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A bstract 

Colleges of Education in New Zealand had during most of the 1 900's enjoyed a 

protected position as sole providers of teacher education, providing the nation's 

centres and schools with teachers. The New Zealand Department of Education 

exercised tight control over the col leges and a degree of autonomy was accorded to 

them progressively from the 1 960's. Change had been incremental and evolutionary in 

response to shifting socio-political pressures. 

Socio-pol itical change over the period 1 985 - 2000, however, was dramatic in style 

and profound in effect , as successive governments sought to reform the economy, the 

state sector, the administration of education and the shape of tertiary education. 

Col leges of education,  along with other tertiary institutions, were m anoeuvred into a 

competitive and contestable environment which imported into education the principles 

of the "free market". 

This qual itative study analyses the impact of those changes on pre-service teacher 

education at the Auckland College of Education over that intense period as 

transformational changes moved the College from its previously protected teachers 

college configuration ,  relating closely to the school system,  to one which more typically 

reflected that of other tertiary institutions a longside which it now stood and with whom it 

now competed. A theoretical framework is developed that analyses the changes on two 

dimensions. A vertical axis assesses the nature of the pressures to change and the 

real ities of the ski l ls, knowledge ,  aspirations and dispositions that the staff of the 

Col lege brought to them. A horizontal axis tracks the progress of the changes and their 

impact on the College. The study, which employed interviews with both individuals and 

focus groups and documents as its prime sources of data , adopted an eclectic 

methodolog ical approach . 

C lusters of changes that impacted on pre-service teacher education emerged as 

"change narratives" based on sets of changes that reflected the impact of various 

institutional mergers ,  administrative and professional restructuring , the development of 

a research culture ,  the review of the degree taught jointly with the University of 

Auckland, and the development of a provider degree. The impact of those 

developments on the provisions for pre-service teacher education is evaluated and 

from them a set of principles for the management of transformational change in 

colleges of education or similar institutions and organisations is developed . 
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Chapter 1 

Introd uction : From Pale Imitation to Dynamic Institution 

Background 

Simply by sail ing in a new direction , 
You could enlarge the world 

Alan Curnow Landfall in Unknown Seas 

After a hundred years of working in the sheltered and protected waters of teacher 

education,  a niche in the tertiary system that saw six colleges supplying all the nation's 

teachers under the benign control of the New Zealand Department of Education in a 

relatively resource-rich environment, teacher education in New Zealand in the mid-

1 980's faced the turbulent waters of reform and the competitive market. Throughout the 

world there had been a demise of teacher education in stand-alone institutions and 

teaching had been subjected to the same kinds of 'credential creep' that had 

characterised other occupational  classes. After a lengthy period of incremental change, 

teacher education and the colleges were to face a time of discontinuous and 

transformational change. Widespread reform of education, the state sector and the 

economy would bring about changes of unprecedented magnitude. Tertiary institutions 

in general and teacher education institutions in particular would have to respond to 

those changes simply to survive and dramatically alter the way they worked if they 

were to do more than this. 

Institutions for the training and education of teachers evolved in New Zealand as part of 

the tertiary education system, but at a level below that of the un iversities. They 

predominantly prepared school leavers for a return to the classroom as teachers and 

were largely staffed by experienced school teachers. The intended relationship 

between the colleges and the schools of education at the nation's un iversities did not 

develop as closely as had been intended. Entry level requirements to college cou rses 

were markedly below those for un iversity courses and college graduates exited with 

certificates and diplomas. Degrees were, until 1 989, the sole preserve of the 

universities. 

Colleges had not rem ained unchanged, however, and as they grew synchronously with 

the increase in New Zealand's school population,  their programmes expanded, student 
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i ntakes became more diverse, courses were lengthened and entry levels were raised. 

In the 1 970's colleges took on an increasing role in the inservice professional 

development of teachers. But these changes were al l  under the protective control of 

the New Zealand Department of Education whose shelter cam e  at a cost. Colleges had 

only q uasi-autonomy, as funding,  capital expenditure ,  aspects of operating expenditure 

and procedures , student selection and course approvals were all subject to the control 

of the Department. This enabled the government to control the supply of teachers 

through introducing new courses, and even new colleges, in times of demand and, 

when that demand decreased , through closing colleges. 

No period of change and development in  the history of col leges over the earl ier period 

of the twentieth century would match the natures and scale of the changes in the 

tertiary education system that was to occur over its last fifteen years. Whilst to that 

point change had been largely incremental ,  over these particu lar years the changes 

experienced were undoubtedly transformational in nature. 

The Study 

This study examined that period of transformational change as it found expression at 

the Auckland College of Education ("the Col lege"), a large teacher education institution 

situated in Auckland, New Zealand's largest and most d iverse conurbation. While in 

addit ion to teacher education programmes, the College teaches special education , 

social work and human services courses, the research presented here is centred on 

pre-service teacher education .  Throughout the period being studied ( 1 985-2000) the 

College was led by Dennis McGrath,  Principal and Chief Executive Officer who figured 

prominently in  the changes with in  the Col lege. He became Principal of the Secondary 

Teachers College in 1 985. When the Auckland Col lege of Education was created by 

the merger of the Auckland Teachers College with the Secondary Teachers College he  

became one of  its three Principals before becoming the sole Principal and Chief 

Executive Officer of the College in  1 989. He retired in 2001 . 

From the t ime of their inception unti l  the mid 1 980's, teacher education institutions were 

clear in their role. They prepared teachers for schools by offering courses in general 

education ,  professional education and practice teaching.  In surveying the reviews of 

teacher education that had occurred in the latter half the 1 900's , Alcorn painted a 

picture of the colleges throughout New Zealand as being homogenous and contained 

largely within " a  shared culture" (Aicorn , 1 999a). The latter part of the twentieth 
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century, however, was to see this shared culture replaced by a competitive and 

egocentric focus as each college strove to effect a transformation that would enable it 

to claim, as one Principal did, that "Out of the ashes . . .  has emerged a dynamic tertiary 

institution that is at the forefront of teacher education both nationally and 

internationally" (Keen ,  2001 , p . 1 1  ) .  

Where colleges had attempted to replicate courses in areas covered traditionally by the 

universities (largely in the areas of general education) , they tended, in  Fletcher's (200 1 )  

terms, "to be a pale imitation of what the un iversities were doing" (p.9) .  The history of 

teacher education institutions had been marked by a tradition of partnership between 

the colleges in a national system of teacher education . Relationships between the 

colleges and their local un iversities were loose and d istant for most of that period . 

Although there had been no tradition in New Zealand of locating teacher education in  

the un iversity system ,  from the 1 970's a range of  d iffering relationships had developed. 

These relationships were not always without conflict, but uneasiness in such 

relationships was not new. Butchers ( 1  932) reported that the lack of clarity in the 

relationship between the schools of education in the universities and their local 

colleges had then resulted in an "unsatisfactory" situation (p. 1 45) . 

I n  1 987, the Auckland College of Education was created by a merger of the then 

Auckland Teachers College (a primary teacher education institution) and the 

Secondary Teachers College. A range of wide-sweeping education reforms from 1 987 

al lowed the new College autonomy of governance and management, created a 

competitive, market-driven environment for tertiary education ,  and i ntroduced a 

q ualifications framework in which it was possible for institutions other than un iversities 

to teach degree courses. In 1 990 the Col lege began teaching a BEd degree jointly with 

the University of Auckland. The emerging threats of contestabil ity were balanced by 

new opportunities as the College restructured to meet the challenges and worked to 

develop a research culture that would mark it as a tertiary institution able to 

autonomously teach at degree level .  

I n  late 1 996, the Auckland Col lege of Education announced that i t  was to merge-with 

the Auckland I nstitute of Technology (later to become the Auckland U niversity of 

Technology) and the Central Institute of Technology (Well ington) combined and a long 

period of negotiation commenced. Towards the end of that process, however, the 

College Council determined that a relationship with a un iversity partner would be a 

preference and attention turned in  early 1 997 to attempts to broker an arrangement 
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with the University of Auckland. However, d ifferences in style and an apparent lack of 

wi l l ingness to accommodate brought those talks to a point where it was agreed that no 

suitable arrangement was possible. Almost immediately, therefore, an agreement was 

reached to merge with Massey University. lt had been a period in which merger was 

very much in the minds of College staff. The College, at the end of 1997, was clearly 

going to merge. 

Emergence of the Research Study 

The period 1985-2000 was a t ime of profound and significant change at the College. A 

number of wide-ranging issues and researchable questions were embedded in the 

dynamics of such change. What were the changes that had taken place? How had 

those changes impacted on teacher education and the work of teacher educators? In  

what ways had  the College changed in character? What can be  learned from these 

events to assist the implementation of change in the future? 

At the point of such considerations,  the College/Massey merger was seen as a key 

defining event, and a longitudinal study of its impact was contemplated for this study. 

However, a number of factors conspired to change this focus of attention.  I n  1998-99 it 

was becoming clear that the merger process would be attenuated by the uncertainty of 

g overnmental approval , a factor not helped by a change of government in 1999. I n  the 

event, this assumption proved to be correct with the actual process taking unti l the end 

of 2000 at which point the Min ister of Education declined to approve the proposed 

merger with Massey University. 

The proposed study had, by then,  undergone changes to its design and focus to centre 

on the analysis of the wider impact of socio-pol itical and institutional change on 

preservice teacher education at the College. Such changes to the environment in which 

the tertiary sector operated had a number of impacts on the College. These had thei r  

clearest expression through  the various restructurings that the Col lege underwent to 

better meet the changing environment, the overt and conscious attempt to develop a n  

academic research culture in the College, the development and teaching of a new 

degree programme and the general merger ambience that pervaded throughout. 
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The Research Questions 

In order to analyse the impact on the College of the changes that resulted from the 

climate of education related reform generally in New Zealand during the period 1 985-

2000, the fol lowing questions were identified: 

1 .  What were the significant contextual changes that took place over the period 

1 985-2000? 

2. What were the key changes that took place within pre-service teacher 

education provisions at the Auckland College of Education in response? 

3. What was the impact of those changes on teacher education on the College 

and related environments? 

4 .  What can be learned from these changes to inform the management of 

transformation in simi lar institutions during a period of s ignificant change? 

The Change Narratives 

Early in the study, documents and the fi rst round of interviews revea led that the 

changes at the College seemed to cluster around five major change themes. The five 

areas that emerged and in which the changes were clearest, were to become what the 

study would style as 'change narratives'. They are dominant stories that have an 

existence in and over the period being studied and which a l l  share the theme of 

change. In addition , the five had each to some degree or other been a l luded to as 

issues of concern and focus by the Principal of the College, Dennis McGrath, in early 

seminal papers through which he launched the College on a series of interrelated 

d evelopments. These papers suggested their intentions with titles such as 'Designing 

the Future' (McGrath , 1 994c) and 'Restructuring ACE' (McGrath, 1 994d) .  The five 

areas that became the change narratives of this study are :  

1 .  The ghosts of mergers past, present and future 

I n  the period 1 97 4 to 1 985 there had been a series of amalgamations/mergers at the 

Col lege. First, Ardmore Teachers College closed at the end of 1 974 (Openshaw, 1 996, 

p .54) and various staff were transferred to other colleges including Auckland Teachers 
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College. This was followed by a national move to shift kindergarten teacher train ing into 

the colleges and this occurred in Auckland in 1 975 (Fietcher, 2001 , p .246). But the 

1 980's were characterised by more dramatic events as the Government announced the 

transfer of the North Shore Teachers College to the Auckland Teachers Col lege in 

1 982 and,  in  response to pressure from the Government, the Auckland Teachers 

Col leges Counci l  announced that the Auckland Teachers College (the primary teacher 

education institution) and the Secondary Teachers College would amalgamate. This 

was achieved in  1 985 with the creation of the Auckland College of Education. Then 

over a two year period, 1 996-1 997, the College considered possible merger with a 

range of potential partners before agreeing late in 1 997 to merge with Massey 

U niversity - subsequently to be stymied by Government decision in 2000. The theme 

of merger has been instrumental in change over the period of attention. 

2. Shuffl ing the pack: restructuring the admin istrative and professional context 

The College had addressed issues of the internal administrative and professional  

structures to achieve the amalgamation of the primary and secondary colleges in  a 

manner that preserved an acceptable degree of autonomy for the different sectors. A 

th ree-principal a rrangement was replaced by a single principal set-up and some minor 

changes were made in  1 989 to accommodate the establishment of Te Puna Wananga,  

a faculty concerned with programmes in Maori Education. The College focused on a 

m ajor restructuring during the period 1 994-95, which altered the focus of the 

professional g roupings in the College from one based on school community sectors 

( i . e . ,  Early Chi ldhood , Primary and Secondary) to one which brought pre-service 

teacher education together in a faculty structure and staff together in academic groups 

called "centres". The dynamics of responding to change has been an underlying  

feature of these various modifications. 

3 .  From using to doing: developing an academic research culture 

U niversities are traditionally characterised by both teaching and research and this has 

been at the heart of their tradit ional right to teach degree programmes. However, the 

new qual ifications environment that was introduced in 1 987, while opening the way for 

the teaching of degrees by institutions other than un iversities, required research to be a 

feature of any institution with such aspirations. To facilitate this, a wider defin ition of 

" research" was adopted and the College responded to this opportunity. This raised 

wider issues of the general academic culture of the College. The nature of this culture 
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and ways in  which staff could promote it became an increasing ly i mportant concern 

throughout the College during the period 1 985-2000. 

4. Degrees of change: a jointly taught degree 

The Auckland College of Education was the last of the colleges of education in New 

Zealand to introduce a BEd degree programme taught jointly with an associated 

university. A BEd programme in conj unction with the University of Auckland ("the 

University") started in 1 990 and was due for review in 1 995. The impact of this 

experience was an important l ine in the story of the College during the period of this 

research study. 

5 .  Change of degrees: a college provider degree 

The establ ishment of the New Zealand Qualifications Authority (NZQA) in 1 987 led to 

the possibi l ity that institutions other than universities could offer degrees. The 

development and introduction of a provider degree, the BEd (Teaching), was the most 

significant event at the College in the 1 990's. Introducing its own degree for teacher 

education became both a challenge and an achievement for College staff as they 

worked over the period of this research study to establish a presence for the College in  

a new and evolving tertiary environment. 

These five change narratives are presented in the order in which they seemed to 

emerge as a feature of change at the College . 

The Research Approach 

To pursue the identified research questions, a qualitative study was designed to 

analyse the changes made at the College during the period 1 985-2000 and to develop 

from that analysis general principles for managing change in contexts of this kind. 

Fol lowing this introductory chapter (Chapter 1 ) , Chapter 2 detai ls the socio-political and 

institutional contexts of the period and examines the impact of these contexts on the 

College.  

C hapter 3 develops a theoretical framework that al lows for the analysis of the impacts 

on both vertical and horizontal axes based on a view of the nature of change in an 
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institutional setting and the processes through which change implementation proceeds. 

The creation of this framework draws on institutional and organisational studies. 

Chapter 4 outl ines the methodology for this study, which util ises an eclectic range of 

research approaches. The Col lege is a complex institution and the nature of the 

research made such an approach desirable. The collection of data was based on four 

m ajor sources - l iterature reviews, interviews, focus groups and document searches. 

The data collection from Col lege staff was com pleted through a series of i nd ividual  

interviews with eight lecturing staff (the Reference Group), three management staff in  

key positions and five former staff members. Three Focus Groups were established 

and consisted respectively of five management staff, four lecturing staff and five 

members of the Col lege's communities of practice i n  Early Childhood, Primary and 

Secondary. ( I nterview schedules are included in Appendix A.) 

A series of five chapters fol lows , each of which deals with one of the change narratives .  

Chapter 5 

Chapter 6 

Chapter 7 

Chapter 8 

Chapter 9 

The ghosts of mergers past, present and future. 

Shuffl ing the pack: restructuring the administrative and professional 

context. 

From using to doing: developing a research culture .  

Degrees of change: a jointly taught degree. 

Change of degree: a col lege provider degree. 

Chapter 1 0  d iscusses the impact of these socio-pol itical/institutional changes on pre

service teacher education provisions at the College, and Chapter 1 1  concludes the 

study with the development of a set of principles derived from the study and which , i t  is 

cla imed,  underpin the successful management of sign ificant change in institutions such 

as colleges of education. 

The Researcher 

The Researcher has been a member of the staff of the Auckland College of Education 

on two occasions. From 1 980 to 1 990 he was a Senior Lecturer: HOD Secondary 

Eng lish at the Secondary Teachers College. He continued in this role fol lowing the 

merger of the Auckland Teachers College and the Secondary Teachers Col lege with i n  

the newly created institution , the Auckland College of Education.  After a period of 

seven years ( 1 990-1 996) as a secondary school principal , he was invited to return to 
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the College as Director of Secondary Teacher Education at the beginning of 1 997 with 

a brief to effect changes to the format of the secondary programme and to promote its 

development. He was also asked in 1 998 to accept the additional position of Director of 

I nformation Technology Services to establ ish a new service group with in the College to 

implement a co-ordinated approach across the College in the areas of information 

technology infrastructure development, user support and professional deve lopment. He 

undertook this role in addition to the responsibil ity for Secondary Teacher Education.  

During the period of this research, at the beginning of the 2001 academic year, he 

changed position within the College to become General Manager: Academic Services, 

with responsibi l ities that included student services, l ibrary services, the Academic 

Board and staff development across the College. In June 2002, while in the final stages 

of completing the thesis, he left the Auckland College of Education to become 

Executive Director Student Affa irs at the Manukau Institute of Technology. 

The ethical and practical issues faced in undertaking research of this kind as a staff 

member of the institution are examined in  Chapter 4 .  

Adding to Our Understanding of Teacher Education 

This study is an intense and focussed study of the impact of a set of changes on pre

service teacher education provisions at a college of education over a fifteen year period 

of t ime.  lt is not an historical study of the College, such as the studies that have been 

com pleted of Palmerston North Teachers College (Openshaw, 1 996), the Christchurch 

College of Education (Fietcher, 2001 ) ,  and the Dunedin College of Education (Keen ,  

200 1 ; Morton & Marten, 1 976). l t  is not in itself a critical analysis of the wider socio

political context l ike that done by commentators such as Alcorn ( 1 995, 1 999) , Kelsey 

( 1 995, 1 999) and Jesson (2000) . However, it does contain elements of h istorical and 

critical socio-pol itical analysis as it pursues its aim of examining the impact of change 

on the work of teacher educators and the environment in which they dai ly work, the 

qual itative changes to their lives as teacher educators and the general impact on 

teacher education as an academic/professional field or activity at a critical time in the 

h istory of education in this country. Out of the study a set of principles has been 

developed that, if applied ,  are l ikely to expedite the implementation of change and 

m aximise the positive impact of it in simi lar contexts. 
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Finally, it should also be stated that this study, while not purporting to be a study of 

leadership per se, does highl ight the central importance of this in change. The part 

played by Dennis McGrath as Principal ,  the instructional ,  administrative and 

professional leader of the Col lege over a period of some fifteen years is clearly 

sign ificant. l t  seemed appropriate that at the time of his retirement in  August 200 1 , 

much of the imagery employed to describe and acknowledge his contribution to the 

College was that of the sea, the "Captain of the ship" who had "steered the College 

through turbulent seas" . This resear9h examines those turbulent seas and the new 

directions that Dennis McGrath and h is crew both charted and responded to in an  

attempt to  enlarge the  world of the College. l t  analyses a journey from "pale imitation" 

to "dynamic institution" .  
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Chapter 2 

The Socio-Pol itical and Institutional  Contexts 

This study examines the impact of socio-po l itical and institutional change on pre

service teacher education at the Auckland College of Education as reflected in the 

context of the reform agenda of successive governments during the period 1 985 to 

2000 and of the particular nature and history of the Auckland College of Education as a 

stand-alone teacher education col lege in New Zealand. 

