific abilities and

aspects of personality such as conscientiousness. (Cited in Robertson and
Smith 2001 p.456)

In their review Robertson and Smith (2001) considered several studies and
tentatively suggested that the evidence suggests that all interviews are:

...primarily measuring social skills, experience and job knowledge... (p.456)
Reviewing the literature on the selection of teachers, Delli and Vera (2003),
highlighted several studies that questioned the use of structured interviews for
selecting teachers. Although they observed that structured interviews are increasing
in popularity due standardisation and to help with defending decisions, they offered

evidence that they were not the best format. This evidence included Blackman and

59



Funder’s (2002) study suggesting that structured interviews are less useful in
assessing personality- important for teacher selection, and are seen as detrimental to
recruiting teachers (Dipoye 1997), that they are expensive (Terpstra and Rozell

1997) and that they do not reduce bias (Micelli et al 2001).

Although there are both positive and negative aspects of structured interviews, as a
method they could easily be applied to the interviewing of the PGCE applicants
where the job description could be replaced with the TDA requirements. The
structured interview would allow for questions to be carefully thought through
beforehand and for the tutors to have an awareness of what they were considering
and to be able to rate the answers to give some clear explicit information to reflect on
when making a decision as to whether to offer a place to the potential teacher. It
allows for some formative assessment to be made particular within the context of
admissions onto the PGCE courses, and would allow consistency within the

interview process as these interviews take place over a ten month period.

Unstructured interviews

An alternative to the structured interviews are the unstructured interviews. This is
where there are many open ended questions and applicants are not asked in a precise
way and there are fewer constraints within the procedure. It is usually informal and
allows for spontaneity and digression. These interviews will give a general overview
of the applicant but may not be easily used for comparative uses. Within the process
of selecting applicants onto a course to train them to become teachers, those with

potential are selected and can in some subjects admit up to 40 students. There is
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therefore no need to directly compare candidates for the ‘one place’ unless towards
the end of the recruitment cycle there are only a few places left and several potential
teachers in the system. There are additionally a variety of teaching styles and
personalities and therefore at the interviews we are not looking for a specific ‘fit’ for

a job.

With the unstructured interview it may be that there is little factual information
provided during the interview. This is could be because the interview focuses on the:

...here and now: how the applicant responds to the stresses and demands of
the interview itself... (Barclay 1999 p.137)

as opposed to what the interviewer is trying to elicit. However Blackman (2002)
suggests that these unstructured interviews are better at predicting the applicants’

personality characteristics as their behaviour will be less scripted and unrehearsed.

The tone of the interview is more informal and relaxed and often goes beyond the
‘interview room’, perhaps in the case of teacher appointments over lunchtime and
during a guided tour of the school/department. Blackman’s (2002) research
highlighted that in the unstructured interviews, the applicant did more of the talking
and was more behaviourally expressive. This will give the interviewer more personal
information on which to base their judgement. Blackman discovered that the
interviewer asked less personal questions during the interview but that the applicant
gave more personal information, theorising that this could be due to the more relaxed

informal nature of the interview.
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One of the criticisms of the unstructured interview; however is that it may lack
validity and may be susceptible to bias with its inherent subjectivity (Campion et al

1988).

Again this format of interview could be used within the context of a PGCE selection
interview. The applicant will have more freedom to express ideas which can be used
to discern personality characteristics in order to help make decisions on their
potential to achieve the necessary standards. It will allow for some initial formative
assessment of the applicants skills and knowledge before beginning an intensive

course.

Semi structured interviews

This is a hybrid of the previous two formats, like the structured interview it has
predetermined questions with a clear focus on what the interviewer wants to achieve
from the interview process. However, it also has some flexibility built in to draw out
the applicant further and to probe further with the questions some consider it to more
like a ‘face to face questionnaire’ Parsons (1984). The semi-structured interview
approach allows;

...the respondents to say what they think and to do so with greater richness
and spontaneity... (Oppenheim 1992 p81)

Gall et al (2003) further clarify:
The semi structured interview involves asking a series of structured questions
and then probing more deeply using open form questions to obtain additional
information. (p.240)

Bryman (2008) describes semi structured interviews as those in which the

interviewer can vary the sequence of the questions and that the questions are more
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general in nature that would be found in structured interviews. Additionally he refers
to the option in semi structured interviews of being able to ask further questions in

what are seen to be important replies.