Socio-Political Context 

Background 

New Zealand had long enjoyed a world-wide recogn ition for its state concern for the 

social well-being of its citizens. Initiatives such as those in social welfare , wage and 

other industrial legislation , benefits for the aged and the enfranchisement of women 

had established an environment which New Zealand's first Labour Government, 

e lected in 1 935, bu i lt upon by extending social welfare provisions to create the "welfare 

state" that provided for a free health service and welfare benefits for those unable to 

work and for the benefit of children. A free un iversal education system ,  enshrined in 

leg islation since 1 877, received new energy from the visionary and defin ing statement 

of the then Minister of Education Peter Fraser: 

Every person, whatever his [sic] level of academic abi lity, whether he 
be rich or poor, whether he l ive in town or country, has a right, as a 
citizen,  to a free education of the kind to which he is best fitted and to 
the fu llest extent of his powers. (House of Representatives AJH R ,  E 1 ,  
1 939, p .2)  

This statement was to capture the direction and commitment of the N ew Zealand 

education system for the next th i rty or so years (Beeby, 1 986, p .xxi i ) .  After the 

exigencies of the depression years and the fraught period of the second world war, 

New Zealand entered a period of considerable population growth. The rolls in primary 

school doubled between 1 945 and 1 966 whi le at the same time the population growth 

and higher participation rates in education compounded to quadruple the secondary 

school rol ls between 1 945 and 1 975 (Treasury, 1 987, p. 1 1  ) .  This produ ct of the post-
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war "baby boom" created demand for more schools and g reatly increased numbers of 

teachers. The four  original teachers colleges (Auckland, Well ington ,  Christchurch and 

Dunedin) were supplemented with new colleges at Ardmore ( 1 948), Palmerston North 

( 1 956), Hamilton ( 1 960) and North Shore ( 1 963) (National Advisory Council on the 

Train ing of Teachers, 1 965,  p.4) .  

The social pol icies established by the first Labour Government were fundamental ly 

maintained for a lmost fifty years ,  until the fourth Labour Government saw its election in 

1 984 and re-election in  1 987 as an overwhelming mandate to pursue change. As 

Hermansson and Webb ( 1 993) stated : 

With even more vigour than their reforming forbears of the 1 930's 
who created the welfare state, the Labour Government of the 1 980's 
set a bout d ismantl ing it. In a little over a decade they, along with the 
N ationa l  (Conservative) Government that has succeeded them, 
implemented economic and social pol icies that have totally changed 
the fabric of New Zealand society (Hermansson & Webb, 1 993, 
p .2 1 5) .  

Labour were responding in part t o  the pressure for monetary reform. The sustainabil ity 

of the welfare state in its current form was being questioned and the state sector, with 

its large bureaucracies, central ised control ,  interventionist involvement in the economy 

and excessive degrees of regulation, was ripe for reform. A high level of publ ic 

expenditure and increasing levels of national debt were seen as cause for alarm and 

attending to both of these inevitably led to the conclusion that the government had to 

spend less on social welfare , health and education. Expenditure on education had 

steadily i ncreased to reach , in  1 981 , 5.6% of gross domestic product (compared to 

3.3% in  1 96 1 ) .  This represented 1 4% ( 1 1 .2% in 1 96 1 )  of net government expenditure , 

despite a decl ine in  student numbers from the mid seventies with the result that the 

expenditure per student continued to rise (Treasury, 1 987, pp. 1 4-1 5) .  

Economic Reform 

The Government e lected in 1 984 was also to pursue an agenda of pol itical and 

economic reform that was based on new right ideology and which was in tune with 

prominent business interests (Jesson ,  1 999) . What later came to be called the " New 

Zealand experiment" (Kelsey, 1 995a) was "the relentless pursuit of free market 

principles that began i n  1 984" (Kelsey, 1 999, p .8) .  
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A careful analysis of New Zea land's economy in  the 1 980's placed it somewhat in the 

m iddle of most performance indicators when compared to other OECD countries 

(Easton,  1 997, pp.7- 1 4) .  The confluence of a smal l  group of radical monetarists within 

Treasury who had publ ished their blueprint in briefing papers for the incoming 

government (Kelsey, 1 995a, p.55) and the e lection of that Labour government with its 

subsequent appointment of Roger Douglas as Min ister of Finance created the 

wil l ingness to embark on a programme of radica l  reform (Easton ,  1 997, pp. 2 1 8-2 1 9) ,  

with support from the private business sector (Kelsey, 1 999, p.3). 

Snook (1 994) described the Treasury briefing to the incoming government in  1 984 as 

"an amazing document from a department of state, which is supposed to g ive financial 

advice to the government. lt is a work, not of economics, but of socia l  phi losophy" (p.9) 

(see also Fletcher, 2001 , pp.31 8-31 9). The advice to the government relating to 

teachers colleges was based on anecdote (Treasury, 1 987, p. 1 57) and claimed that 

"teachers' colleges attract a mixed press" (Treasury, 1 987, p. 1 4 1  ). Overal l  the briefing 

papers painted a less than favourable view of the colleges, describing costs as high 

($1 6 ,632 per equ ivalent fu l l-time student compared with $9,731 for the un iversities and 

$8,458 for the technica l  institutes)and the teaching ratios as favourable (1 : 1 0 .6 

compared with 1 : 1 3 . 3  and 1 : 1 2 .7 respectively for the other sectors) . They described 

the colleges as being "professional enclaves" in which teaching experience was not 

formally required (NZ Treasury, 1 987, pp. 1 82-1 85). 

Shorter, sharper courses, less emphasis on and regard for academic 
qual ifications for teaching junior forms and more emphasis on reward 
for work experience gained outside teaching may assist in  lowering 
the class barriers. Teachers colleges could be run by the un iversities 
to bring training provision for teaching more into line with other 
professions and relieve the Department of Education of the 
impossible task of achieving equity and efficiency in provid ing for the 
train ing needs of its own sector (Treasury ,  1 987, p. 1 94). 

What resulted from the Treasury briefings was an "orgy of deregu lation" (Coll ins, 1 987, 

p.49), which saw the removal of wage controls,  the ending of rent controls, 

deregulation of banking , diminution in  the role of producer boards, l iberalisation of 

areas such as transport and the l iquor industry, the progressive removal of the state as 

a provider of services and the removal of agricultural subsidies. An overwhelming 

central role was g iven to the market (Col l ins, 1 987; Easton , 1 997; Kelsey, 1 995a; 

Snook, 1 994). 
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The rise of the commitment to the market-oriented phi losophy was accompanied by an 

increasing suspicion of "capture" which manifested itself, it was claimed, as "consumer 

capture" , "provider capture" and "admi nistrative capture" (Oissen & Matthews, 1 997, 

p . 1 4) .  

Business leaders were commissioned to oversee policy reviews 
whi ch prepared the ground for controversial  change. Education ,  for 
exam ple,  was the subject of numerous reports which were led 
variously by the head of a reta i l  d istribution chain; the d irector of the 
Institute or  Policy Studies; the former general manager of a m ajor 
rubber and carpet manufacturer; and a senior partner in Price 
Waterhouse. (Kelsey, 1 995a) 

Reform in Education 

Thus the government was to embark on a series of reform initiatives in education that 

were based on economic rational ism/new right theories which emphasised that, in 

Snook's ( 1 994) view, the way to improve schools was to ensure they are consumer 

driven, that the user should pay, that private schools are more successful than state 

schools and should be encouraged and that the school system should be more 

accountable (pp. 1 1 - 1 2) .  These views were embedded in the wider political framework 

of the new rig ht that wanted an open deregulated economy, free market competition ,  

m inimal ist state involvement, widening gaps between rich and poor, individuals viewed 

as consumers, systematic attacks on al l  forms of col lective organisation ,  and the 

increased concentration of power into the hands of an elite minority (Noonan, 1 994 , 

p . 1 9) .  

What fol lowed in  education was what has been cal led a "bl itzkrieg of educational  

reports" (Grace, 1 998, p.207). The Government first in itiated reform in  the 

administration of education through The Picot Report (Department of Education ,  

1 988a) which i mpacted m ostly on the compulsory sector ( i .e. , p rimary schools, and 

secondary schools) but which also set a pattern for reform of other sectors . This report 

produced government pol icy that led to the removal of the Department of Education 

from any operational i nvolvement in the sector and its replacement by a pol icy-oriented 

Ministry of Education.  The Education Boards were abol ished and governance of 

centres and schools vested in local Boards of Trustees who enjoyed a d irect 

contractual relationship with the government (Department of Education, 1 988e). The 

focus of The Picot Report was on the adm inistration of education rather than its 

content (Dale, 1 994, p. 71 ) .  
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The Picot Report (Department of Education, 1 988a) was followed by the policy 

statement Tomorrow's Schools (Department of Education ,  1 988e) and this set out both 

the agenda and the implementation plan for the education reforms general ly. 

Gordon ( 1 999) described three key arguments from The Picot Report/Tomorrow's 

Schools suite of principles that have informed reform from that date to the present: 

1 .  Education is a private good and not at a l l  a public good , properly 
defined. 

2. The current system does not work, and an alternative system 
would be more equitable and fa ir. 

3. Economic analysis constitutes the proper domain for the 
discussion of educational worth,  because publ ic education must 
be justified in such terms to the taxpayers who "invest" in it. 

(p .48) 

An additional dynamic for teacher education at the Auckland College of Education was 

the reforms of each of the early chi ldhood and school sectors that took place a longside 

the reform of the tertiary sector. This included curriculum reform as wel l  as 

administrative reform and each change impacted on the nature and content of teacher 

education courses. The reforms were legislated for in the Education Act 1 989. 

The tertiary or post-compulsory sector was not to remain as it was, however, and a 

series of reviews and reports raised issues that became a subsequent agenda for 

reform. The briefing papers to the incoming government in 1 984 (Treasury, 1 984) 

advocated a move away from state intervention and from a laissez faire approach to 

the economy. More importantly, they established the clear Treasury position that 

education was a " private good", which should be paid for by the individual to whom 

accrued the benefit and that a primary purpose of education was to acquire marketable 

skil ls. I n  this scenario the only means of producing efficiency in the education 

marketplace would be through competition. 

These positions, stated with vigour in the briefing papers to the re-elected Labour 

Government of 1 987 (Treasury, 1 987), developed the underlying theme that where 

there was state intervention there was also low levels of efficiency and equity 

(Patterson, 1 991 , p .31  ) .  Further reports followed. The Watts Report of 1 987 focussed 

on the need to increase participation, on increased public expenditure in tertiary 

education and on a more broadly based set of funding arrangements (Patterson,  1 991 , 

1 5  



p .36) .  The Government produced two tertiary education discussion documents (ref. 

Learning for Life and Learning for Life Two) which developed these arguments but did 

not generate any conclusions. 

An influence on the education debate in New Zealand was The Business Roundtable, a 

self-appointed business d iscussion g roup, which sees itself as being "committed to 

contributing to the overall development of New Zealand and to promoting the interests 

of al l  New Zealanders concerned with achieving a more prosperous economy and fair 

society" (http://www. nzbr.org . nz) . lt confidently asserts that " in an open and free 

domestic and international market environment, the interests of the business sector are 

closely a l igned with those of the community at large" (New Zealand Business 

Roundtable, 200 1 ) . lt a lso has an education wing , the Education Forum,  which brings 

together a small group of invited educators to inform discussion on education matters. 

The New Zealand Business Roundtable produced its own report, which advocated that 

tertiary institutions become state corporations funded largely through state funding for 

research and through the sale of goods and services (New Zealand Business 

Roundtab.le ,  1 988; Butterworth & Tarl ing,  1 994, p . 1 39). A "new right" thrust of reforming 

zea l  underpinned the reforms at this time. Peters, Marshal !  and Massey ( 1 994) 

summarised the m ain theoretical elements of this ideology as: 

1 .  A commitment to the free market which involves two sets of claims: 
(a) claims for the efficiency of the market as a superior mechanism for the 

distribution of scarce public resources: 
(b) claims for the market as a morally superior form of pol itical economy. 

2 .  A return to a form of ind ividual ism which i s  comprehensive, ' possessive' 
and construed in terms of 'consumer sovereignty' . 

3 .  A n  emphasis o n  freedom over equality where 'freedom' i s  construed i n  
negative and individual istic terms. Negative freedom i s  freedom from state 
interference which implied an acceptance of inequalities generated by the 
market. 

4. An anti-state, anti-bureaucracy stance. The attack on 'big' government 
m ade on the basis of both economic and moral a rguments and tends to 
lead corporatisation and privatisation strategies to l imit the state. 

5 .  A moral conservatism which is based on fundamentalist and individualist 
values which are anti-social ist, anti-feminist and anti-Maori (p.264) . 

The most influential report from a tertiary sector point of view was that of the Working 

Group o n  Post-Compulsory Education and Training, popularly known as The Hawke 
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Report (Department of Education,  1 988d). Working within  both the general 

environment established by the Treasury and the specific regulatory environment 

created after The Picot Report, it advocated a decentralised but sti l l  largely public 

system of post-compulsory education and train ing relying on increased levels of non

publ ic funding. This was to be achieved by institutions that would be chartered and 

operate independently of any central agency such as the University Grants Committee 

which was to be abol ished. Students would pay increasing proportions of their fees and 

to expedite this a system of loans to be paid back once in employment were to be 

introduced (Patterson , 1 991 ) . 

The Hawke Report argued for the definition in leg islation of both "un iversity" and 

"degree" but at the same time opened up the possibi l ities that the term "un iversity" 

might be more widely used and that degrees might be taught by institutions other than 

un iversities. 

Just as The Picot Report had spawned Tomorrow's Schools, The Hawke Report gave 

birth to Learning for Life (Department of Education, 1 988c), the Government's 

statement of policy intent for tertiary education. Its key features were: 

• decentralised decision-making for operational and management 
decisions; 

• a Min istry of Education to provide comprehensive policy advice 
on education and train ing; 

• a new mechanism for government funding based on a com mon 
formula across institutions, adjusted by weightings for different 
course costs, and an increase in the proportion of private 
funding; 

• changes in the funding of scholarship  and research based on 
accountabil ity and effectiveness; 

• a National Education Qualifications Authority (NEQA) to provide 
an across-the-board approach to the validation of qual ifications; 

• the encouragement of greater participation in  PCET, and the 
removal of barriers to access for under-represented groups; 

• a Review and Audit Agency to monitor equity issues. 

(Patterson, 1 991 , pp.66-67) 

This was followed a year later by Learning for Life Two: Education and Training 

Beyond the Age of Fifteen (Department of Education,  1 989). This established the 

regu latory environment for the operation of tertiary education institutions through the 

1 990's. In summary this new setting had the fol lowing features: 
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• institutions were recognised as being one of four types, a college 
of Education, a U niversity, a Polytechnic or a Whare Wananga; 

• I nstitutions were bodies corporate, that is to say they were legal 
entities, that were the legal owners of thei r  assets but 
establishment, d isestablishment or amalgamation were to be 
public processes; 

• councils were the governing bodies who appointed the Chief 
Executive Officer; 

• each institutio n  would have a charter and corporate plan which 
would be a publ ic document; 

• institutions were to be funded on an equivalent fu ll-time student 
(EFTS) basis; 

• each institution would be audited through a variety of processes 
involving the Auditor General, the Education Review Office 
(formerly the Review and Audit Agency) , the NZQA (formerly the 
N EQA) , and internal  processes. 

(Department of Education,  1 989) 

S pecifically the Learning for Life Two report had a clear view of a role for colleges of 

education : 

Colleges of education wil l  be establ ished as independent institutions, 
free to stand alone or to amalgamate with other tertiary institutions 
such as universities or  polytechn ics. 

Those colleges of education that remain independent and do not 
amalgamate with other institutions wil l negotiate charters and 
corporate plans with the Min istry of Education.  

Colleges of education wi l l  be able to offer a variety of courses in the 
m anner of polytechn ics and universities . . . . . That is, they wil l not 
necessarily be restricted to teacher-training courses alone. 

Colleges of education wil l be able to contract with the Min istry of 
Education to provide in-service tra in ing for schools or for the post
school sector. 

The rolls of colleges of education wil l  not be controlled by government 
projections of the future demand for teachers. As set out in  
Tomorrow's Schools, the Government wil l fund a min imum number of 
teacher trainees . . . . . 

Qual ifications for teaching may be offered by institutions other than 
col leges of education (Department of Education, 1 989, pp.38-39) . 

Impact of Reform on Colleges of Education 

The recommendations of the reports, subsequently confirmed in  legis lation, set out a n  

agenda for colleges that on the one hand included new freedoms which had not bee n  
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avai lable to them under the control of the Department of Education, while on the other 

it removed protection through introducing contestabil ity for the provision of teacher 

education courses. The price of autonomy had been the requirement that colleges 

enter into the pressured world of market ideology (Keen, 200 1 ,  pp.S0-51 ) .  

Colleges had been subject to  significant control by the Department of  Education.  (This 

is dealt with more fully below in "The Institutional  Context".) The prospect of being 

released from the control of the Department of Education was sign ificant.  

Linkages between the colleges of education and the universities were 
developed; but against the grain of the formulae by wh ich the 
Department of Education control led the d isposition of college 
resources. The formulae which determined the behaviour of both 
col lege students and college authorities depressed professional 
standards and ensured that subject teaching was repl icated on 
college and university campuses. Apparently innocent of any 
acquaintance with systems theory, the Department of Education 
exercised financial control by regulation in depth. The extent of 
regulatory control over teachers col leges could ,  in fact be surmounted 
by careful juggl ing of academic regulations between the colleges and 
the un iversities on a case by case basis. (Butterworth & Tarl ing, 
1 994, pp.40-4 1 )  

An earlier report had also made explicit the degree of control exercised by the 

Department over the colleges when ,  around 1 977, the Department had sponsored a 

series of workshops to address the issue of col lege-university relationships. The 

reforms then were to have particular sign ificance for the Auckland College of Education 

because a "degree" was now able to be taught by institutions other than a university. 

To qual ify to do this, an institution was required to show that the degree was taught by 

people engaged in research and that the programme emphasised general principles 

and basic knowledge as the basis for self-di rected work and learning . 

The Picot Report had proposed "that each teachers col lege move towards becoming a 

semi-autonomous school within the local un iversity" (Department of Education,  1 988a, 

p. ix) and this became something of a national concern during the period of this study. 

Mergers between colleges and universities were a characteristic of the United States in 

the 1 950's, were promoted by the Government in the United Kingdom in the 1 960's and 

were common during the period of the move of the Austral ian Government towards a 

binary system in the 1 980's. I n  New Zealand , in  1 990, there was one imminent formal 

amalgamation between a college and a university (i .e . , Hami lton Teachers College and 

the University of Waikato) and another under discussion (Palmerston North College of 
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Education and Massey University) . Al l  col leges had some arrangement or 

accommodation with their local university to provide for the teaching programmes that, 

through an a rrangement of cross-crediting ,  led to the award of both a degree and a 

professional teacher education q ual ification. 

The Learning for Life reports set up an  environment in which amalgamations with 

un iversities seemed both real istic and even possibly financial ly advantageous (Peters 

& Roberts , 1 999, p . 1 7) .  The possibi l ity of colleges offering a degree, and the 

requirement that such a degree be taught by those predominantly engaged in research, 

was an additional impetus for many of the developments within colleges. 

Clearly with those changes/reforms, the framework that shaped the environment in 

wh ich tertiary education was to operate over the decade of the 1 990's had been put in 

place. In analysing the reforms undertaken in  New Zealand, Jane Kelsey ( 1 995a) noted 

that they were in large measure based on purist economic theory with l ittle regard for 

the impact on rea l  l ife, were implemented by a Labour Government from a social 

democratic background and continued by a traditionally interventionist conservative 

government. Final ly the 'fundamentals' - market l iberal isation and free trade, l im ited 

government, narrow monetarist policy, deregulated labour market and fiscal restraint -

were taken for g ranted and were assumed to i l lustrate good common sense (pp. 1 -2) .  

In summary, the implication for the colleges of this period of reform clustered around 

changes to the g overnance structure, the role of the Principal (now Chief Executive 

Officer) , concomitant · industrial issues, a new funding and financial management 

reg ime,  an increased contracts approach and widespread contestability (Fietcher, 

200 1 ,  p.322). 

l t  has been suggested that despite the fact that the reforms were being applied to three 

d ifferent sectors - the pre-school sector through Before Five (Department of Education ,  

1 988b) , the com pulsory sector through Tomorrow's Schools (Department of Education, 

1 988e ), and the post-compulsory sector through the Learning for Life reports 

(Department of Education , 1 988c; 1 989) - there were sim i larities which characterised 

all of the reforms (Peters, Marshal! ,  & Massey, 1 994) . These are l isted as: 
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Control of education was transferred from the central state to e lected 
boards and counci ls ;  employment of staff was transferred to the 
newly elected authorities; management of property and assets was 
placed in the hands of the institutions; there was an increased 



emphasis on consumer choice and the notion of user pays; a new 
management incentive was initiated in a l l  sectors; and educational 
institutions were encouraged to adopt efficient business practices. 

(Peters et al . ,  1 994, p.259) 

Jesson (2000) provides a tidy summary of the impact of the changes overall on 

teacher education. 

• 

• 

• 

• 

• 

• 

• 

• 

• 

� 

• 

Old Bureaucratic System Status I Task 

Operational e ntity • Department of Ed ucation- • 

controlled organisation 
Funding decisions • Department of Education • 

N u m ber of students • Department of Education • 

- set by quotas for subject 
and level 

P u rpose of teacher • 

education 
Selection of students • 

Status of students • 

Pre-service cu rricu lum • 

Approval of courses for • 

teaching 
Quality of courses • 

Employment of lecturing • 

staff 
Culture of the institution • 

Training of teachers • 

Department of Ed ucation • 

panels, national min imum 
qual ification 6FC 
Teacher trainees with • 

al lowances 

Nationally set in hours • 

NIA • 

N/A • 

U nder Department of • 

Education 
A p rofessional ( i . e. , • 

school) cultu re 

Marketised Model 

Autonomous institution set 
up as a Crown enterprise 
E FTS price + student 'user 
pays' fees 
N o  quota, but nationally 
set n u mber of teacher 
education E FTS 
Production of qual ifications 

I n d ividual enterprise 
decisions, u sual ly 
U n iversity B u rsary 
Fee-paying students I 
cl ients seeking 
qual ification s  
I n d ividual e nterprise 
decisions in l ine with 
academic freedom under 
TRB influence 
TRB 

N ZQA accredited via 
various sectorial bodies 
I n d ivid ual enterprise 

Ind ivid ual enterprise 

(Jesson, 2000, p.63) 

An interesting feature of the education reforms was that they were not i nitiated from 

within education or perhaps even from a concern for education but derived their force 

from a wider restructuring of the state and administration. At the same t ime a series of 

leg islative reforms was changing the state context within which tertiary education 

operated. The Treaty of Waitangi Act was amended in  1 985, 1 986, and 1 988 and 

together with the State Owned Enterprises Act (1 986) , the State Sector Act ( 1 988) , the 

Public Finance Act ( 1 989) and the Employment Contracts Act ( 1 990) helped change 

the state environment with in which the education reforms were p lanned and 

implemented. 
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Qualifications Reform 

The Education Act 1 989 which legislated for the reforms also al lowed for the 

establ ishment of the New Zealand Qualifications Authority (NZQA). This had two key 

i m pl ications for the colleges generally. The New Zealand Qual ifications Authority 

u nveiled in Designing the Framework (New Zealand Qualifications Authority, 1 991  ) , a 

plan to reshape q ual ifications in New Zealand through bringing together, with in an 

i ntegrated framework, al l  qual ifications in both the senior com pulsory sector and the 

post-compulsory sector and to include techn ical, vocational and academic 

qua l ifications. The rhetoric of this framework was not dissimi lar to that used by the 

earl ier report, The Porter Project, on New Zealand's competitiveness - "there is a 

g la ring m ismatch between the ski l ls needed to upgrade the New Zealand economy and 

those provided by our education system" (Codd, 1 997, p. 1 32). Within this framework 

the New Zealand Qual ifications Authority was to be a mechanism for the development 

and accreditation of provider degrees. 

While it was the intention at that point to capture all teaching qualifications in the "unit 

standard"  format (New Zealand Qual ifications Authority, 1 992) and while work did 

proceed on th is (Gibbs & Aitken ,  1 995) , i t  was the abil ity of a provider other than a 

university to be able to apply for accreditation to NZQA to teach a degree programme 

that would subsequently offer to the colleges opportunities that to  this point had only 

been avai lable through some form of relationship with a university. 

The Education Act 1 989 had encapsulated the view of the Hawke Report that degrees 

should be taught by people engaged in research (Hawke, 1 988, p .9 1 )  and had bui lt 

such a requirement into the defin ition of a "degree" which was a protected term under 

the Act. The New Zealand Qualifications Authority, in promoting its role as a body that 

could accredit provider degrees, developed a defin ition of research which was relative ly 

permissive in  comparison to the traditional definitions of research that applied with in 

the setting of a traditional university. 

These developments within the overall reforms of the qualifications structure in New 

Zealand were to assume considerable importance for the Auckland College of 

Education during the period of the study. The increased autonomy of colleges, the 

abi l ity of colleges to award degrees in their own right, new definitions of degrees and 

research, sweeping changes i n  the state environment, the abolition of Department of 
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Education control and the quota systems and the introduction of contestabi l ity for the 

provision of teacher education were all to provide challenges and opportunities. 

Institutional Context 

While th is study is not the place to review the h istory of either teacher education in New 

Zealand or the Auckland College of Education,  it is both relevant and helpful to note 

some features of that history that are central to the nature of teacher education in New 

Zealand and the environment that the Auckland College of Education operated in prior 

to the period of the study. 

Background 

I n  the 1 920's new buildings were established at Epsom, Auckland,  for the Auckland 

Teachers Training College after the Auckland Board of Education had persuaded the 

Minister of Education to purchase for the College a site which was " . . .  a certain 

magnificent area in one of the outer suburbs large enough for spacious p laying fields , 

hostels and College build ings" (Auckland College of Education ,  2001 , p .26). The land 

identified was government land which " in 1 890 was set aside under the provis ions of 

the Epsom and Mt Eden Reserves Act as a Blind Asylum and Recreation Reserve and 

Gravel Pit" (Auckland College of Education ,  2001 , p .27) .  

Established in 1 881  and situated in the central city, the College moved to its current 

site at Epsom i n  1 926 and at that location went through various metamorphoses that 

saw it change from the Auckland Teacher Training College into the Auckland Teachers 

College ( 1 953) and then into the Auckland College of Education ( 1 985) as it developed 

and expanded the courses it offered from an in itial focus on primary teacher  education . 

Preparation of teachers for schools in New Zealand had a lways been in teachers 

train ing colleges under the control of both the Education Boards and the Department of 

Education .  Post-secondary education was not seen as part of the tertiary sector (then 

comprised only of universities) unti l relatively recently. The col leges were the 

administrative responsibility of the Education Boards but under the professional control 

of the Department of Education (Jesson, 2000, p .57) .  

There were high levels of simi larity between the four colleges that were initia l ly 

establ ished in  Auckland, Wel l ington,  Christchurch, and Dunedin .  Pressures were 

largely uniform for al l of the colleges and regional differences were sl ight .  This was in 
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large part due to the control exercised over the colleges with regard to the selection of 

students, the requis ite levels of qual ifications requ ired for entry and the nature of the 

courses offered. l t  was essentially a national system (Gumming & Gumming,  1 978, 

p. 1 59). 

Courses were typical ly two years for early chi ldhood and primary teaching and one 

year end-on graduate courses for secondary teaching (and a small number of primary 

teachers) unti l  on the recommendation of the Currie Report (Department of Education ,  

1 962) primary courses were extended to three years. The Currie Commission of 1 962, 

whi le looking to see benefits to the general education and the personal development of 

students, predicated their recommendation on an expectation that more time wou ld be 

spent on academic rather than professional train ing (Openshaw, 1 996, p . 1 07). 

Concomitant with this was an increase in the level of entry standards, which from 1 95 1  

had been a min imum of School Certificate, to Endorsed School Certificate (Openshaw, 

1 996, pp. 1 29-1 30). 

In some respects national aspirations for teacher education were not h igh .  The 

H ughes-Parry Report on un iversity education of 1 959 included the comments that: 

. . .  universities, techn ical institutes, and teachers' col leges were 
sufficiently distinct to warrant the preservation of their separate 
identity" and that it wou ld be "unfortunate if the technical institutes 
and teachers' colleges . . . set about transforming themselves into 
university-type institutions. The country's need for appropriately 
trained technicians, tradesmen and teachers should not be 
subordinated to institutional aspirations towards a 'h igher' academic 
status (Butterworth & Tarl ing, 1 994, p.47) . 

The view of the report was that non-un iversity institutions should not seek to award 

degrees which would "obscure their own distinctiveness."  (Butterworth & Tarl ing,  1 994, 

p.47). 

At the Auckland Col lege of Education, courses of secondary teacher education started 

in 1 936 and have continued to this day. I nitial ly prospective secondary teachers were 

prepared by staff working in  the Post Primary Department within the Auckland 

Teachers Training College and in 1 963 the Secondary Teachers College was founded 

on a contiguous part of the Epsom site , sharing l ibrary and , eventually, student centre 

faci l ities. The Secondary Teachers College amalgamated with the Auckland Teachers 

College in 1 985 to form the Auckland College of Education .  
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This was not the fi rst amalgamation that the Epsom site had seen .  Kindergarten 

teacher train ing was centred on the Kindergarten Teachers College (run by the 

kindergarten associations) in Auckland unti l 1 975 when it was relocated to the 

Auckland Teachers College and combined with the early childhood programmes at the 

College. This was a national policy decis ion which saw all four kindergarten colleges 

shift into thei r  respective teachers colleges (Morton , Johnson & Morton ,  1 976, p.203) . 

For a variety of reasons, the Ardmore Teachers College was closed in  1 975, Loretta 

Hal l (the Cathol ic teachers college) closed in the mid-seventies , and the North Shore 

Teachers College closed in 1 982. Each was in theory amalgamated with the Auckland 

Teachers College to varying degrees through a variety of administrative provisions. 

As spare capacity emerged in the early 1 980's, the College introduced a Diploma in 

Social Work course and expanded its activities in Special Education and Human 

Services. Reflecting a national trend , courses for teachers were also introduced and 

expanded as Advanced and Higher Diplomas became a means of al lowing primary 

teachers to access higher salary groups (Keen,  2001 , p. 1 08). 

Teachers Colleges: Curriculum and Control 

Col leges were traditionally subject to clear central control admin istratively and 

professionally. The financial control of the College remained with the Department of 

Education very much on the same model as secondary schools. Staffing  was funded 

centrally while the College had some leeway with the use of an operational grant. 

Students were selected for the College by the respective Education B oard and the 

qualifications issued to teachers, when they had fulfi l led the requirements of the course 

and any subsequent probationary period,  were issued under the n ame of the 

Department of Education. Only after the reforms of the late 1 980's were colleges to 

have fu l l control over their financial administration ,  staffing and credentials (Fietcher, 

2001 ; Keen ,  200 1 ; Opens haw, 1 996) . 

The qualifications offered at the colleges had orig inal ly consisted of graded certificates 

and the basic certificate from about 1 930 to the early 1 960's was the Teachers A 

Certificate which could be upgraded to "8" or "C" certificate through adding degree 

qualifications. In 1 962 the Department of Education renamed the Certificate the 

"Trained Teachers Certificate" and later changed it to the " Diploma in  Teaching" ,  with 
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Advanced and H igher Diplomas able to be gained by adding three university units and 

three Department of Education papers to the Trained Teachers Certificate/Diploma in 

Teaching . At this tim e  teachers col leges were granted the right to award a Teachers 

College Diploma on course completion (Fietcher, 200 1 ,  p. 1 99). 

At this t ime, in 1 962, the Currie Commission brought down some recom mendations 

that affected teacher education. These included the introduction of three year training, 

improved levels of staffing and of staff salaries, improved col lege l ibraries and more 

generous awards for university study for selected primary students (Fietcher, 200 1 ,  

p .206). The recommendations also sought an increase in the time devoted to selected 

studies within the new three-year timeframe (Openshaw, 1 996, p . 1 07) . 

I n  1 965 the G overnment proposed that colleges each have their own council (National 

Advisory Council on the Training of Teachers,  1 965) and this proposal was 

progressively actioned in all colleges over the next six years (Openshaw, 1 996, p .43) . 

This change, in effect, severed the l inks between the colleges and their h istorical 

employing authorities, the Education Boards (Fietcher, 2001 , p .236 . ) ,  these 

relationships having become a l ittle stra ined over the years with the colleges seeking 

increasing autonomy (Openshaw, 1 996, p .41 ) . 

The traditional central administrative control of colleges extended also into curricu lum 

control with al l  col leges, up  to 1 989, required to have course prescriptions approved by 

the Director General of  Education (Openshaw, 1 996, p. 1 03). McGrath ( 1 994f) , Principal 

of the Auckland College of Education from 1 989 to 2001 , describes the relationship 

with central control in these terms: 
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The teachers'  col leges, along with the polytechnics , were control led 
by the Department of Education. The Department decided on quotas 
and selection criteria for students. These quotas were often the 
subject of rancour between colleges and the Department but were 
determined by the Minister of Finance on the advice of the Minister of 
Education.  

Staffing levels were based on quotas of students and individual 
colleges m ade requests for "above ratio" positions. . . .  The staffing 
levels had a fixed proportion of senior positions and a fixed number  of 
principal lecturer positions. . . .  The finances were also essential ly 
managed by the Department of Education. Salaries were paid by the 
Department. . . .  Sick leave records were maintained centrally and 
requests for leave were also centralised . . . . 



One could, therefore, have noted a considerable measure of central 
control .  

(pp.49-50) 

The curricu lum and the major elements in the College programmes, as prescribed and 

promulgated in the early 1 980's, consisted of: 

Early Childhood 
(Two-Year) 

Primary 
(Three-Year) 

Secondary 

Education 
Curriculum 
Teaching Practice 
Subject or Personal 

Education 
AN Instruction 
English 
Multicultural Education 
Curriculum e.g.  Mathematics 

Science 
PE 
Art 
Reading 

Teaching Experience 
Subject Studies 

Education 
Professional Studies 
Teaching Studies ( 1 )  

(2) 
Multicultural Education 
Teaching Practice 

400-450 Hours 
400-450 Hours 
350-450 Hours 
250-400 Hours 

250 Hours 
50 Hours 
1 00 Hours 
1 00 Hours 
1 00 Hours 
1 00 Hours 
50 Hours 
50 Hours 
1 00 Hours 
500 Hours 
500 Hours 

1 00 Hours 
1 00 Hours 
1 00 Hours 
1 00 Hours 
50 Hours 
1 2  Weeks 

(McGrath, 1 994f, p . 5 1 )  

The traditional college curricu lum essentially fell into three areas: Curricu lum Studies, 

College Studies, and Selected Studies (Archibald, 1 974, p.37) and whi le the overall 

shape of the programme was under the control of Department of Education, there was 

a high degree of independence exercised by lecturers when it came to deciding what to 

teach. Lecturers were able to select on the basis of personal preference the content, 

activities and style of a course with in the very broad parameters of the descriptions 

approved by the College Board of Studies. 

Teachers Colleges: Culture 

The Auckland College of Education saw for itself a role in "finishing off' the education 

of those who entered teacher education programmes. There was a tension between 

this l ibera l arts role and that of professional education more closely related to 

preparation for teaching.  In fact different staff taught each of these components and in 

some instances the activities were located in d ifferent departments. There were 

distinctions between the "selected studies" (i . e . ,  the l iberal arts/continu ing  education) 
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staff and the "curriculum studies" ( i .e . ,  the professional education) staff; the former 

concerned with the teaching of a content area and the latter with the area as a study to 

promote the personal g rowth and development of the students. To a large extent these 

d istinctions were artificial .  

Whi le the more able students were always encouraged by the College to undertake a 

certain amount of un iversity work, the College and the University of Auckland by and 

large did not have m uch commerce with each other. This changed, particularly after the 

second world war and various arrangements developed that eventual ly saw some 

credit g iven for College study by the U niversity. Typically this took the form of the 

College work generating unspecified credit into an arts degree. 

The U niversity traditionally had connection in the College through the College's 

Academic Committee on which it was represented and which was, in  fact, chaired by a 

University faculty member. Further involvement resulted from the University work 

undertaken by College students. 

Generally, the teachers colleges were al igned to the school system rather than to the 

tertiary system and as such the practical ski l ls of classroom teaching were rated high ly 

among staff members, although this was more important in curricu lum studies than in  

the selected stud ies area. The opportunity for un iversity work was an  opportunity also 

for the staff to have contact, albeit rather oblique, with university staff who were seen 

as more oriented to research. 

University staff perceptions went more deeply than s imply seeing these kinds of 

d ifferences between the two groups. I n  talking of a college (not the Auckland College of 

Education) S nook ( 1 996) spoke of the: 

confl ict among the staff as to the relative importance of the theoretical 
and the practical components of the programme. In principle, there 
should be no problem: teaching is a practical activity and the students 
have to learn how to practise the art of teaching, but the activity is a 
complex intellectual one and, l ike medicine and law, requ ires a 
thorough theoretical understanding .  Theory and practice should go 
hand i n  hand .  Yet there have been serious confl icts (p. 1  0). 

The nature and i mpact of this conflict is central to an historical understanding of 

teachers col leges in New Zealand (Openshaw, 1 996, p . 1 8) .  Openshaw ( 1 996) provided 

a useful summary of the relationship between colleges and universities. 
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The relationship  between colleges and universities in New Zealand 
has never been determined by educational factors alone. 
Traditionally, col leges have been concerned to maintain their 
autonomy whilst safeguarding their l inks with the teaching service 
through the programmes they offer. Universities have been cautious 
about formalising relationships with institutions that are subject to 
direct government control and which offer courses many university 
staff regard as academically suspect. I n  addit ion, related questions, 
such as who should control entry standards, determine programme 
content and grant final certification, have combined to make both 
sides wary of marriages imposed from above, especially where these 
appear to have been motivated primarily by economic and political 
considerations rather than educational reasons (p. 1 7 1 ) .  

Some of  this unease has been the result of the increasingly unclear distinctions 

between the nature of courses at a teachers college and those at a university. 

In this context, the semantic evolution of colleges from their 
nineteenth-century origins as "normal schools", to "training colleges", 
then to "teachers colleges" and finally to "colleges of education" 
marks the steady upgrading of institutional aspirations from "trade 
training" to "teacher education", with all the ambiguities that the latter 
term implies (Openshaw, 1 996, p . 1 72) . 

The Currie Report ( 1 962) recommended that colleges and universities should form 

institutes of education and this provided impetus for the development of l inks. Waikato 

U niversity developed the fi rst BEd degree in conjunction with the Hamilton Teachers 

College in 1 966 and this was followed by the Massey University BEd degree in 1 970 

(Openshaw, 1 996, p . 1 76) . A Department of Education report in 1 977 noted that such 

degrees were established at Waikato, Massey and Otago Universities and that 

developments were under way at the University of Canterbury. (New Zealand 

Department of Education, 1 977). The report noted further that Auckland U niversity was,  

with the Auckland Teachers College, "exploring alternative ways of preparing teachers, 

i ncluding changes in the BA degree, which they feel are more appropriate to their 

s ituation" (Department of Education,  1 977, p.22) . 

I n  1 977 the Department of Education summarised the position i n  Auckland in these 

terms .  

Auckland University grants up to four papers as BA credit to  merit 
students from Auckland and North Shore Teachers Colleges and from 
Secondary Teachers College Auckland. Auckland Teachers College 
has promoted a case for a relationship between the teachers colleges 
in Auckland and the university paralleling the Massey U niversity, 
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Palmerston North Teachers College pattern . Discussion is proceeding 
and a paper prepared in the university is a basis for consideration of 
possible relationships and degree structures which may be 
developed. The Auckland Secondary Teachers College has begun a 
teaching credit l ink in  physical education with Massey University, with 
the approval of Auckland University (Department of Education, 1 977, 
p .28]. 

In the event, what transpired eventually at the University of Auckland was an 

accommodation that al lowed teachers colleges students to cross-credit four 

unspecified papers into a BA degree. l t  was to be many years before a jointly taug ht 

BEd degree was to be introduced in 1 990 that saw seven papers taught solely by the 

Auckland College of Education,  seven jointly by the College and the University and 

seven only by the University. 

lt has been suggested that work in teacher education can be divided into components 

that cluster around teaching ,  research and partnership activity (Ducharme & 

Ducharme, 1 996; Judge, Lemosse, Paine & Sedlak, 1 994) and that there is inevitably a 

tension between these (Boyer, 1 990). Clearly, the Auckland College of Education did 

not feel a sense of tension about research because, with notable exceptions, it was 

traditionally not part of the College landscape. A study of the importance g iven to ten 

different elements in the work of the Col lege in 1 97 4 saw "research" as an activity 

ranked at n inth place by both students at all levels and staff (Archibald , 1 974) .  This MA 

research project, undertaken by a former staff member, concluded that of teaching ,  

partnership activity and research,  "research would be a very poor third" (summarised i n  

a personal communication ,  1 8  April 2001 ) .  l t  was not until the late 1 970's and early 

1 980's that a recogn ition that research had importance was to develop, with the 

establish ment of a Research Committee comprised of staff from the Auckland 

Teachers Col lege and the Secondary Teachers College. 