The semi structured interview is often classed as being more similar to the
unstructured interview in that there is usually no rating scale used. They are usually
semi formal in tone but unlike the unstructured interview do not require a high level
of interviewer expertise. The semi structured interview combines the flexibility of
the unstructured interview but enables some comparability of key questions between
applicants. In semi structured interviews it is important to plan the questions to
ensure that the interview is used to maximum effect and the interviewee’s time is not
wasted (Millar et al 1992). It is important to ensure that the questions are relevant to
the purpose of the interview (Breakwell 1990). This enables the interviewer to gather
what they need to support a decision but also endeavours to reduce subjective bias
and errors (Millar et al 1992). The flexible nature of a semi structured interview
allows the interviewer to structure the questions so as to have the same meaning for
each applicant, rather than asking the same question and hoping the interviewee has
the same understanding of the question being asked (Millar 1992). It allows for the
interviewer to clarify aspects or return to responses that the applicant has made. It
also gives the opportunity for new information to be revealed that a structured

interview may prevent.

Unlike the unstructured interview the semi structured model gives the interviewer

greater confidence in making judgements. With establishing key questions the
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relevant information needed to make a decision should be revealed during the
interview, validity should be ensured. Field and Gatewood (1989) suggest that the
lack of coverage of job related information and the impact of non job related factors
contribute to the low validity of an interview, therefore by planning the key questions

this will increase the validity of the interview.

The less formal nature of a semi structured interview should help with drawing out
the potential of a candidate whereas the more structured interviews can appear to the
applicant as an interrogation (Goodale 1989). These semi structured interviews have
more open and probing questions where a probing question is:

...designed to encourage respondents to expand upon initial

responses...(Hargie et al 1987 p. 77)
Within the context of interviewing potential teachers this type of interview could
easily be used. The planning of key questions which are used for all potential
teachers would ensure that the information a subject tutor requires to make a
judgement is covered during the interview and this would increase the validity of the
interview. It as it would create an opportunity for in depth information and
explanations to be gathered. It would be possible for the subject tutor to collect
information gained by further responding to the initial answers from the potential
teachers (probing questions). It would allow questions to be explained or altered
depending on the age or experience of the particular potential teacher. This flexibility

with the semi structured interview format would enable a subject tutor to:

...satisfy themselves that all entrants have the capability to meet the required
Standards by the end of their training and that they possess appropriate personal
and intellectual qualities to be teachers. (TTA 2003 p.61)
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All three of these interview formats could potentially be a possible model for the
selection process in initial teacher selection. Finn, Elliott-White and Walton (2000)
compare the three types of interviews in Table 2f below.

Table 2f. Comparison of the different types of interviews.

Type of interview Advantages Disadvantages
Structured Interviewees answer the same Very little flexibility and
questions, increasing the the standardised wording

comparability of the responses | may inhibit responses

Interviewee bias reduced Pre-determined questions
may not be relevant
Data easily analysed using
statistical techniques

Semi-structured Combines the flexibility of the | Bias may increase as
unstructured interview with interviewer selects
comparability of key questions | questions to probe and
may inhibit comparability
of responses

Unstructured Interviewer responds in a Comparability is much
flexible way to the interviewee | reduced and data analysis
is more difficult
Interviewer’s role is minimal
allowing interviewee to express | Data quality depends on
ideas in his/her own words listening and
communicating skills of
the interviewer

(Adapted from Finn, Elliott-White and Walton, 2000 p. 73)

Interviewing and potential teacher selection

Whilst there are many studies into the use of interviewing in situations where
employers are seeking employees (Courtis 1988; Fletcher 1988) there are fewer
studies specific to teaching. Delli and Vera (2003) began to explore some of the
issues behind the interview process for hiring teachers and highlighted that:

...a substantial void exists in the educational research arena addressing this
important administrative function. (p.137)
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In their research into the types of interviews used to hire teachers Delli and Vera
found that many are becoming more structured in nature to enable clear comparisons
to be made and to defend the outcomes. Some of the studies emanating from the
USA are more concerned with the testing of potential teachers. Each State can set
their own policy for the selection and the training of teachers and there is no national
overview as in England. They also make heavy use of testing the potential teachers
using the National Teacher Examination (NTE) Praxis or standardized teacher
examinations offered by the Educational Testing Service, which enables a teacher to
then be employed as a teacher in many States (Strauss et al 2000). Winter et al
(1998) in their research undertook a study of principal work values (achievement,
concern for others, fairness and honesty) and examined effects of these on the
teacher selection process. They were concerned that the concept of values had not
previously been empirically researched with respect to teacher selection decisions.
They used simulated interview situations to explore the feasibility of measuring these
values during the selection process. They concluded that this area is one which needs
to be explored further as it may give further insights into teacher success. This builds
on the earlier suggestion by Schon (1983) who believes that teachers tend to have a

clear value base which informs their practice.