This study is of an i nstitution with a long tradition of continual and incremental 

increases in a utonomy during a period characterised by the wholesale reform of the 

pol itical and admin istrative environment. The key changes were the product both of 

external pressures and an i nternal desire to seize an opportunity. Teacher education at 

the Epsom Campus of the Auckland Col lege of Education had developed out of its 

orig ins as a teacher training organisation working at a post-secondary level to provide a 

professional preparation for beginning primary teachers. As it expanded its courses to 

include early childhood and secondary teaching,  the entry levels of students entering 

the courses were progressively raised to a point where many could undertake 
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university study. At the same time a range of changes of a socio-political kind were 

requiring the College to operate within an environment that was becoming increasingly 

competitive and contestable. The next chapter develops a theoretical framework with in  

which these changes can be discussed. 
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CHAPTE R 3 

Theoretical Framework 

Introduction 

In the previous chapter the socio-political and institutional contexts for this study were 

examined. This chapter articulates the theoretical framework upon which the analysis 

of the impact of these changing contexts on pre-service teacher education at the 

Auckland College of Education is based. lt brings together d ifferent perspectives from 

institutional ism ,  organisational studies and change management theory and 

synthesises them into a model for analysis that includes both a vertical and a horizontal 

plane. 

Change is not a single event in the l ife of an organisation and during the period of this 

study change was pervasive in New Zealand, generally and in education specifical ly. 

The environm ent with in which the College worked was characterised by sustained 

change. Some of the changes were socio-political (economic and education reforms) ,  

some were institutional (restructuring) while others were the consequential effects on 

staff (such as pressure to develop a research orientation). The changes were inter

related in the i r  orig ins and overlapping in their introduction,  and led to varying degrees 

of resolution and  conclusion. They were not neatly synchronous. 

The theoretical framework then is a model that seeks to provide an orderly pathway for 

the examinatio n  of these changes and through the data that this study revealed . Such 

a model "must be compatible with observation and previously val idated theories" 

(Cohen & Manion ,  1 994) but by its nature be provisional until confirmed or otherwise by 

subsequent ana lysis thereby helping achieve clarity and a clear focus on key issues . 

However, as Bogden and Si lken ( 1 998) suggested, "being theoretically engaged does 

not mean that g athering data is simply a process of fi l l ing in the blanks" (p. 1 87). The 

theoretical framework developed in this chapter aims to provide a structure for the 

analysis of the complex and myriad of changes that characterised the College during 

the period from 1 985 to November 2000 when the proposed merger with Massey 

U niversity was denied by the Minister of Education.  
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The College is typical of most organisations in min imising the documentation of any 

theoretical base for changes made and the manner of changing (Coll ins, 1 998) . This is 

not to say that the changes and the manner in wh ich they were promoted and 

implemented are free from such underpinning (Hyman,  1 97 4) . Coll ins asserts that 

studies of change within institutions are often focussed on single change episodes and 

agrees (Col l ins,  1 998, p.69 ) that: 

research on change continues to this day to be focused on change 
episodes , and more l ikely a change episode, rather than the 
processal dynamics of changing (Pettigrew, 1 985 ,  p. 1 0) . 

This study sought to analyse change at the Auckland Col lege of Education during the 

last fifteen years of the twentieth century, viewing it from what Pettigrew (1 985) referred 

to as a "processal dynamics" model of changing, but at the same time acknowledging 

the change episode perspective. This time span was marked at the beginn ing by 

significant legislative changes i n  New Zealand (see Chapter 2) and concluded with a 

decision from the Government that the College was not to be al lowed to proceed with 

its plan to merge with Massey University. The changes being studied were the product 

of the legislative reforms to the state sector general ly and to the tertiary education 

sector specifically. The subsequent environment featured a teacher education sector 

that was contestable and a qualifications market that was free of the constraints under 

which the education sector had worked for many decades. 

The study also sought to develop a theoretical framework from within which to view 

these changes from both a vertical and horizontal perspective. The vertical axis is one 

which attempts to look at the nature of change within each of the change themes 

studied, while the horizontal axis is intended to be a means of analysing the stages in 

the impact of the changes over time. 

Vertical Axis 

The nature of the change 
and the balance of 
pressures to change 
between those forces 

1- originating outside the 
College (socio-political) 
and those which originate 
from within the College 

� r (institutional). 

The stages of impact of the 
changes as they are first 
formulated, then introduced, 
impact on the staff and finally 
are assimilated. 

Horizontal Axis 

Figure. 3.1 Axes of Analysis 
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The Vertical Axis of Institutional Change 

The vertical axis addresses q uestions such as balance between a view of change as a 

top-down process and one which sees change as a bottom u p  process. The "top-down" 

aspects include events, such as the issuing of d iscussion papers through to the 

pro mulgation of changes, while "bottom-up" processes include the contributions to 

discussion , the membership of development groups and the general expression of 

opin ion in  a variety of forums. 

An lnstitutionalism Approach 

Over the past thirty or so years there has developed in organisational research an  

" institutional ism" perspective. l nstitutional ism is  the generic term applied to a group of 

studies (in a range of disciplines) of organisations. 

l nstitutional ism purportedly represents a distinctive approach to the 
study of social ,  economic, and political phenomena. (DiMaggio & 
Powel l ,  1 991 , p. 1 ) .  

The renewed interest in the study of institutions and organisations and the 

development of an institutionalist perspective has permeated a range of discipl ines, 

including politics , economics and organisation theory (DiMaggio & Powel l ,  1 991 , pp.4-

8).  

The new institutional ism in organisational studies has a d istinctly 
sociological  flavour. This perspective emphasises the ways in which 
action is structured and order m ade possible by shared systems of 
rules that both constrain the incl ination and capacity of actors to 
optim ise as well as privilege some groups whose i nterests are 
secured by prevai l ing rewards and sanctions (DiMaggio  & Powel l ,  
1 991 , p . 1 1 ) 

These new perspectives have developed from the early work of Meyer and Rowan 

( 1 99 1 ) whose seminal paper highl ighted three major impl ications for such an approach . 

The first of these arg ues that: 
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organisations are driven to incorporate the practices and procedures 
defined by prevai l ing rational ised concepts of organisational work and 
institutional ised structures in society. Organisations that do so 
i ncrease their legitimacy and their survival prospects, independent of 



the immediate efficacy of the acquired practices and procedures 
(Meyer & Rowan, 1 991 , p .41  ) .  

The second implication is  that: 

organisational success depends on factors other than efficient co
ordination and control of productive activities. Independent of their 
productive efficiency, organisations which exist in highly elaborated 
institutional environments and succeed in becoming isomorphic with 
these environments gain legitimacy and resources needed to survive 
(op.cit. , p .53). 

Finally the third impact of such a model is that: 

formal organ isations are often loosely coupled: structural elements 
are only loosely l inked to each other and to activities, rules are often 
violated ,  decisions are often unimplemented, or if implemented have 
uncertain consequences, technologies are of problematic efficiency, 
and evaluation and inspection systems are subverted or rendered so 
vague as to provide little co-ordination (op.cit . ,  p .43) . 

In summary, this means that an institution or organisation is in the form it is because of 

defin ing characteristics for that genre of organisation,  and the success of an institution 

is closely related to its capacity to respond to the environment in which it o perates. And 

for a variety of reasons, the effectiveness of this operation is not evenly h igh due to the 

wide range of discrepant practices within an institution. 

lnstitutionalism is a field of study in which organisations are analysed according to an 

agenda which shows how choices made at one point in time create institutions that 

generate recognisable patterns of constraints and opportunities. Modern organisations 

are more l ikely to expand and survive in those settings where basic patterns of the 

institution are recognisable 

Scott, a major figure in the field of institutional and organisational studies , argues that 

i nstitutions within society operate within a g iven set of parameters that influence the 

shape they take (Scott, 1 995, p. 1 4 1  ) . A school is a school, a hospital is a hospital and 

so on. The people working within those institutions (the actors) bring a view of what 

kind of school, or hospita l or whatever they would l ike to be, and at a point somewhere 

between the top-down givens and the bottom-up " interpretations and inventions" of the 

actors, a set of governance structures interacts with those characteristics to produce an 
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institution with particular distinctive characteristics. Scott i l lustrated this in the fol lowing 

diagram (Figure 3 .2) .  

/ 

Interpretation 
Innovation 

Error 

\ 

Diffusion 
Imposition 

Societal Institutions 

Models and Menus 

Invention 
Negotiation 

Governance Structures: 
Fields 

Diffusion Invention 
Imposition Negotiation 

� I 
Organisations 

Diffusion Invention 
lm�osition Neg,tiation 

Actors I 

Socialisation 
Identity 

Formation 
Sanctions 

Figure. 3.2 Top-Down and Bottom-Up Processes in Institutional Creation and Diffusion (Scott, 1 995, p.1 42) 

Scott described Figure 3 .2  as showing:  
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. . . a layered model of institutional forms and flows. Societal 
institutions provide a context within  which more specific institutional 
fields and forms exist, shaping them both as agent and environment. 
Organisational fields operate at intermediate levels, providing 
institutional structures with in which specific organisations operate. 
And org anisations provide institutional contexts within which particular 
actors are located and take action. Generalised models - beliefs , 
norms, menus, and scripts - flow "down" through the various levels, 
carried by social isation,  social construction, and sanctioning powers. 
These models are carried and reproduced , but also modified and 
reconstructed, by the interpretations and inventions of subordinate 
actors : ind ividuals, organisations, and fields (Scott, 1 995, p . 1 4 1  ) .  



The Model Applied to the Auckland College of Education 

I n  applying Scott's analysis to the Auckland College of Education, it is clear that (as is 

detailed in Figure 3 .3) the Auckland College of Education is defined to some extent by 

those characteristics that make it a "col lege of education" in New Zealand rather than, 

say, a polytechnic or a un iversity. The leg islative framework that it works within g ives it 

a clear role and a specific market. Consequently, changes in the socio-political context 

with in which the College operates will impact on it. 

Shaping teacher 

education nationally 

Defining characteristics / l icense of a college 
of Education in New Zealand 

• • .. • 

Legislation Role Market 

Auckland College of Education 

t t t t 
Skills I i Aspirations Experience Disposition 

Knowledge 

... 

College Staff 

Figure 3.3 Scott's Top-Down /Bottom-Up Model Contextualised 

Role within 
education 

At the same time, the staff bring to the College their skil ls, aspirations, experience and 

dispositions which combine with the factors coming "down" to g ive the College its 

particular characteristics. I n  turn, the Auckland College of Education plays a role in the 

overal l  New Zealand context of tertiary education in shaping the nature of colleges of 

education. 

While Scott m ight have been describing the general flow of change within and beyond 

an organisation ,  there is also the question of what it is that is changed with in an 

organisation and how that change is promoted. In terms of the model above, the field 

cal led "defin ing characteristics" is very much the one in which the sign ificant changes in 
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the state sector and the tertiary education environment (see Chapter 2) were played 

out in the late eighties and early nineties. These impacted significantly on the "College 

staff' in terms of not only the employment environment in which they worked but also 

the daily activities that characterised their work as teacher educators. 

As this study sought to identify the impact of socio-political and i nstitutional change on 

pre-service teacher education at  the Auckland College of  Education ,  the culture of  the 

College could not be ignored . Thus, when the template for describing a college of 

education that comes out of Scott's description (see Figure 3 .3) is put a longside Lewis' 

( 1 992) view of the culture of an organisation (comprised of beliefs , symbols, cultural 

assumptions and expectations) , it was possible to adapt the Scott framework by adding 

those elements of culture as a description of the " atmosphere" with in which the staff 

worked . 

Defining characteristics / license of a college of 

Shaping teacher 
Education nationally 

t 
education in New Zealand 

... 
Legislation Role 

• • 
... 

Auckland College of Education 

I 
Market 

• 
Beliefs I Symbols/ Manifestations of Culture 

Assumptions I Expectations 

College Staff 

Figure 3.4 Evolving Model for Vertical Analysis of Change (after Lewis I Scott) 

Approaches to Implementing Change 

... 

Role within 
education 

The way in which change is achieved and promoted has a very d irect bearing on the 

eventual impact of the change. The role of leadership in this process is crucial and , 

according to Lewis ( 1 994), is largely based on three assumptions: 
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indication of the culture; that organisational culture has a direct and 
predictable effect on organisational performance ;  and that cultural 



transformation is a time consuming process requiring the use of a mix 
of empirical-rational, normative-re-educative and sometimes power
coercive strateg ies (p .41 ) .  

Lewis ( 1 992) defined these three strategies as: 

• the empirical-rational  approach which argues that people are 

rational and wil l change their behaviour when information they 

are given shows that it is in their interest to change; 

• the normative-re-educative approach which has a focus on 

creating a symbol ic environment that people can relate to as they 

share the new meanings; 

• the power-coercive approach which relies on the use of power 

and the use of sanctions rather than the knowledge of the first 

approach and the values, attitudes, feel ings, norms and 

relationships of the second ( p .52) .  

While these approaches were not of themselves a focus of the study, i t  is useful to 

consider the impact they have on how staff view changes and the different degrees of 

impact they could have on the speed or effectiveness with which a change is 

assimilated. 

I n  l ight of the changes at the Auckland College of Education and in  regard to a vertical 

analysis of the change processes, the two approaches (i .e . ,  Scott and Lewis) described 

above could be simpl ified and combined into a "vertical change tem plate" . 

lt will be argued in this study that the vertical change processes employed at d ifferent 

points within the change themes created a contrapuntal relationship  with the horizontal 

progression of the changes. Combining the essential  elements of Scott's analysis of 

change with the key features of Lewis' view of change process creates a vertical model 

that establishes an area of convergence between the top-down and bottom-up regions 

of change promotion.  

Put more simply, a number of changes were forced on the College and cou ld ,  therefore 

be described as "top-down" .  These included historical mergers resulti ng from the 

pressures from national government, the need to work with the U niversity, the changes 

to the funding regime, the increased autonomy and responsibil ity g iven to the College, 

the competitive nature of the tertiary environment and the removal of restrictions on the 
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provision of teacher education programmes. Other changes were the result of internal 

and/or institutional pressures which were to a degree a response to the "top-down" 

changes. These included the proposed mergers ,  the need to become increasingly 

engaged with research , the teaching of degree programmes and the administrative 

restructurings. lt is the vertical axis that seeks to provide a framework to describe these 

changes (see Figure 3 .5) .  

The Vertical Axis Summarised 

I n  summary, the vertical dimension is represented in Figure 3 .5  which suggests that, 

with in the top-down/bottom-up dynamic described by Scott, there is a further dynamic 

that centres on the style of change promotion described by Lewis. This has a reciprocal 

relationship with the degree to which a change is achieved and its impact on an  

organisation. At this point i n  the model the vertical and horizontal analyses coalesce. 

Shaping teacher 
education nationally 

Defining characteristics I license of a college of 
education in New Zealand 

.. .. .. I .. 
j Legislation Role Market 

� � 
Auckland College of Education - A  site for change 

General atmosphere of the College influenced by factors 
such as: 

Approaches to Change Management 
Power- coercive 
Normative-re-educative 
Empirical- rational 

Facilitation of Change 

Degree of Assimilation 
Low levels 
High levels 

Beliefs I Symbols/ Manifestations of Cultural 
Assum lions I Ex ectations 

t t t ' t 
Skills I Aspirations Experience 1 Disposition 

Knowledge 

. .. 

College Staff 

Figure. 3.5 Vertical Template for Change Analysis with Change Management Style Factors 
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As noted earl ier, these changes did not happen in a synchronous m anner and the story 

of the changes over time is one characterised by different changes at d ifferent stages 

at d ifferent times. The College did not have the luxury of attending to these changes in 

a sequential  and orderly manner but needed to be responding constantly to the various 

changes, some of which were at an early stage, others at the point of becoming 

embedded and sti l l  others at every point in between (see Figure 3.7 below). l t  is the 

horizontal axis that seeks to provide a framework to discuss the impact of this change 

process. 

The Horizontal Axis of Institutional Change 

Tolbert and Zucker ( 1 996) argue that there is a process of institutionalisation that 

underpins the creation of social g roups and the degree to which they will endure 

(p. 1 80) . This is largely a sequential and horizontal process with clear stages, which are 

categorised (Tolbert & Zucker, 1 996) as habitual isation,  objectification and 

sedimentation. 

Habitua/isation is described as a process that leads to the "generation of new structural 

arrangements in response to a specific organisational problem or set of problems, and 

the formalisation of such arrangements in the policies and procedures of a g iven 

organisation or a set or organisations that confront the same or simi lar problems" 

(op.cit. , p .  1 90) .  

Objectification involves the "development of some degree of social consensus among 

organisational decision-makers concerning the value of a structure, and the increasing 

adoption by organisations on the basis of that consensus" (op .cit . ,  p 1 92). 

Sedimentation is "characterised by both the virtually complete spread of structures 

across the group . . . . . and by the perpetuation of structures over a lengthy period of 

time" (op.cit. , p . 1 93). 

The authors go on to remind us that this process can be thwarted by direct opposition 

and, even where this is absent, by a lack of demonstrable results associated with the 

structure. In summary, they emphasise that ful l  institutional isation of a structure rel ies 

on three factors: 
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• the conjoint effects of relatively low resistance by opposing groups; 
• the continued cultural support and promotion by advocacy groups; 
• the positive correlation with positive outcomes. 

(Tolbert & Zucker, 1 996, p. 1 84) 

These stages can be viewed as having an existence in time and as being to some 

degree sequential .  Tolbert and Zucker ( 1 996) placed their stages in  a sequence and 

relationship as fol lows: 

Legislation 

Technological 
Change 

Market Forces 
.. ·· 

·· ... ·· ... ..·
· 

•• 

Innovation 

Habitualisation --1111>• Objectification +------��� Sed imentation 

'-------.....J )'f � '---------'� + .. 

Figure 3.6 

lnterorganisation 
Monitoring 

Theorising Positive 
Outcomes 

Interest Group 
Advocacy 

Interest Group 
Resistance 

Component Processes of Institutionalisation (Tolbert & Zucker, 1 996, p. 1 82) 

Figure 3.6 suggests that the change process has a temporal and l inear progression 

that starts at the point of " innovation" - the act or set of circumstances that provide the 

initial catalyst for change where a change is  promoted. The change then moves 

through the stages of habitual isation (the development of a response to the 

" innovation" which sets out  new procedures, policies or  structures to proceed with the 

intended development or  change), objectification (the development of agreement or 

understanding among the actors - that is to say the processes of explaining, upski l l ing ,  

convincing that support any change in itiative) , to final ly the point of sedimentation 

where the change is to varying degrees cemented in to the practices and customs of 

the organisation. This last stage is where the settl ing into the new patterns or ways of  

working or approaches that wil l  characterise the "new" institution that comes out of  the 

changes becomes apparent. Tolbert and Zucker ( 1 996) presented this analysis of  

change as being sequentia l  and i t  is this sequence that becomes the horizontal axis in  

the theoretical framework for the discussion of change in this study. 
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The theoretical framework developed for this study then combines two perspectives 

that both have their orig ins in institutional studies. One (Scott, 1 995) characterises the 

orig ins of change as being either top-down or bottom-up, while the other (Tolbert & 

Zucker, 1 996) sees the progress of change as sequential leading to an assessment of 

its sedimentation, or impact. The framework combines these vertical and horizontal 

analyses of change in a nexus in which change occurs. 

lt is noted that the horizontal axis is essential ly a model for analys ing change that is a 

consensus model .  This compares with confl ict models such as those informed by 

Gramscian concepts of hegemony, domination and subordination (Ransome, 1 992) 

and those which set these constructs in a power-relations setting such as Foucault 

(McHoul & Grace, 1 993). Had such a conflict model been used for the horizontal axis,  

conflicts and tensions in the changes m ight have been made more explicit. However, 

the model used did succeed in articulating the opposing views , the tensions between 

groups and the pressures that characterise institutional change. 

Narratives of Change: A Further Organising Principle 

Given that this framework provides a canvas on which the changes can be placed , an 

additional organising principle seems appropriate to use,  that of the "change narrative". 

A dictionary defin ition of a narrative is that it is a story told in the voice of a participant 

in a continuous manner. Narratives provide a useful way of organising the changes that 

occurred into thematically organised areas for study. All five change narratives 

identified in the study became apparent in the interviews with participants and had their 

genisis in the strategic d irections established by McGrath in his seminal paper in 1 994. 

In that paper he established the need to attend to unfinished business from previous 

mergers through  the proposed restructuring , the role of the College as a stand-alone 

institution ,  the importance of developing a research culture, and the developments that 

enabled the Col lege to teach degree level programmes in its own right. 

This study recognised five narratives of change or "natural h istories" (Tolbert & Zucker, 

1 996) which symbol ise the change themes at the Auckland College of Education during 

the period of the study. They were: 

1 .  The ghosts of mergers past, present and future. 

2 .  Shuffl ing the pack: restructuring the professional and administrative context. 

3 .  From us ing to doing: developing a research culture. 
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4. Degrees of change: a jointly taught degree. 

5 .  Change of degree: a college provider degree. 

The horizontal axis of the change, in terms of Tolbert and Zucker ( 1 996}, is one that 

sees each of these change narratives having a temporal but not a synchronous 

progression. The impact of this accumulation of changes was that the College went 

through not s imply one change but rather a series of changes which are,  at any one 

t ime, each at different stages and which for the staff involved represent an aggregated 

complexity. This is i l lustrated in Figure 3 .7  (a d iagram that is more impressionistic than 

chronologically precise) which highl ights the degree of complexity that is developed 

when the horizontal process of change as described by Tolbert and Zucker ( 1 996) is 

applied to a series of change events (clustered into "change narratives") which occur in 

the institution .  

I nnovation 

I mperatives for Change 
Habitualisation 

Objectification Sedimentation 
Socio-political � I nstitutional ... � 1 ... � � I"' 

H 0 s 

Change 
Narratives 

� 
Mergers 
Past, Present 
& Future 

Restructuring 
the College 

Developing a � 
Research � 
Culture 

� Degrees 
BEd / �· ; BEd Tchg) 

Figure. 3.7 Horizontal Axis for Change Analysis (based on Tolbert & Zucker, 1 996) 

The more heavily shaded areas of Figure 3. 7 i ndicate the concentration of a particular  

change theme at a part icular time and shows that as a particular focus occurred at  a 

point in time those changes that had previously been a factor were at a different point 

in the implementation process. Consequently, as the complexity of the changes 

increases, so too does the accumulated impact of those changes. 
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The purpose of the theoretical framework is to provide a structure that will al low the 

analysis of the complex changes at the College to be described and analysed and for 

the data to be presented in an orderly fashion. I n  the next chapter, the research 

methodology employed in the study will be described . 
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CHAPTE R 4 

Researc h  Methodology 

The q ual itative researcher is not an objective authoritative , 
pol it ica l ly neutral observer standing outside and above the text. 
The q ual itative researcher is h istorically positioned and locally 
situated [as] an al l-too-human [observer] of the human condition 

(Bruner, 1 993, p. 1 ) .  

Erikson . . . .  eloquently reminds us, the use of qualitative 
techniques does not necessarily mean that the research being 
conducted is qual itative. What makes the research qual itative is a 
m atter of "substantive focus and intent ." 

(Janesick, 1 994, p .21 3). 

Introduction 

I n  p lanning a study such as this, a choice had to be made between the employment of 

qua litative or  q uantitative methodology or a mix of the two. 

Quantitative research i s  based on observations that are converted 
i nto d iscrete un its that can be compared to other units by using 
statistical analysis . . .  Qual itative research,  on the other hand, 
generally examines peoples words and actions in narrative or 
descriptive ways more closely representing the s ituation as 
experienced by the participants (Maykut & Morehouse, 1 994, p .2) .  

When the requ irements of the study were carefully analysed , a qual itative approach 

seemed indicated. Qual itative research methods, because they have a capacity for 

detai led study of issues and are very l ike ly able to produce detai led information about a 

defined sample of people (Janesick, 1 994, p .2 1 3; Patton, 1 990, p. 1 4) were considered 

appropriate to the nature of this study, its natural istic setting , the use of descriptive 

data , a concern for process, the inductive natures of the approach and the concern for 

understanding the participants' meanings (Bogdan & Silken, 1 998, pp .4-7) . Qualitative 

research a l lows for three kinds of data col lection (i) in-depth open-ended interviews, ( i i )  

d irect observation and ( i i i )  written documents (Patton , 1 990, p . 1 0) as the qual itative 

researcher "seeks patterns which come out of or emerge from the data. The 

quantitative researcher makes a guess or forms an hypothesis which is then used to 

test the data" (Maykut & Morehouse, 1 994, p.3) .  
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The methods used to gather data in this study included interviews with ind ividuals, 

focus groups, a document search . The two l iterature reviews (one on relationships 

between institutions and the other on teacher education) provided a wider framework 

within which to consider the data. This q ualitative approach features a range of what 

Patton ( 1 990) identified as strategic and interconnected themes. He described such an 

approach to research as: 

• undertaking a naturalistic inquiry using inductive analysis 
• producing a holistic perspective based on qual itative data ; 
• using the researcher's personal contact and insight; 
• working within a framework of dynamic systems; 
• remaining empathetically neutral 
• demonstrating high levels of context sensitivity; 
• exh ibiting a wil l ingness to accept design flexibi l ity. (pp.39-63) 

Such a description can appropriately be applied to this study, the research design of 

which reflects the characteristics of qual itative research. Maykut and Morehouse ( 1 994) 

detai l eight important considerations which are central to such a q ual itative approach: 

1 .  a focus which is both exploratory and descriptive; 
2 .  a design which emerges from the study; 
3 .  a purposive ( i .e . , element of selection) sample 
4. data collection in  the natural setting of the study; 
5 .  an emphasis on 'human-as-instrument' ;  
6 .  qualitative methods of data collection; 
7. early and ongoing inductive data analysis; 
8.  a case study approach to reporting research outcomes. 

(pp.43-47) 

The relationship among these is shown in a diagram which Maykut and Morehouse 

(1 994) adapted from Lincoln and Gruba (1 985) . 

I Emergent Design 
I 

I d
. 

d �L,__.:._F�oc�u:.:::s...=o:.:,.fl!:.:..:n.::t:gu::.::iry:...z____JI ----n rcates nee 
to refine 

Emphasis on human-as
instrument 

suggests 

-----.. 

yield data for explored �.-------'-----�/ough 

Figure. 4.1 Relationship Between Research Design Elements (Maykut & Morehouse, 1 994, p.48) 
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Design Overview: A Systematic Eclectic Approach 

The Auckland College of Education is a complex institution and this study charted a 

wide range of changes both in degree and in  time. lt was, therefore, considered 

appropriate for an eclectic but systematic approach to be taken using a variety of 

approaches that best met the specific needs of the study. Such a multi-method 

approach has advantages (Cohen & Manion, 1 994, p.233) as it al lows for potentially 

less bias or d istortion in  the picture gained by the researcher and al lows for a process 

of triangulation to confirm key details in the data. I n  this study, the eclectic approach is 

characterised by the i ntegration of research constructs rather than the random 

selection of d isconnected aspects of different approaches. lt combined elements of four 

sets of research design constructs; case study, ethnography, phenomenology, and 

grounded theory (see Figure 4 .2 below) . 

Design Constructs 

Case Study Elements 

The case study approach employed in this research was a study of the impact of 

change at one particular institution which attempted to retain the integrity of what 

happened at the Auckland College of Education and used a range of data collection 

methods (Punch, 1 998,  p . 1 53). This approach had advantages in that i t  was based on 

the real story of some real changes, recognised the embedded nature of  socia l  truths ,  

provided valuable description in an accessible manner and established a basis from 

which some generalisations could be generated (Cohen & Manion, 1 994, p . 1 23).  

The degree to which a case study admits to sound generalisation,  however, has been 

seen as both a strength and a weakness of the approach. lt could be a weakness in 

that the case study might not be typica l  and, therefore, general isation from it would be 

of l imited rel iabi l ity. I n  th is study, an overall case study of institutional change and the 

s pecific changes described with in i t  were typical of changes being repeated throughout 

the tertiary education system general ly and in  colleges of education specifically. Three 

levels of generalisation in research - that from sample to population, that which is  

analytic or theory-connected and that which leads to case-to-case transfer have been 

identified (Firestone, 1 993,  p. 1 40) . 
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E lements of a n  Specific Research Activities i n  the Stud 

Eclectic Approach 

Case Study Case studies of key changes at the Auckland College 

Elements Education:  

Ethnographic 
Elements 

• Mergers, past, present and future 
• Restructuring the professional and administrative con 
• Developing a research culture 
• Reviewing the jointly taught degree 

'------·• Developing and implementing a provider degree 

Interviews I Focus Groups with: 

y 

of 
� """"'Il 

text 

...... 
""" 

• Individual interviews members of staff (Reference Gro up) 

Phenomenological 
Elements 

• Focus Groups - Lecturers 
- Middle Management 
- Community 

• Individual interviews with management staff 
• Individual interviews with staff in key roles (e.g .  Princi 

Dean, Chair Research Development, etc) 
• Individual interviews with former staff 

Document Review of: 

• Relevant literature 
• Documents originating within the College 

I nvolvement of groups of professionals : 

• Twenty current College staff 
• Five former College staff 
• Five College community members 

Elements of participant observation by researcher '----

pal ,  

� ..... 

� ...... 

..... ..... 

Elements of a 
Grounded Theory 
Approach 

Flexibi lity as a characteristic of the longitudinal interv 
timeframe. 

ie_!' 

I Collection of data in a multi-case study. 

• Theoretical sampling 
• Theoretical sensitivity 
• Theoretical saturation '----

Figure. 4.2 S ummary of Research Approaches Utilised 

...... 
...... ..... 

..... ..... 

This study has elements of al l  three - the sample is thought to be reflective of the wider 

College staff population ,  the study is one which takes an eclectic approach and the 

transfer from case to case occurs within the "cases" embedded in the total "case" of the 

study. There is a lso a wider potential to move beyond this study of one college to 

general isations about a l l  col leges. 

The case study that formed the content of this study can be seen as a study which has 

in it five related or embedded case studies based on the change themes identified. 
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While the focus of each change theme was different from the other, the participants 

from whom the data were collected remained constant, the wider sett ing was the same 

for each theme and the wider environmental factors affecting the College were 

consistent across each of the embedded case studies. 

Stake ( 1 994) claimed that a case study is not a choice of methodology but rather a 

choice of what is to be studied and that a "case study" in  itself admits to a variety of 

approaches within the general paradigm (Stake, 1 994, p .236) . A case study involves 

the process of narrowing the focus and scrutiny of the data which in turn leads to a 

more directed col lection and analysis of that data (Sogdan & Si lken, 1 998, p .54). This 

study com bined features of d ifferent types of qual itative case studies. There was an 

historical case study flavour to this study (albeit a history that goes back only ten or so 

years) and the main characteristic was observational with a mix of participant 

observation ,  interviews and document search (Bogdan & Si lken, 1 998, p .55) .  lt could 

further be arg ued that this study, due to the way it has been organised around change 

themes, is a m ulti-case study (Sogdan & Si lken, 1 998, p.62). Alternatively,  it might be a 

case study that has embedded in it a series of what might be called "sub-cases". The 

central case study is the study of the impact of socio-political and institutional change 

on pre-service teacher education at the Auckland College of Education over a fifteen 

year period, whi le the embedded case studies are the change narratives: 

i .  t h e  impact of mergers o n  the College; 

i i .  the administrative restructuring that occurred; 

i i i .  the development of a research culture at the College; 

iv. the consideration of the role of the College in teaching a joint degree; 

v. the development and implementation of a Col lege provider degree. 

Ethnographic Elements 

This study incorporates ethnographic elements. As with ethnographic research in  

general , th is  research attempts to develop a picture of the l ife of  a particular group, of 

the culture of that group, and of the interactions that characterise the group (Wolcott, 

1 988, p. 1 88). Other ethnographic features of the study are: 

• the emphasis it placed on the shared understanding of those involved of what 

happened ; 
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• the sensitivity of the study to the meanings that are ascribed to those events by 

those persons; 

• the use of a range of data collection techniques which are at times prolonged and 

repetitive; 

• the fact that the study took p lace in the natural setting of the College. 

(Punch, 1 998, p . 1 6 1 ) .  

Studies that have a tendency to work primarily with unstructured data , set out to 

explore the nature of particular social phenomena rather than to test a hypothesis 

about them,  investigate a small number of cases, and analyse the data so as to provide 

explicit interpretation, could be said to have an ethnographic orientation (Atkinson & 

Hammersley, 1 994, p.248) . This study was, to this extent, ethnographic, a claim which 

is further underlined by the participant observer element in the research. 

Phenomenological Elements 

The study was a phenomenological one to the extent that it placed importance on the 

value of subjective consciousness and the meanings that were generated by it and 

which are further developed through reflection (Cohen & Manion, 1 994, p.29) . In the 

manner of a phenomenological approach, this study seeks "to understand the meaning 

of events and interactions to ordinary people" (Bogdan & Silken, 1 998, p .25). These 

meanings come from the analysis of the participants' perspectives and there is a 

degree of subjectivity in  such contributions. Much of the data in this study are the 

subjective comments and the participants' analyses of the changes contextual ised by 

the documents which themselves have a subjective element. The study was in this 

sense phenomenologica l .  

Elements of a Grounded Theory Approach 

At the heart of qual itative research is the abi l ity to generate a theory on the basis of the 

data as hypotheses and concepts are systematically developed throughout the 

research. Patton ( 1 990) quoted Glaser and Strauss (1 967) in emphasising that 

"generating a theory involves a process of research" (Patton, 1 990, p .67). 'Grounded 

theory' rel ies on the use of methods that place the researcher in to the real world which 

is being studied so that the results and findings are "grounded" in the empirical world 

(Patton, 1 990, p.67). G laser and Strauss ( 1 967) in fact argue for qualitative methods as 

appropriate research methods suited to the emergent n ature of field research and they 
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balance participant observation with interviews and the study of documents ( in Layder, 

1 993, pp .41-42). With in the ir  field of sociology, they describe the purposes of g rounded 

theory as: 

to enable prediction and explanation of behaviour, to be useful in 
theoretical advance in  sociology, to be usable in practical applications 
- prediction and explanation should be able to give the practitioner 
understanding and some control in  situations, to provide a 
perspective on behaviour - a stance to be taken toward data, and to 
gu ide and provide a style . for research on particular areas of 
behaviour (Giaser & Strauss, 1 967, p.3) .  

G rounded theory is a general methodology for developing theory from and out of (i . e . ,  

theory which is grounded in) the data which is systematically gathered and analysed 

(Strauss & Jul iet, 1 994). This study adopted the classical g rounded theory approach 

through using cycles of data collection and analysis. 

The study exhibited three research design constructs that typify a grounded theory 

study: theoretical sampl ing, sensitivity and saturation (Giaser & Strauss, 1 967). 

Theoretical sampling is the process of data collection for generating 
theory whereby the analyst jointly collects, codes and analyses his 
[sic] data and decides what data to collect next and where to find 
them in order to develop his theory as it emerges (Giaser & Strauss, 
1 967, p .45). 

This approach was adopted in this study. The sample provided in itial data through the 

first round of interviews and these were coded and analysed provid ing the basis for the 

next round.  This was subsequently repeated into a third round for most of the 

participants. The q uestions and interview frameworks are included in Appendix A. 

Theoretical sensitivity . . .  i nvolves his [s ic] personal and temperamental 
bent . . .  [and] . . .  the sociologists abil ity to have theoretical insight into 
his area of research combined with an abi l ity to make something of 
h is i ns ights (Giaser & Strauss, 1 967, p .46). 

As indicated previously (Chapter 1 ) ,  the Researcher in this study had close 

involvement in  the l ife and work of the organisation being studied and brought to the 

s ituation a sound working knowledge of its daily operations .  From this privileged 

position ,  he was favourably placed to make the theoretical insights characteristic of 

theoretical sensitivity. 

52 



Theoretical saturation is the point at which researchers conclude that "the generic 

features of their new findings consistently replicate earl ier ones" (Adler & Adler, 1 994, 

p.381 ) .  lt is accepted that "observational data gathering continues until researchers 

achieve (this point of] theoretical saturation" (Giaser & Strauss, 1 967, p .61  ). lt became 

clear in this study that the third round of interviews reached the stage where the 

material  was returning to ground and points that had been covered in earl ier interviews. 

At this point theoretical saturation was seen to be achieved and the decision was made 

to continue to interview only where additiona l  material was required.  This was 

subsequently necessary with regard to the development of the 'Huarahi Maori Pathway' 

and a brief additional interview was held with two participants. 

To the extent that these three elements - theoretical sampling, theoretical sensitivity 

and theoretical saturation - were employed in this study, the methodology used can 

legitimately lay claim to be grounded theory based. While clearly having these 

characteristics of a grounded theory approach , however, it is acknowledged that other 

features of such an approach (constant comparisons, coding paradigms, and 

theoretical memos for instance) were n ot used in this study. 

Data Collection 

Interviews 

Since this study set out to investigate the impact of the changes rather than 

mechanisms through which the changes were achieved,  interviews became the central 

and dominant method. In comparison to a questionnaire style of data gathering, open

ended interviews have the advantage of providing depth, detai l ,  and meaning at a very 

personal level of experience. 

Qualitative data can yield not only deeper understanding but also 
political action as the depth of participants' feelings are revealed" 
(Patton,  1 990, p. 1 8-1 9) .  

The role of the researcher in conducting the fieldwork was to provide a framework or 

structure in which the participants could articulate their points of view about that part of 

the world under study (Patton ,  1 990, p .24) . Participants were given these frameworks 

in advance of the interviews. (See Appendix A for these frameworks, a brief description 

of the i nterview format and the organisation of the interviews in terms of how they were 

set up,  their conduct and the ways in which they were clearly separated from the 

"normal" interactions of the researcher with the participants. ) 
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There are, i n  Patton's view, three basic approaches to collecting qual itative data -

o pen-ended interviews i n  the form of the informal  conversational interview, the general 

interview guide approach , a nd the standardised open-ended interview (Patton,  1 990, 

p .280). This study used conversational-style i nterviews gu ided by a framework of 

q uestions/top ics. Choices can be made about whether the interviews should take 

place with ind ividuals or, in a focus group setting , with a group of persons. The focus 

groups here in operated as traditional focus groups; frameworks were g iven to 

participants and the resulting  transcripts analysed as interview data. As Patton 

asserted: 

The focus group interview is, indeed, an interview. lt is not a 
d iscussion . lt is not a problem-solving session. lt is not a decision
making group.  lt is an i nterview (Patton,  1 990, p.335) . 

This study was undertaken on the basis of a series of interviews with individuals (the 

"Reference Group") and with three further Focus Groups. Ind ividuals interviewed were 

either selected through a bl ind selection processes or through their being in designated 

positions (such as Principa l ,  Dean of Teacher Education and so on). This approach 

was designed to ensure that the views of the sample accurately reflected the situation.  

Focus G roup interviews were conducted with three groups - a lecturer's group,  a 

management g roup and a community group. Such group interviews are simi lar to 

individual interviews in that they shared the goal  of developing understanding about the 

experience people have and their  perceptions about the focus of the research . 

I nterviews are an emergent and open process (Maykut & Morehouse, 1 994, p. 1 03).  

Focus group interviews have been defined as "group conversation with a purpose" 

( ib id ,  p . 1 03) and are, in Tolich and Davidson's ( 1 999) view, "simply a formalised 

version of the spontaneous group interview" (p. 1 22) ,  although others would claim that 

they were more in  the nature of a "dynamic group dialogue" (Bogdan & Si lken,  1 998, 

p . 1  00) .  

The number of participants and the al iases used in  the study are detai led in  Figure 4 . 3  

which shows the number in  each category o f  participant, the number of interviews and 

the g roups of a l iases for each group of participants which have been used as identifiers 

for interview m aterial  presented in the study. For example, a member of the reference 

group was i nterviewed three t imes and is identified in the study as College Lecturer A, 

or B, or C etc. 
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Category of Partici pant No. of Total No. of Aliases Used in the Study to 
Participants Interviews Identify Quotes from 

Interviews 

Reference Group 7 21  "College Lecturer A - G" 
Lecturers Focus Grou_Q_ 4 5 "Lecturer 1 - 4" 
Management Focus Group 5 2 "Management 1 - 5" 
Community Focus Group 5 2 "Community A - E" 
Specified Personnel 3 6 "Management 6 - 9" 
Principal 1 2 "McGrath" 
ACE Former Staff 5 5 "Former Lecturer A - F" 

Totals 30 43 

Figure. 4.3 Key to Interview Alias Use and Interview Data 

Document Search 

Many studies have emphasised the importance of documents as a source of valuable 

information (Bogdan & Si lken,  1 998, p.57 -59; Maykut & Morehouse, 1 994, p. 1 1 1  ). 

Typically the study of documents is combined with other approaches (see above) and 

was so in this study. Among the documents studied were original d iscussion papers 

used within the Col lege, conference papers which described the changes, m inutes of 

meetings of various bodies within the College, and fi les of commun ications and other 

related materia l .  (Documents consulted are l isted in Appendix B. )  

Research Process 

Selection of Participants 

There is, in qualitative research , a trade-off between breadth and depth (Patton,  1 990, 

p. 1 65) when ,  in  conditions in which there are l im ited resources ,  the researcher chooses 

to study a smal ler number of persons but to a greater depth. Thus the selection of a 

sample becomes critical .  As the logic and power of purposive sampl ing l ies in selecting 

information-rich cases for study in depth (Patton ,  1 990, p . 1 69) it was, therefore, 

important to select cases from which the researcher was l ikely to learn a great deal 

about the issues that were identified as being central to the study. In doing this the 

variables such as the experience of the g roup in terms of the activity being studied , the 

degree of knowledge the participants might have and the gender balance of the group 

selected , had to be carefu lly considered (Maykut & Morehouse, 1 994, pp.59-61 ) . 