The interviewing of potential teachers is an even narrower subset of the educational
interviews. Unlike a job interview these are interviews for a study course which has
imposed on it layers of professional requirements and expectations, and where the
successful applicants are asked to begin teaching in schools they will be based in.

The tutors at the initial teacher education providers are the gate keepers for the
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profession, but not the employers of the applicants. They control entry into the
profession but not the funding (the TDA funds the courses and the students). These
interviews are on two levels, first the selection of potential teachers that have the
intellectual rigour to complete the academic elements of the course, this becoming
increasingly a key factor with the Masters level PGCE, and secondly that they have
the potential to complete the professional element of the course and be awarded

qualified teacher status.

An international study by Shechtman (1998) considered the use of interview
techniques for selecting potential teachers. She undertook an evaluative study into
the use of group interviews for this selection as oppose to one to one interview.
These group interviews are conducted on a streamlined assessment procedure based
on a single technique of group interaction. This study followed her earlier work on
streamline assessment centres where she based the technique in the business world to
predict successful management performance (Shechtman 1991). She uses the
premise that teacher effectiveness falls into three clusters of behaviour, verbal
communication, human interaction and leadership, (Lowman 1984, Shechtman 1989)
and these can be used to predict teacher success. However measuring these qualities
is the essential aspect:

...recommendations regarding the qualities prospective teaches should have
are of limited value unless accompanied by effective assessment procedures...
(Shechtman 1998 p.5)

Her assessment of teachers consisted of a two hour interview procedure with four
activities, which a group of eight potential teachers complete together. The activities

included: a ‘self presentation’, a ‘guided group discussion’, a ‘leaderless group
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discussion’ and ‘feedback provision’. For the ‘guided group discussion’ they are
given both an educational issue and a non educational issue to discuss (to prevent the
possibility of preparing answers). For the ‘leaderless activity’ they may be asked as a
committee to solve a problem and for the ‘feedback provision’ it involved each
individual giving oral feedback directed to every other individual in the group. As
these group activities are being completed, each applicant is assessed by two trained
assessors who use a scale of 1 (low) to 6 (high) for the four dimensions below for
each of the applicants:
®  Oral communication; clarity and organization of thoughts, focus on
essentials, logical presentation of thoughts, verbal expressiveness,
and fluency of speech
®  Human interaction, expression of warmth, friendliness, display of
respect, sensitivity, and support
e Leadership; dynamism, alertness, initiative, responsibility, and the
ability to influence others
® Opverall rating, the general fitness of the individual for the teaching
profession. (Shechtman 1998 p.9 and10)
Any applicant who is given a score of 3 on any of the areas is not offered a place on
the teacher education course. (This level is below the mean score of 4 from her
previous evaluation of the group assessment procedure-GAP). Shechtman is
confident that this approach works well, and her evaluations (Shechtman 1998,
1992a and Shechtman and Godfried1993) have concluded that there is agreement
between the assessors, and also between the assessors and the applicants being
interviewed. This could be a technique that would help with the selection of
applicants, it avoids the subjectivity of the interviewer, helps to avoid the self report
nature of the applicant giving all the information to the interviewer, and it is also cost

effective in terms of administration of the interview process. Shechtman concludes

that:
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...in our studies, the overall impression was always the best predictor of
teacher success. Teaching is such a complicated processes that it may be
unwise to look for specific traits or skills. (1998 p.15)
Kinicki et al (1990) found that interview impressions have been better predictors of
hiring recommendations and of the employee’s job attitude than are the applicant
credentials. Shechtman in her study indicated that about one third of those invited for
interview didn’t get offered a place. At the research institution on average around
18% (Appendix 1d) of potential teachers who are invited to attend the interview on

the strength of their application are subsequently not subsequently offered a place,

slightly less that Shechtman’s study.

Challen and Byrne (2004) undertook a small scale study of the recruitment
procedures onto a primary PGCE course. They were investigating whether it is
possible to forecast teacher competence. The potential teachers as part of the
selection process took part in an one-to-one interview which was graded in ten cells
(reasons for choosing to teach; contribution to teaching; relevant experience;
awareness of teachers wider responsibilities; response to a hypothetical classroom
problem; career aspirations; attitude to the course one-to-one communication skills;
professionalism and apparent commitment to a teaching career). They also took part
in a presentation graded in 6 cells (interest level; interaction; structure and
organisation; communication skills; awareness of general educational issues and
quality of analysis). The grades were 1 to 4, where 1 was very go