I n  this study the sample was chosen through a method of bl ind selection according to 

criteria that identified the key variables and the size of the sample. 
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Selection Criteria Employed 

The criteria used as the basis for the development of the l ists that formed the pool of 

potential part icipants were that al l  participants in the study needed to have been 

employed by the Auckland College of Education,  to have taught predominantly with in  

teacher education programmes at the Epsom Campus and to have been so employed 

since at least 1 995. Further to these criteria, participants in the Reference Group, the 

Lecturer's Focus G roup, and the Management Focus Group needed to meet a 

requirement that they would be l ikely to have the abil ity to articu late thei r  views on 

teacher education at the College and to have the skills to initiate ideas and contribute · 

to d iscussion. 

I n  addition to these criteria ,  participants in  the Management Focus Group m ust also 

have been holders of one of the positions of Head of Centre, Head of Sector, Associate 

Dean, Programme Leader, or Programme Co-ord inator. 

The Comm unity Focus Group (made up of four school principals and one early 

ch i ldhood centre d irector) who were to take part in the study were selected according 

to the criteria that their place of work was within the greater Auckland metropolitan area 

and that they had experienced contact with the College over the past decade through 

membership of a sector advisory group, programme development groups or some such 

other group. 

The process used to develop the pool of possible participants in  the reference and 

focus groups had the fol lowing stages . A group of three persons (not including the 

Researcher) convened by the Chairperson of the Auckland Col lege of Education 

Research Development Subcommittee of the Auckland College of Education Academic 

Board used the criteria to develop one l ist of al l  possible participants, a second l ist of al l  

possible participants in  the Lecturers' Focus Group and a third l ist of al l  possible 

participants in  the M anagement Focus Group.  A participant could be a member of both 

the reference group and a focus group but was not able to be a member of more than 

one focus groups .  ( In the event no participant was in two such groups . )  These l ists of 

potential subjects were confidential  to the g roup convened by the Chairperson and 

subsequently to the Thesis Supervisor. The Researcher did not at a ny point have 

access to these l ists . 
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On receipt of the list of the pool of potential participants for the various groups, the 

Thesis Supervisor applied a process of random selection and on that basis issued 

i nvitations. This was designed to ensure that those invited to participate could refuse 

with the knowledge that the Researcher would have no knowledge of their being asked. 

One person decl ined the i nvitation due to d ifficu lties with avai labi l ity, all others 

accepted. 

The Thesis Supervisor invite'd participation from the group selected randomly from the 

pools. The Researcher had no knowledge of who had received invitations and had 

subsequently declined to participate. The Researcher received from the Thesis 

Supervisor the fina l  l ist of those who had accepted the invitation to participate. At that 

point the Researcher issued the approved invitations, information sheets and consent 

forms. All were completed prior to the research beg inning. This d istancing of the 

Researcher from the participant selection procedure provided high levels of protection 

for College staff who were also colleagues of the Researcher (see I ntroduction) .  

The pool of principals of primary and secondary schools and the d irector of the early 

ch i ldhood centre ( i .e . ,  the Community Focus Group) to take part in the study was at the 

same time generated through the Researcher providing the Research Supervisor with 

a l ist of all persons holding such positions and meeting the criteria .  Following 

discussion it was agreed that the Researcher should proceed to issue i nvitations and 

accompanying information sheets as these persons were not employed at the College 

and, therefore, were not in the same institutional relationship as the other  participants 

to the Researcher. All invitations to be a member of the Community Focus Groups 

were accepted . 

G iven a choice between random sampling and purposive sampling , this study was 

based on both. The size of the sample is less of an issue than the manner in which it is 

selected and the degree to which it fits the purpose of the research (Patton ,  1 990, 

p. 1 84) . 

There are no rules for sample s ize in qualitative inquiry. Sample size 
depends on what you want to know, the purpose of the inquiry, what's 
at stake, what will be useful ,  what wil l have credibi l ity, and what can be 
done with available t ime and resources (Patton,  1 990, p. 1 84) .  

The process of participant selection (other than for the Community Focus G roup) in  this 

study can be represented diagrammatical ly. In Figure 4.4 the dotted l ines were 

"firewalls" through which the process of participant selection was at th ree d ifferent 

points rendered blind. The Researcher had no involvement in the selection fol lowing 
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the generation of the criteria .  The group that generated the pools of participants had no 

involvement in the offering of invitations to participate to those chosen from the pools of 

potential participants. 

Selection of Research Participants 
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Research proceeds 

Students were not included in the study as subjects , for the reasons that there were no 

students who could be readily identified as having a sustained awareness of the 

change dynamics occurring over the period under consideration. In the m ain the 

changes being examined were retrospective in character. Also, typically, transitional 

a rrangements were provided for students whenever programmes changed. So, in fact, 

students were somewhat buffered from the the l ikely effects of the changes and so 

would be unable to comment on the relative d ifferences between programmes and the 

changes made to them. 

The Researcher As Participant Observer 

Patton has the view that in qual itative inquiry the " researcher is the instrument" (Patton ,  

1 990, p . 1 4) and that field work in  such research often involves the researcher a s  a 

"participant observer" (op .cit . ,  p . 1  0) .  The role of the Researcher in  this study created a 

sign ificant ethical issue with regard to the conduct of the fieldwork in that while i n  

conventional participant observation terms he attem pted to  suspend h is  own "ways of 

viewing the world" (Maykut & Morehouse, 1 994, p.69) he was also required to m ainta in  
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his role as a change agent, as a programme developer, and as a senior member of the 

staff with significant strategic responsibi l ities. Clearly, the relationship between the 

Researcher and the staff wi l l  not be neutral in such a setting .  In this study the 

Researcher was in a face-to-face relationship with the participants in  their "natural l ife 

setting" and being part of the context being observed both modified and was influenced 

by this context (Schwartz & Schwartz, 1 969, p.9 1  ). 

In participant observation the researcher shares as intimately as 
possible in the l ife and activities of the setting under study . . . . . . .  This 
means that the evaluator not only sees what is happening but feels 
what it is l ike to be a part of the setting or programme" (Patton, 1 990, 
p.207) . 

The Researcher in this study was not a participant observer in the sense that he joined 

the group in order to submerge any identity as a researcher so as to watch the 

processes from the inside (Layder, 1 993,  p.40).  

The complete ideal of participant observer is not always possib le or 
even desirable, especial ly since the deception involved in  d isguising 
one's real motives raises qu ite serious ethical issues (Layder, 1 993, 
p.40).  

As a participant observer, the Researcher had a role within a complex set of 

relationships. Not only was he the Researcher and a staff member within the institution,  

but he was a lso a senior member of management and as such charged with a 

responsibil ity for instituting change. In fact, he had been invited to rejoin the staff of the 

College after a period as principal of a secondary school in order to effect changes in  a 

key area of the College that had been resistant to change and was at risk. 

Adler and Adler ( 1 994) grouped the issues of participant observation around those of 

research roles, and the stages, problems, and rigours of observation respectively. They 

reported a shift from the traditional view of the participant observer, which saw the 

research role as bedded into a space along a continuum from, at one extreme, the 

complete participant through d ifferent stages such as the participant-as-observer and 

the observer-as-participant to, at the other extreme, the complete observer. The 

'complete observer' approach favours greater involvement, "even membership roles" 

(Adler & Adler, 1 994, p.379) (see also Gold, 1 969) . They described the complete 

membership role as one where researchers "study scenarios in which they are already 

a member or perhaps ones into which they are inducted in the course of their research" 

(op.cit. , p.380). 
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I n  this research the Researcher was a com plete member of the group that was the 

focus of the study, despite the fact that the " research activities" (the interviews, focus 

groups and suchli ke) were clearly marked as being d ifferent from the normal 

professional and social intercourse that the Researcher had with the subjects. This 

clear demarcation was achieved through the formal ities of establishing the interview, 

the paraphernal ia of the interview and the focus of the topic under discussion. Much 

less clear, however, was the nature of the o bservation that occurred outside the formal 

framework of the research but which must inevitably have impacted on the views of the 

Researcher. When these involved persons who were clearly in the research project, 

ethical as wel l  as methodologica l  issues were raised. 

Ethical Issues Raised 

Some of the eth ical issues that flow from such a situation were raised in  the process of 

gain ing approval from the Massey University H uman Ethics Committee. First there was 

the issue of participant selection .  The Researcher is a senior member of staff in the 

institution in which the study was to be undertaken. Had the Researcher been involved 

in the participant selection there was the potential for pressure to be exerted to 

encourage participation.  Should some wish not to participate there could be a 

suggestion that they might feel an obl igation to do so. To avert this possibil ity a b l ind 

selection procedure (see above) was developed that saw a neutral third party in the 

institution develop the l ists that became the pools of potentia l  participants. These l ists 

were then sent to the Researcher's Thesis Supervisor who issued appropriate 

invitations with appropriate indication of confidential ity being assured. The Researcher, 

after the invitation process had been completed , was then g iven the l ist of participants. 

A second issue was that of pol itical sensitivity. The proposed but subsequently aborted 

merger between Massey U niversity and the Auckland College of Education was 

imminent while the study was being considered. Written permission was req uired and 

was forthcoming from the respective Chief Executive Officers of the two institutions. 

Third ly, was the issue of the Researcher's involvement in the dai ly activities of the 

College.  In this role it was l ikely he would have a ccess to material and information that, 

whi le potentially helpful to the research would, by its inclusion, compromise ethica l 

procedures for informed consent. To deal with this issue, a careful process of 
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supervision and review was set in  place to ensure that only data from ethically 

leg itimate sources were included in the study. 

Finally, a related issue was the one of confidential ity. Whi le there were procedures 

ava i lable to ensure anonymity, this should not be confused with ensuring 

confidential ity. In  rem inding researchers of this, Tolich and Davison ( 1 999) described a 

previous study in New Zealand that had clearly raised j ust such an issue. Where 

research is located with in  one institution, as the study described by Tolich had been 

and as this one was,  it does not require a lot of enterprise to make educated guesses 

as to the identity of key players in the processes being described. Bask ( 1 996) reported 

a simi lar concern: "I could never be sure that some enterprising person would not be 

able to figure out my place and principals. Essential ly ,  confidential ity and anonymity 

were the promises I made but I had l ittle control over their fulfi lment" (p. 1 37). The 

ethical issues surrounding this aspect of the study are ones that the researcher m ust, 

inevitably, make alone (Seeker, 1 969). This study sought to preserve confidential ity by 

use of a set of al iases (see Figure 4 .3) and removal from interview quotes of any 

specific identifying detai l .  

However, the role of Dennis McGrath, Principal of the Secondary Teachers College 

and subsequently the Auckland College of Education ,  was of such central importance 

to the changes being described in this study that, with h is permission , extracts from his 

interviews have been identified . 

Data Analysis 

As stated, this study derived data from three main sources, individual interviews, focus 

group interviews and documents. Through the process of constant comparison (Giaser 

& Strauss, 1 967, p . 1 05) the data were coded i nto an evolving set of categories of 

insights and theoretical clusters. This constant comparison, through theoretica l 

questioning and concept development (Strauss & Ju l iet, 1 994, p.280) provided the 

basis for the data analysis. The development of com parisons in the data are a rich 

source of theoretical development (Strauss & Ju l iet, 1 994) . The coding schedule 

developed is appended as Appendix C. 

Data were coded using the 'QSR NUD*IST Nvivo' software which al lowed for the 

incremental bui lding of sets of categories for analysis and for quick retrieval of data . 

The bibliographic information was stored within the 'EndNote 4 . 1 '  suite. 
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Research Organisation 

As i l lustrated in  Figure 4.4, the research organisation of the study involved an approach 

that focused on both institutional and wider perspectives. To develop the wider 

perspectives, l iterature reviews were completed focusing on institutional  mergers and 

amalgamations generally, since this was an early focus of the study as it sought to 

assess the impact of this event on teacher education at the College. A further literature 

review was u ndertaken of mergers and amalgamations of teacher education 

institutions. Working papers were written on organisational change, research 

methodology and transformational leadership which in turn contributed to three 

conference papers - one on leadership (Middleton,  2000a), one on the relationship 

between change and ethical issues (Middleton ,  200Gb) ,  and the third on the principles 

that underpin successful collaborative relationships between tertiary institutions 

(Middleton, 200 1 ) . 

At the same time, an institutional perspective was developed through a document 

search, analysis and review of discussion papers, meeting minutes, conference papers 

and other m aterial related to what subsequently became the five change narratives of 

the study. Two research seminars were presented ; one at the Auckland College of 

Education and one at Massey University, which gave an overal l  picture of the research 

project as it had unfolded to that point. At the same time, the research processes of 

developing the proposal, obtaining ethics approval at each institution and in itiating  

fieldwork proceeded. Figure 4 .6  shows a schematic view of the research organisatio n  

and process. 

Chapter 5 is the first of five chapters based on the change narratives and is centred o n  

the role of institutional mergers i n  change at the College. Each change narrative i s  part 

of the larger, overal l  picture of change during the period 1 985-2000. I n  terms of the 

theoretical framework, outlined in Chapter 3 .  As indicated in Figure 4 .5 ,  there are top

down pressures or events that trigger a change and bottom-up factors that have a n  

effect on it. The process of change, which starts with the " innovation" (the 

idea/proposal) ,  moves through the stages of "habitual isation" (developing 

proposals/ideas) and "objectification" (developing agreement/understanding) and final ly 

achieves a degree of sedimentation (settl ing i n/ impact ) ,  is reflected in  the horizonta l  

axis. A n  indicative t ime-frame i n  the diagram shows the relationship of each narrative 

to the others and indicates the way in which the successive changes accumulated. 
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Figure 4 .5  is repeated at the beginning of each of the five chapters which are based on 

the change narratives, with the particular focus of that chapter shaded. The diagram 

does not attempt to pre-empt the analysis that occurs towards the end of each of these 

chapters. Rather it is i ntended to act as an advance organiser for the reader. 
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Figure 4.5 Schematic Outline of the Change Narratives 
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A Schematic View of the Research Organisation and Process 
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Figure. 4.6 A Schematic View of the Research Organisation and Process 
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CHAPTE R 5 

G hosts of Mergers Past, Present, and F uture 

This chapter discusses the mergers that took place at Epsom Campus over a period of 

time. They had their origins in a range of government decisions and had an  impact on 

the staff in a variety of ways. 
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Figure 5 . 1  Schematic Outline of the Change Narratives 

Introduction 

The central influences on change at the Auckland College of Education have been 

identified as having both top-down and bottom-up origins. That is to say that some 

orig inated in external socio-political changes while others were the result of institutional 

responses to change. The first change narrative , the study of the impact of mergers on 

the College, is one that exemplifies both these change pressures. The past mergers 
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were the d irect res ult of decisions that had their origins outside of the College, the 

present mergers were instigated within  the institution with external encouragement, 

whi le the future mergers are a response within the institution to perceived socio

pol itical real it ies. 

After briefly reviewing the l iterature related to educational mergers generally, this 

chapter looks at mergers at the Auckland College of Education and their impact on pre

service teacher education at the College. lt addresses this area by dividing the mergers 

i nto three "eras". 

(i) Mergers Past: 

"Mergers past" are the h istorical mergers that impacted on the Col lege and include the 

closure of Ardmore Teachers College ,  the move of the Kindergarten Teachers College 

to the Epsom Campus and the amalgamation of N orth Shore Teachers Col lege with 

Auckland Teachers College. These mergers happened in the past in relation to the 

study time frame and their direct impact had long passed . 

(ii) Mergers Present: 

This study argues that the merger of the Secondary Teachers College with the 

Auckland Teachers College in  the mid-1 980's was an event that continues to have an 

impact right up to the present time. This merger is "present" in the sense that while it 

orig inated prior to the period of the study, its effect and impact was clearly being felt 

during the period of the study as evidenced in the restructuring and other changes at 

the College. lt  was the merger that was being worked through as distinct from those 

that were wel l  finished (the past mergers) and those whose impact was yet to be felt 

(the future mergers) .  

(iii) Mergers Future: 

The third era in  terms of mergers encompasses the series of merger d iscussions that 

the College entered into with three other tertiary institutions during the period 1 996 -

2000. Although none of these discussions actual ly resulted in a merger, they are 

characterised as "mergers future" as their ramifications are l ikely to be felt wel l  into the 

future. 
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While such a classification is arbitrary, it does conveniently and reasonably g roup the 

mergers for the purpose of the study. In summary, the mergers discussed in this 

chapter are as follows: 

Category Institutions Involved Date Comment 

Past Auckland Teachers College and . . .  1 975 College closu re I staff 
Ardmore Teachers College transfer 

Kindergarten Teachers Col lege 1 974 College closure I staff 
compete for positions at 
AC E 

North Shore Teachers Col lege 1 982 College closu re I student 
transfer 
Colleges amalgamated 

Present Auckland Teachers College 1 985 Auckland Col lege of 
Secondary Teachers College Education created 

Future Auckland Col lege of Education and . . .  1 996 Merger aborted by Col lege 
Auckland I nstitute of Technology Council 
Central I nstitute of Technology 

U niversity of Auckland 1 997 Tal ks inconclusive 

Massey University 1 997 Agreement reached but 
permission declined by 
Min ister of Education 
(November 2000) 

U niversity of Auckland 2001 Agreement to establish an 
Institute of Education - not 
part of this stu dy 

Flgure.5.2 Summary of Mergers 

Mergers in The Literature 

I n  the various d iscussions related to the Auckland College of Education there has been 

no single term used to describe the different relationships forged through government 

decision. Terms are rather arbitrary and used interchangeably in many forms of human 

activity and the area of mergers is no exception. "Merger", "acqu isition", and 

"consolidation" are terms that are often used interchangeably (Breuder, 1 996, p .61 ) .  

Breuder goes on to characterise mergers as varying quite distinctly along three 

dimensions. 

The first of these is the character of the strategic purpose that drives the decision to 

merge. He sees five basic types, which are summarised here as: 
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1 .  com plementary products in the same geographical area; 

2. organisations that had a potentia l  buyer/seller relationship prior to the merger; 

3.  product extension ;  

4 .  market extension ;  

5 .  essential ly two unrelated organisations. 

The second dimension is the relative degree of friendl iness or hostility that 

characterises a merger and these are described graphical ly as 'pi l lage and plunder' , 

'one-night stand' ,  'courtship' ,  'just friends' and ' love and marriage'. 

The third and last dimension is a measure of the desired level of integration between 

the organ isations fol lowing the amalgamation, as measured by the degree of 

participation ,  the speed of integration, the balance of mutual/uni latera l direction, the 

handl ing of communication ,  the level of turnover, amount of anger in the acquired form , 

the level of pre-amalgamation planning and the level of overal l  concern for the people 

involved in the merger. 

Another taxonomy (Pritchard ,  1 993, p.82),  uses a set of axes based on vertical ,  

horizontal/lateral ,  and conglomerate mergers which define mergers on measures 

related to the degree to wh ich identity is lost, power relationships are changed and new 

entities are created. 

I n  other words, the merger phenomenon is not an homogeneous one (Ravenscraft, 

1 987, p.27) .  H arman ( 1 983) describes a number of definitions of a merger which range 

from the defin it ion of a merger as an "event of organisational change wherein the 

object of change is to create one system from two previously d istinct entities" (p. 1 03) ,  

through the s impler position that a merger "takes place when two formerly separate 

and independent institutions become a single one" (pp.4-5) , to an emphasis i n  

definit ion on "the transfer of managerial prerogatives to  a single g overnment body."  I n  

noting these, H arman ( ibid) developed his working definition: 
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. . . .  an a malgamation or a merger as a process whereby two or more 
formerly separate and independent higher education institutions become 
legally and organ isationally a single entity under the managerial  
responsibi l ity and control of a single g overning body and a single chief 
executive officer. In this process , unless special arrangements are 
otherwise made, al l  assets , l iabi l ities and responsibi l ities of the former 
institutions are transferred to the single new or continuing institution 
(Harman,  1 983, p . 1 1 4) .  



Mergers are neither new nor restricted to education .  I n  the 1 960's mergers were 

described as being in fashion (Kitching,  1 967, p.84) and increasing in number and size 

in the business and commercial world in a rather uncritical fashion. Getting bigger was 

seen as becoming better. An h istorical context provided in the early 1 980's is 

interesting in its emphasis on the normal ity of the process in the American tertiary 

world (Weeks, 1 987, p . 1 ) .  

A merger is not an extraordinary event; the absorption of one college or 
university by another, with the consequent loss of the lega l  identity of 
one or both has been going on since the founding of the Republic. A 
good many of our private colleges began by taking over private 
academies; a good many of our state un iversities began by swallowing 
up private colleges. Dozens of medical schools in this country were 
impelled to trade their separate existences for prestig ious and profitable 
associations with universities; innumerable law schools, theolog ical 
seminaries, research institutes, schools of engineering , pharmacy, 
music, education . . . . . . were moved to do the same (Metzger, 1 982, 
p. 1 a). 

However, merger activity in New Zealand has generally been rare and in education 

specifically it has been very infrequent when compared to the amount of merger activity 

in the corporate world over the same period of time (Weeks, 1 987, p .2) .  But the two 

sectors, education and business have had different emphases and it was rare for 

education to see the synergies in merger that motivated much business activity. Put 

more crudely, in business the trend had been to go out and acquire the competition 

wh ile in education the trend was to acquire (i . e . ,  merge) in order to beat the 

competition. 

lt was in the United States that the fi rst substantial records on tertiary educational  

mergers were established (Gamage,  1 992a, p .4 ;  1 992b, p. 1 ) .  These showed that up to 

twenty three mergers were taking place in the United States each year during the 

period 1 940 to 1 980, while in Britai n  the 1 970's saw 1 50 proposals for the creation of 

40 merged institutions. Similar activity in the Netherlands created 4 1  tertiary institutions 

through merg ing 3 1 4  non-university higher education institutions. Austral ia saw greatly 

increased activity in the 1 980's as a result of government directives (Gamage,  1 992a, 

p .81  ) . The change from binary to un ified tertiary systems as had occurred in Austral ia 

(Gamage, 1 992b) and in Britain (Temple & Whitchurch, 1 994) after specific policy 

in it iatives from the respective governments , saw various periods of merger activity 

often occluded by re-designations and re-definitions of institutional identities.  So, while 

infrequent in New Zealand, and in teacher education restricted up to that point to 
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Auckland, m ergers and amalgamations of tertiary education institutions were a 

somewhat com mon and unremarkable international phenomenon .  

There are possibly as  many motivations for mergers as  there are mergers, although 

towards the top of the l ist would be a concern for strategic position with in  a perceived 

market or environment. Changes in the socio-political context of teacher education i n  

New Zealand had created the conditions in  which some of the conventional motivation 

for merger would have a force. The seeming drift towards placing teacher education 

within a university context rather than leaving it in its own h istorical category, gave to 

teacher education a clear "professional" orientation (Aicorn , 1 995, p. 1 9) .  But these 

strategic concerns, as compell ing and as based on significant drivers as they are, can 

have the effect of dominating and possibly pushing to one side the problems of 

i ntegrating two different organ isations and employee populations (Buono & Bowditch, 

1 989, p .56). lt could also be worth noting that the concern for strateg ic advantage in a 

merger m ig ht wel l  be one wh ich has an increased appeal to a level of management 

that is u ltimately above the level that is charged with the successful implementation of 

it .  

There has also been a broader trend in  modern societies towards mergers to form 

larger un its (Harman & Meek, 1 988, p. 7). This is seen in church , business, and 

voluntary organisations. When coupled with what Harman and Meek ( ibid . )  describe as 

an international  move from sing le-purpose or single-discipl ine institutions to poly

purpose institutions, a scenario is establ ished for teachers colleges/col leges of 

education to be in a position that is ripe for merger. A further motivation for merger was 

a product of both the clarification of the purpose of a tertiary institution and the genera l  

trend away from what has been cal led " localism and single purposes" (Finnegan & 

Gameson, 1 996, p . 1 4 1  ) .  This fol lowed easily from the general and internationa l  trend 

away from sing le-purpose/sing le-discipl ine institutions (Harman, 1 988, p .  7) .  At the 

same time a process, which DiMaggio and Powel l  (quoted in Finnegan & Gameson ,  

1 996, p . 1 42) called "m imetic isomorphism - the imitation of apparently successfu l 

institutions" became characteristic of tertiary institutions that sought to merge. 

Merg ing institutions as a preferred way of reacting to environmental forces has had a n  

international cachet about i t  since at least the 1 960's . An analysis of international 

trends (Gamage, 1 993) showed that there is a consistency between reactions of 

g overnments in the Un ited Kingdom, Austral ia,  the Netherlands and the United States 

- each country having e mbarked on a clear campaign to have fewer tertia ry 
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i nstitutions, to have a un ified rather than a binary system at a tertiary level ,  and to save 

costs. The merger of the North Shore Teachers College with the Auckland Teachers 

College was the resu lt of Government direction (Wellington,  1 985) and the 

amalgamation of The Auckland Teachers College with the Secondary Teachers 

College certainly proceeded with the encouragement of the Government (McGrath, 

1 988) . 

Mergers tend to occur in times of one form of constraint or another. The early 1 980's 

and the 1 990's were both periods of fiscal restra int in education (Openshaw, 1 996) and 

both periods saw merger interest and deve lopments in teacher education at Auckland. 

An exception to this genera l pattern was in  the Western Provinces of Canada where 

they happened at a t ime of rapid expansion and in a manner that made generous 

provision for staff development and adjustment through opportunities to gain increased 

qualifications (Harman, 1 981 , p .40) . 

An example of a merger where international trends provided a pressure and a rationale 

was that of Jordanhi l l  College of Education with the University of Strathclyde in 

Scotland (Arbuthnott & Bone, 1 993) . Timing was important because international 

trends to place teacher education into the university setting , to decrease the number of 

mono-technic institutions, and to create unified rather than binary tertiary systems 

combined to produce a pressure to act decisively and without delay in effecting the 

merger. Such a response has also characterised the actions taken by the Auckland 

College of Education over the period 1 996- 1 999 (Grudnoff & Middleton ,  1 998). 

A further international trend is the increase in government and political direction with its 

attendant problems. Austral ia provides a clear case of such direction and there have 

been inevitable problems, including an unreasonably short time-frame, an emphasis on 

short-term needs rather than long term requirements, a lack of the additional short-term 

resources required to effect the changes and the assumption that one model is l ikely to 

be effective for a variety of situations (Harman, 1 981 , p.39). When the Austral ian 

experience of government direction,  and that of other countries, is placed in the context 

of synchronous strategic withdrawal of d irect involvement in education ( in Austral ia by 

the federal government and in New Zealand by the central g overnment) there is 

potential in a merger for a mismatch between pol itical objectives and educationa l  goals. 

Governments pursue these goals with a fervour - captured wel l  in  the following 

quotation from Dawkins (the Austral ian Federal Minister of Education in the 1 980's) 
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which is long o n  enthusiasm, short on detai l  and i l lustrates the faith that politicians 

place in their pol icies . 

lt will be a rad ically d ifferent system [in which] . . . .  the landscape of higher 
education in Austral ia wil l  be transformed . . . .  [There] wi l l  be a new kind 
of university, drawing on the traditional  un ivers ities, but also 
incorporating the strengths of the college sector. They wil l  be larger and 
stronger institutions (quoted in  Mahoney, 1 990, p.7). 

By defin it ion, a merger has an impact on an institution. This can range from the benign 

description of a merger  as an extreme form of co-operation through to doom and 

despair statements such as those discussed above relating to the Armidale merger 

where the larger institution was described as the "whore of Babylon". The structural 

impact of a merger can see an institution lose its identity in an overt sense and become 

part of a larger whole as happened in the merger of the Hamilton Teachers College 

and the University of Waikato (Aicorn , 1 995, pp. 1 9-28) or alternatively both parties to a 

merger can lose their identities in the creation of a new identity as in the instance 

where the Auckland Teachers College and the Secondary Teachers College both 

merged to become the Auckland College of Education. But the success of such 

mergers depends in  large  part on the abil ity of the process to establish a sense of 

institutional m ission that was sufficiently robust to encompass the activity of al l  the 

previously separate merger partners. Where this happens, the impact is l ikely to be a 

positive one but where it has not happened further questions get raised (Bradley, 

1 993, p . 1 21 ). These q uestions include issues related to the " role of the modern 

university in support ing the knowledge claims of particu lar professions, . . . .  analysis . . .  of 

the interests being served in the [merger] debate, . . . .  and a critical analysis of 

statements that have been made in the debate about the role of universities" (Bradley, 

1 993, p . 1 34 ) .  This last issue, the seeming lack of a rea l  debate about the changing role 

of a university in a modern community characterised by merger activity, is seen as a 

factor that inevitably predisposes mergers to have more satisfactory outcomes for 

universities than for the colleges merging with them. One internal g roup working on a 

merger reported to its counci l :  

72 

. . .  that there was an apparent dichotomy between the views of those 
supporting Education for its own sake and those wishing to 
strengthen the U niversity's mission to apply knowledge and sustain 
l inks with industry and commerce. The Committee believed that was 
an artificial d ichotomy and that the m ission statement does al low for 
the spirit of enquiry to drive the institution within an applied model of 
teaching and research (reported in Bradley, 1 993, p. 1 26). 



But the inabil ity of institutions to merge might not a lways be philosophic in  origin .  

Impact can be coloured by the d ifferent cultures of  institutions and this has been quite a 

factor in many Austral ian mergers. "Culture" can be an elusive concept and can hide 

many other factors such as perceived status and personal views of opportunity. Of 

course when the merg ing partners are clearly d ifferent in their operation and culture, 

the merger is less of a threat than when ,  as in an inter-sectoral merger, the cultures are 

similar and other less tangible factors such as reputation, prejudices and riva lries come 

into play (Mahoney, 1 990, p. 1 7) .  Culture can also have a long h istory (Openshaw, 

1 998). A study of a number of institutions in the un ified system in Austra l ia showed that 

after the merger activity that moved institutions from the binary system, there remain 

many divergent views about the impact of the new structures. High among the 

concerns were those of former college staff that their activities would not be rewarded 

in the new structures and the inabi l ity of the un iversities to respond to their newly 

widened range of activities (Mahoney, 1 995, p. 1 01 ) .  

l t  was common for the critics of the government to assert that the 
changes would lead to the 'homogenisation' of the system.  What is 
interesting from this study is that its respondents feel that 
'homogenisation'  came from within ,  that is from the strong trend of the 
binary un iversity to replicate itself in the post-binary era . . . . . .  lt is also 
clear from the study that the restructuring of Austral ian h igher 
education was carried out at personal and professional cost to m any 
of the staff involved" (Mahoney, 1 995, p. 1 03). 

I n  other words, impact is as often a function of internal practices and bel iefs as it is the 

result of external pressures. While there was in the "past" and the "present" mergers at 

the Auckland College of Education, external pressure that ranged from direction 

through to benign encouragement, the greater impacts on teacher education were from 

the internal restructuring,  the pressure to develop a research culture and the interest in 

developing new qualifications. 

Practices are formed over a long time. In the case of the Melbourne merger (between 

the Lincoln School of Health Sciences and La Trobe University) the un iversity models 

of management and governance prevailed largely on the basis or arguments that ran 

along the l ines of "Why should we l isten to representatives from the Ministry of 

Education?" and " I 'm not being told by teachers in schools what should be in my 

course!" (Nance & Fawns, 1 99 1 , p .52) .  lt is noted by these authors that "a rigid hosti l ity 

to the contribution of external groups to the academic enterprise can be a barrier to 

effective reform" (op.cit. , p .52) .  The valuing of the el ite researcher alongside the el ite 
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teacher can only happen when the activities they undertake are equal ly valued. This 

became a significant factor in the pre-merger talks between the Auckland College of 

Education and the University of Auckland which subsequently fai led (Grudnoff & 

Middleton,  1 998). 

Staff in col leges ripe for merger appreciate such factors and some of the impact of a 

merger can a ctually occur prior to the merger, especially once an institution identifies a 
merger as a l ikely event. Lincoln School of Health Sciences i n  Melbourne saw the 

writing on the wall and set about taking a pro-active approach to preparing themselves 

for merger by upgrading sub-degree qual ifications and introducing degree qual ifications 

including honours and masters level qual ifi cations (Gamage, 1 992a, p.83) .  

The impending "future mergers" at the College acted in the late 1 990's as a catalyst to 

completion of the mergers of the late 1 980's, as the completion of the processes of 

merging the primary and secondary colleges were blurred with preparations for 

impending mergers. At the Auckland College of Education the various "future" merger 

discussions certainly sent messages to the staff about their  own q ual ifications. When 

interviewed,  McGrath stated that: 

lt has made people more conscious of qual ifications. lt has made 
people m ore conscious of the need for qual ifications. That's been in 
some cases debil itating in terms of staff because we have had people 
who have com plained vigorously about workload , but a lot of the 
workload is carried because they are trying to finish a Masters degree 
in two years and do all their teaching and do the other th ings and so 
on as wel l .  So if we had said that people could only be employed if 
they had a masters or a doctorate then it would have been a hel l  of a 
lot easier (I nterview, McGrath ,  1 4  November 2000) . 

Arbuthnott and Bone ( 1 993) asserted that m atters such as these take time to be sorted 

out since the actual act of merger will not bring about an immediate coming together of 

the d istinctive cultures of two establ ished institutions (p. 1 1 2) .  They further noted that "a  

merger process does not easily transcend normal organisational polit ics and conflicts. 

Change indeed always involves some degree of conflict and even if a group loses out 

in the early negotiations it has to be expected to try to recoup its losses during 

implementation phase" (ibid . p . 1 1 7) .  
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Ghosts of Mergers Past 

The Auckland College of Education over a twenty-five year period experienced a range 

of merger processes. 

Ardmore Teachers College 

The degree to which a merger is clearly undertaken depends on a variety of factors. 

With the "past mergers" at the Auckland College of Education the complexion placed 

on the events was simple - governments made announcements and certain actions 

followed. In a sense the government of the day had proprietary rights over teachers 

col leges which they appeared to have little compunction in exercising. 

In the mid-1 970's the Government closed Ardmore Teachers College s ituated south of 

Auckland in war-time buildings at Ardmore Airfield. The socio-political factors that gave 

rise to this was a decline in school rol l numbers and the subsequent lessening of 

pressure on teacher supply figures . lt was a fu l ly residential college and those lecturers 

who d id not retire or gain employment in other colleges or  areas of education were re

deployed as supernumerary lecturers in the remaining teachers colleges. Both the 

Auckland Teachers College and the Secondary Teachers College also took on such 

lecturers. The feel ing among staff was that these Ardmore lecturers came at something 

of a d isadvantage because they were seen as "surplus": 

There was that kind of feeling because their staff was dispersed al l  
over the country ( I nterview, Former Lecturer A, 1 8  Apri l 2001 ) .  

On the other hand there was some advantage to the Teachers College in that they 

could be used flexibly: 

We had a number of people who came in as supernumeraries 
because Ardmore College closed and the Principal got shunted off to 
the Department where he did selection for the College . . .  The people 
who came in as supernumeraries had quite an important role 
because two of them, being unattached, became Vice-Principal and 
Dean. One of the reasons they were picked out to do both these roles 
was that the Principal didn't have to advertise those jobs, he just put 
somebody in them ( I nterview, Former Lecturer B, 27 April 200 1 ) .  
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But the closure of Ardmore and the arrival of staff at Epsom was essential ly an  

exercise of  additional staff joining the Teachers College which was not to change 

dramatical ly as a result .  However, there may have been subtle impacts. 

Ardmore of course had a more practical focus and certainly more craft
oriented style than Auckland had ever had and that affected things. 
Probably we were urg ed to be more curriculum focussed than we had 
been (I nterview, Former Lecturer B, 27 Apri l 2001 ) . 

A current staff member who had trained at Ardmore remembers the craft focus in these 

terms: 

I tra ined in Ardmore in the late 60's when there was sti l l  a two year 
course. Perhaps Ardmore was particu larly noted for that a bit - it was 
especial ly in the expressive arts - it had a real ly good reputation 
( Interview, College Lecturer E, 22 March 2001 ) . 

Other differences were ascribed to the nature of the students. Colleges tended to d raw 

their students from certain  reg ions and this was orchestrated by the Department of 

Education who had a firm grip on selection and al location of students to col leges. 

Those were the days when we got them from Hawkes Bay and 
around that area and then Ardmore they got a different lot and North 
Shore d ifferent again ( I nterview, Former Lecturer C, 1 9  April 2001 ) . 

Differences a mong the students were to be a theme also of the two other past mergers ,  

that of the Kindergarten Teachers College and the North Shore Teachers College. The 

socio-pol itical environment of declining school rolls and government directive resulted 

in a group of staff joining the Auckland Teachers College and the Secondary Teachers 

Col lege as supernumerary staff or through winn ing positions as they were advertised .  

The fact that relatively small numbers of staff joined an existing institution saw no 

structural response in the Teachers College. The impact of a cu lture from Ardmore that 

emphasised the development and importance of the expressive arts in  the acquisitio n  

of the craft of teaching did bring an experience, disposition and a skil ls/knowledge sub

set to the Teachers College that impacted on its work albeit in a minor manner. There 

was no overt structural or organisational change and this absence of a change that 

wou ld become embedded over time reduces the effectiveness of the analysis in terms 

of the horizontal axis with its stages of innovation , habitualisation, objectification and 

sedimentation. However, the impact of the cultural dimension (the focus of craft and 

performing arts) does have a sedimentation phase as i t  encouraged some staff to settle 
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i nto new patterns or ways of working. Even though the impact of this might have been 

sl ight and subtle it was a position that were it to become fixed would clash with the 

phi losophical orientation that later characterised the programmes at the Teachers 

College. 

Kindergarten Teachers College 

The Kindergarten Teachers College was a small college under the aeg is of the Free 

Kindergarten Association which prepared kindergarten teachers for the early childhood 

education facilities run by that organisation .  While in the early 1 970's there had been 

some growth in the development of early ch i ldhood education courses at the teachers 

colleges, it was in the mid-seventies that a decision was made to transfer al l early 

childhood education teacher education courses into the colleges. The reasons for the 

closure and transfer of students to the Auckland Teachers College, described as 

happening "very, very quickly" ( I nterview, Former Lecturer, 1 9  April 2001 ), were not 

clear to those involved . 

I don't actually know. Wel l  that is not true. I think to an extent it was 
because there was - it was hoped that Early Chi ldhood would 
become 0-7 and therefore needed to be placed with in  the Teachers 
Colleges. I don't actually know and the more I look back on it the 
more surprised I am that it actually ever happened . . .  What had 
actually happened was that they had set up an Early Chi ldhood 
Course at Waikato and they set up an Early Childhood Course at 
North Shore Teachers College so that had already become part of the 
Teachers Col lege. So that produced the pressure (I nterview, Former 
Lecturer C, 1 9  April 2001 ) .  

This "merger" ,  l ike the Ardmore Teachers College closure before it, resulted very much 

in the com plete submergence of the staff into the structures and ways of working of the 

Auckland Teachers College. There was no lack of clarity about the nature of the 

change. 

We were told we were closing . . .  No we weren't shifting . Because 
one of the things I got stuck with was because I was very involved in 
political things at that point, was getting redundancy, grievance for 
staff . . .  Yes you lost your job . . .  three and a half [went to Auckland] . . .  
Most of the people lost their jobs and i n  those days there weren't any 
real protections in place ( I nterview, Former Lecturer, 1 9  April 2001 ) .  

The degree to which the Auckland Teachers College fai led to make concessions to the 

new course and students is made clear by the recol lection of a former staff member. 
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The students transferred. We had rather hoped that one lot would be 
kept g oing to complete their course but that didn't happen and that 
was qu ite a d isturbing th ing . . .  lt was a two year course. Now what 
had happened was that we [the Kindergarten Teachers Col lege] had 
taken in a larger group of students and the reason that we were 
asked at very short notice to take in extra students was that they 
looked as if they were moving into three year training and half would 
have to have back up so we had an extra large group of students and 
they transferred to Auckland . . .  lt was very hard. l t  was very bad 
real ly. What happened was that after about six months we went to a 
curriculum studies meeting where they started talking in terms of 
"running up something for Early Childhood" and we just said we are 
not continuing l ike this and got ourselves moved out. I don't know 
how we d id it actually but we actually got ourselves moved out of 
curriculum studies and into a separate department ( I nterview, Former 
Lecturer C, 1 9  April 200 1 ) . 

While in  theory the arrival of the kindergarten staff and students was not adding to the 

range of courses, it did add a critical mass that led to a clearer presence on the 

campus of Early Chi ldhood as a sector and this became a stage in the development of 

a m ore assertive sector that previously had not been as apparent. 

I don't th ink we realised how good we were . . .  Bi l l  Renwick . . .  said 
something about the strength of Early Childhood at one stage and 
that if Early Chi ldhood people real ised their value and importance 
they could bring about a great deal of change. Once we got into the 
College we were just on the outer - we had to fight - it is ridiculous -
we had to fight al l  the time - they were startled if some Early 
Childhood students came top in their subjects - we knew they were 
just as capable as the other students - in fact the ones we dropped 
off the end were better than the ones that were dropping off the end 
in the Primary selection process (I nterview, Former Lecturer C, 1 9  
Apri l 2001 ) .  

With the Kindergarten [Teachers] College the impact o n  the College 
was clouded - I think everybody saw that was a good thing to have 
them .  lt wasn't necessarily very easy because they were on a two 
year  programme and they had to move into a three year programme. 
The person who was appointed as the Head of the Programme was 
not from the Teachers College . . .  and so there was a fair  amount of 
tension and a feeling by the [Teachers College) early childhood 
people that perhaps they [the Kindergarten Teachers Col lege staff] 
were taking over and things of that sort. But that got absorbed 
( I nterview, Former Lecturer B, 27 April 2001 ) .  

During the 1 970's the Auckland Teachers Col lege had seen two 

amalgamations/mergers, one which had not impacted on the organisation i n  any 

significant manner and the other which brought g reater attention to Early Chi ldhood as 

a sector i n  the Teachers Col lege and had led to the creation of clearer sector structures 
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for Early Childhood Education. This cultural impact was achieved within  the exist ing 

structures. 

North Shore Teachers College 

I n  a highly charged political atmosphere in the early 1 980's, the Minister of Education 

announced the closure of  North Shore Teachers Col lege. N orth Shore Teachers 

Col lege was to amalgamate with the Auckland Teachers College on the Epsom 

Campus. There was a degree of sophistry about the descriptions of the closure of 

North Shore Teachers College which variously referred to as a "merger" and as an 

"amalgamation". The then M inister of Education referred to "the closure" of North Shore 

Teachers College as a "decision to phase out" the col lege and he welcomed the 

decision by Cabinet to "retain  teachers colleges in all six centres" and the fact that this 

al lowed him to proceed with the "progressive conversion of surplus col lege 

accommodation for techn ical institute use" (Well ington , 1 985, pp. 1 1 2- 1 1 3) .  

I a m  not sure what word the Minister used but I know the staff at 
North Shore called it a merger rather than a take-over or closing . We 
tried to be careful about the words so that it nobody got the idea that 
North Shore was going to come over and feel subservient - the sort 
of new boys in teacher education or that they were tacked on . . .  I 
suppose inevitably there had been a bit of jealousy between the two 
Auckland colleges . . .  The two principals were two very different 
principals and both had very d ifferent strengths and I know for 
instance when I left Auckland to go to North S hore somebody said to 
me are you sure that you can walk on water because you don't 
belong there unless you can walk on water! lt was meant kindly and 
not in a nasty way but that sort of summed it up. Some of the 
comments over there were, well ,  you know, you would be glad to get 
away from that ! ( Interview, Former Lecturer A, 1 8  April 200 1 )  

Differences were noted by this lecturer who had experience at both colleges and who 

was at North Shore at the time of closure. 

There was perhaps a different ethos in the two colleges - at one the 
emphasis was on growth and development and responsibi lity but the 
other was more on taking responsibil ity . . .  At N orth Shore there was 
more of an academic requirement and things were structured a l ittle 
more closely but it was a different college. North Shore drew from the 
country - drew from Auckland North and there was a g ood balance of 
town and country and it had a residential place so it was a nice family 
atmosphere about it if you l ike and a very very supportive atmosphere 
but there were demands placed al l the t ime. Perhaps there was more 
rigour there than in Auckland [Teachers College] , but that is 
subjective (I nterview, Former lecturer A, 1 8  April 2001 ) .  
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I nevitably then , the merger of the two institutions was seen in a l ight which was 

different from that of the two previous amalgamations. This comment from a former 

lecturer at Auckland Teachers College provides a gl impse of feel ings that m ight wel l  

have run both high and deep. 

[The closure of] North Shore was much more shocking to people in a 
sense because people had seen the demise of Ardmore as inevitable 
because it was almost anachronistic having a residential college of 
that sort and situated where it was. So North Shore and Auckland 
each had very different ethos. When I exchanged [with a colleague] 
once for a week it was a sort of change for both of us . . .  He wanted 
me to do the lectures on spell ing so I started off by saying some 
provocative statement about the unimportance of spel l ing . If I had 
g iven that here [at Auckland] the students would have said "Hey what 
do you mean?" you know. But they a l l  just sat there and said "oh". lt 
was partly that they came from up North - a lot of them were quite shy 
- the student body was different and so was the staff ( I nterview, 
Former Lecturer B, 27 April 2001 ) .  

I th ink the Principal had been very keen o n  standards and certainly 
felt there were no standards here and that was true and they have a 
point. But they were very d ifferent and again we ended up not 
knowing what to do with the senior staff. So the senior staff came in 
and were supernumerary until everybody left in 1 983 when with no 
competition they just slotted in to senior positions. I don't think they 
wou ld have got the job in an open market. They had a big influence 
( I nterview, Former Lecturer B, 27 April 200 1 ) .  

The structure of the two colleges had been different with Auckland making a clear 

d istinctio n  between curriculum studies which developed the students' knowledge and 

understanding personal ly, while the professional growth of teaching skil ls was dealt 

with in p rofessional studies/teaching studies . These courses were taught by d ifferent 

staff in d ifferent departments. In contrast, at North Shore Teachers College these were 

combined and staff taught across those boundaries. When North Shore staff moved to 

Auckland the structure they were expected to work within was the Auckland structure 

and this was seen by them as constrict ing. 
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I th ink it was very sad because I th ink they found i t  very hard to settle 
i n  and they [North Shore] had some outstanding people . . .  but it was a 
very uncomfortable situation. But you see we had already had the 
merger with Ardmore and we had Ardmore people, Auckland people 
and we had Kindergarten people and . . .  Loretta Hall and Catechetical 
Studies (I nterview, Former Lecturer C, 1 9  April 2001 ) .  



The clear implication of this comment is that Auckland Teachers College had absorbed 

others in the past and had developed a capacity to do so again .  This is not to say that 

the mergers were without impact. 

I think probably the merger with Ardmore and the merger with North 
S hore moved the Teachers College away from being the sort of 
l iberal arts place that you are describing into a much more "what-did
a-good-teacher-need-to-know mode" (I nterview, Former Lecturer B ,  
27  April 2001  ) .  

Looking back, a former lecturer saw the drift from an organ isation  that looked and 

worked very much l ike a school towards a different sort of organisation ;  a change that 

has its orig ins in the mergers of the past. 

I think it has matured hugely. The range from sort of a g lorified 
secondary school and that is not meant in a nasty way but as a post
secondary school , through to the stage where now it is a real ly 
respected academic institution in its own right with multiple courses -
it is not just a mono-professional thing - not just teachers, primary 
teachers and secondary teachers it is al l  the other courses, special 
education,  pre-school ,  the whole range - huge changes really 
( I nterview, Former Lecturer A, 1 8  Apri l 2001 ). 

This merger was of a greater dimension than the previous merger. A sign ificantly larger 

group of lecturers , sharing distinctive views and ways of working were to join an 

existing college which was set i n  a certain number of ways where one college 

(Auckland) had separated selected studies from curriculum studies, the other (North 

Shore) had not. There were tensions and differences of a d ispositiona l  kind and a 

pressure resulting from the political directive to "get together''. The impact would be 

largely felt as two groups of teacher education staff coming from d ifferent phi losophic 

orientations and from working in different ways would be required to "amalgamate". But 

there was no dramatic change that accompanied al l this, structures remained 

unchanged and courses continued largely as they had in the past. There was no overt 

" innovation" accompanying the merger nor were there agreements to be reached . The 

new ways of working were largely the old ways expanded to a l low for a greater variety 

of staff. 
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Ghosts of Mergers Present 

Auckland Teachers College/Secondary Teachers College 

I n  the early 1 980's the government had signal led that it was looking to make savings in 

teacher education and the Auckland Teachers Colleges Council was encouraged to 

pursue a merger between the Auckland Teachers College (a primary teachers college) 

and the Secondary Teachers College (a college teaching secondary teacher education 

and social work courses) . For  some time the two contiguous campuses had shared 

l ibrary a nd student centre faci l ities, and while this had led to the establ ishment of some 

jo int committees, the two colleges remained essentially two separate entities . Clearly a 

decision to merge had to address structural issues that this separation entailed. 

The pressure to merge meant that the merger was not entirely voluntary. As in the La 

Trobe U niversity/Lincoln Institute of Health Sciences merger in Austral ia,  even though 

both institutions emphasised that the merger was just a voluntary one, "a closer 

examination of the events leading to the merger reveals that the existence of certa in 

factors had e l iminated a d ifferent outcome" (Gamage, 1 992a, p .74). The rhetoric m ig ht 

wel l  maintain a position of neutral ity and paint the forces for change in  a benevolent 

l ight, but participants typically see through this and present other less generous views. 

This was captured in the fol lowing rather idiosyncratic view of a merger in Austral ia.  

8 2  

Consider the position of  some of the then threatened parties , 
particularly those universities and colleges which were to merge.  The 
cliff edge is no place to indulge in philosophic d iscourse nor for 
romantic exploration . There were certain doctrinal problems,  for 
un ivers ity-college conjunctions amount to what used to be called 
m ixed marriages. S uch cross-sectoral mergers contradicted the 
rhetoric of those government agencies who for years had maintained 
that one party was refined and academical and the other (no less 
equal of course) was practical and responsive to needs. Un iversities 
might have seen themselves in the former garb but colleges actually 
came to believe their place was at the kitchen and laundry end of the 
tertiary abode. In short ,  it was generally supposed that college 
/un iversity partnersh ips were a mis-match and to be opposed by both 
sides. The universities feared a pollution,  the college a subjugation. I n  
up  pity circles the U niversity of Wollongong was spoken of as  if it were 
the Whore of Babylon for accepting the local college. As we know 
from Revelations ( 1 7:3) ,  that lady sat upon a scarlet beast having 
seven heads and ten horns - not a bad description of the academic 
structure in  many a combined institution (Knight & O'Nei l l ,  1 988, p.68-
69) . 



There were elements of the Auckland Teachers College/Secondary Teachers Col lege 

merger that had a l l  the characteristics of such a scarlet beast. The management model 

proposed for the merger saw one based on three principals; a Principal Primary, 

Principal Secondary and Principal Co-ordination . Some foresaw that this would be 

problematic. 

I have never ceased to be amazed by the absolutely ridiculous 
structure (which we fought against the previous year) that there would 
be three Cc-Principals - I had never heard such a stupid 
organisational arrangement ever (I nterview, Former Lecturer 8, 27 
April 2001 ). 

lt could have been that the decision  to have three principals avoided issues related to 

the relative merits of those in the positions at the time of merger. lt was not to last long. 

lt was recognised that we wanted to buy time I suppose and had a 
principal of primary, a principal of secondary and then having the 
other, the co-ordinating principa l .  lt was moribund. lt j ust could not 
work. S ituations arose where one or the other of the principals would 
say they wanted to do something and the other one would say no or 
the principal co-ordination would want to do something and the other 
two would say no. So then the chairpersonship of the m anagement 
team was rotated to try to speed things up, so that the decisions then 
were reflected by who was strong enough to be the chair of the 
group. But there were some acrimonious debates and d iscussions 
and so on .  The Principal Co-ordination set himself up as the principal 
and advertised himself as the principal which annoyed the Principal 
Primary and the Principal Secondary because he wasn't seen as the 
Principal at a l l .  So in a sense that had only gone some way and it had 
to be fin ished . . .  They were just going to keep fighting each other  al l 
the t ime (I nterview, McGrath, 5 Ju ly 2001 ) . 

The subsequent re-structuring of the College in 1 994-95 (see Chapter 6) would 

address wider issues of the structure created at the time of that merger and the 

Principal at the time of that restructuring described it as "unfin ished business" resulting 

from the primary/secondary merger. Another lecturer described it as "a tidy up in a 

sense. There was a lot of stuff hanging over that wasn't cleaned up properly" 

( Interview, Lecturer 4, 28 June 2000) . McGrath went on to say that: 

There was a resistance from primary who saw secondary people 
coming in and doing jobs that they maybe weren't fit to do in their 
eyes . lt  may be that in Secondary they saw themselves being 
subsumed because they were numerical ly smaller than Primary. 
Social work was another factor i nvolved in that (Interview, McGrath, 5 
Ju ly 2000). 

83 



Despite the structure put in  place to bring the sectors ( i .e . ,  Early Chi ldhood, Primary 

and Secondary) closer together, there had not been an uncritical coming together. 

Sectors had managed to maintain their separateness . . .  lt was seen to 
be m uch more an administrative sort of joining together . . .  We had 
separate budgets, separate everyth ing so there was some . . .  j oint 
teaching and . . .  there were get-togethers. I th ink the secondary 
people felt a little sidelined from some of the discussions which if my 
memory serves me correctly were largely primary based discussions 
( I nterview, Col lege Lecturer 8, 25 August 2000) . 

We had the d irectors of secondary and primary, secondary had a 
h istory of being only 2 1  years as a separate college and it was very 
jealous of that h istory. But it couldn't honestly be sustained because 
the numbers had gone from . . .  about 800 students down to about 300 
students. So you were eating away at your staffing and people were 
wanting to maintain  that, they were wanting to have a place in the sun 
but  they didn't have the numbers of students to maintain that place. 
So I think there was a resistance bubbl ing away down below the 
surface possibly on both sides (I nterview, McGrath, 5 July 2000) . 

Addressing this was very much to be the central concern of the 1 994 re-structuring . 

The merger between the Auckland Teachers College and the Secondary Teachers 

College then seems to have largely been an  unfin ished piece of organisational 

planning . 

The merger had never set out to be other than a m inimalist joining together of those 

parts necessary to meet the loosely stated requirement that one institution be created 

where once there had been two. The policies and procedures established through a 

con sultation process were habitual ised over a period of time and agreement as to the 

benefits of the merger developed among the actors - the staff of the two colleges. This 

agreement and any development of understanding was somewhat truncated as staff 

saw opportunities arising that would a l low them to continue much as they had in the 

past. 

The sedimentation of the new changes, whi le being seen to be successfu l ,  led to a 

characterisation of the new institution as one in which it was business as usual for the 

primary and secondary colleges respectively, albeit in  the guise of the "new" Col lege of 

Education .  This was not surprising. The " legislators" of the changes presented l ittle 

cha l lenge to the respective cultures of the two groups and there was no requ irement 

that new dispositions would be required .  
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There are many views of the typical process of merger. One such set (Buono & 

Bowditch, 1 989) sees a clear process that has the fol lowing stages and characteristics: 

Pre-com bination 

Combination Planning 

Announced Combination 

In itial Combination Process 

Formal Physical/Legal 
Combination 

Combination Aftermath 

Psycho logical Combination 

Some degree of environmental 
uncertainty but stable organisations that 
have relative satisfaction with the status 
quo. 
I ncreased environmental uncertainty 
sees fears develop about the future with 
resultant top-level d iscussions. 
Environmental uncertainty Is now clear 
and while there are mixed emotions 
about merger expectations are raised. 
Organisational instability increases in 
structural (high levels), cultural and role 
(low levels) terms.  
Ambiguities increase and there may 
even be conflict between organisational 
members. 
Now high levels of ambiguity with 
we/they attitudes prevalent 
Ambiguities are clarified. {p .89) 

Viewed in terms of this analysis, the Auckland College of Education as a new 

organisational entity never g ot close to achieving "psychological combination" and it 

seems reasonable to assert that the process did not progress beyond the " in itial 

combination" stage. lt is  conceded, however, that the question of t iming was important. 

Some would argue that a merger cannot be completed with rapidity (Weeks, 1 987, 

p .23) and estimates of the time the process might take range from five years (Weeks, 

1 987) to ten years (Arbuthnott & Bone, 1 993, p. 1 1 8) or, as another commentator puts 

it, "for the wounds to heal and for benefits to begin to show" (Welsh, 1 994, p .56] . 

Additionally, there may be d ifferences in the speed with which d ifferent parts of a 

merger can be pursued. The Merger Working Party that prepared the way for the 

Palmerston North College of Education/Massey University merger noted that: 

A study of mergers of other institutions and of earlier attempts to 
merge the University and the Col lege has shown that whereas the 
merger of the registry functions should happen using a revolutionary 
model (i .e . ,  a rapid, planned, management-driven approach to 
change), academic programmes and departments are much less 
responsive to this approach. Thus an evolutionary model is 
recommended (i .e . ,  a progressive and developmental approach to 
change) (Merger Working Party, 1 995, p. 1 3) .  

This contrasts with the business/corporate view that i t  i s  best t o  implement a merger 

rapidly (Pritchard, 1 993, p .85) . 
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Ghosts of Mergers Future 

Background 

I n  l ate 1 996, the Auckland College of Education announced that it was to investigate a 

merger with the Auckland Institute of Technology (later to become the Auckland 

University of Technology) and the Central I nstitute of Technology (later to be closed) 

com bined. There fol lowed a period of five months of continued discussion during which 

d iscussion was opened with the University of Auckland and then, at a later stage, with 

Palmerston North based Massey University. I n  November 1 997 a successful 

conclusion to the talks was announced - the Auckland Col lege of Education Council 

had decided that the College was to merge with Massey University, which had recently 

concluded a merger with the Palmerston North College of Education.  This gave rise to 

some optimism, since institutions that had a history of merger were more l ikely to 

survive than those that did not (Weeks, 1 987, p . 1 ) .  Also, after  a long lead-in to merger 

there was a feel ing that things were going to happen since there was further evidence 

that the process of merger is faster where the institutions have previous experience of 

mergers ,  even if those mergers have been unsuccessful (Arbuthnott & Bone, 1 993, 

p. 1 07 ;  Bradley, 1 993, p. 1 22). 

The decision to merge with another institution had not come entirely out of the blue. 

McGrath had earl ier expressed doubts about the continued role of the Auckland 

College of Education as a "stand-alone" institution. He stated that "we should consider 

strategic al l iances between ACE and other institutions" (McGrath , 1 994d) and noted 

that the Col lege had in  a sense done this with its BEd programme with the University of 

Auckland . These initiatives were, however, not in  his view expressions of a relationshi p  

that was sufficiently robust to safeguard the College . McGrath asserted that "We need 

to consider at a macro level whether other strategic al l iances would be useful "  

(McG rath , 1 994d) before signal l ing that first there was work to be done with in  the 

College - " BUT [his emphasis] , before this, we need to be sure of our vision , our 

business, our strategic plan for the next 5+ years" (McGrath, 1 994d) .  

lt is claimed that education institutions have very l imited views of  refinancing and 

financial restructuring , whereas the corporate world, merges, acqu i res, divests and 

adds with impunity (Weeks, 1 987, p .3) .  As Burkhardt (1 994) concluded: 
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. . . higher education mergers are not a bold coll ision of magnates. 
They are the nervous, protracted affairs req uiring a special courage,  
deep pragmatism and many sensitive del iberations. And they require 
a kind of planning that is new in education (p. 1 9). 

At the 1 987 Wingspread Conference on 'Mergers and Acquisitions in Private Higher 

Education '  it was reported that speakers agreed "that the compel l ing force behind 

almost every academic merger in the first half of this century had been financial 

necessity" (Mart in ,  1 994, p .75) .  But wh ile, historically, mergers may have been a 

means of managing decline, there had been a shift in emphasis from the 

"bankruptcy/bailout" emphasis to one that saw "opportunities for growth" (Martin & 

Samels, 1 994, pp.4-5) . lt is often pointed out that while many of the top companies in 

the United States are the result of mergers and acquisitions, few of the top un iversities 

are.  lt could be that this d ifference of emphasis means that mergers have become, as 

one commentator asserted , "one of the most creative effective veh icles academic 

planners now have to achieve academic excel lence, to articulate a broader institutional 

vision, and to solid ify the strategic position of the combined institution locally and 

regional ly" (Martin & Samels, 1 994, p.3) .  Managing decline has been replaced by the 

seeking of educational advantage and, in that regard, the place of the merger in an 

educational environment might have moved closer to its role in the world of business 

and commerce. The proposed merger of the College with a un iversity partner was 

more of this character than of the "savings" model of the previous mergers at Auckland. 

Often cited as a rationale for merger is the financial viabil ity of institutions without 

merg ing - i . e . ,  the merger is premised on the financial advantage of such a move 

(Abbott, 1 996 p . 1 33). lt has been argued (Gamage, 1 992a, p.73) (Pritchard ,  1 993,) that 

there is l ittle evidence to support this economic rationale and that such motives should 

be treated with suspicion (Rowley, 1 997,  p.9) .  An added difficulty is that short term 

gains are unl ikely in a well-resourced merger and inevitable rising costs in the longer 

term make it impossible to tell if any real savings do occur (Scott, 1 988, p.25). Scott 

goes on to assert that "amalgamations proceed in Australia because they g ive the 

i l lusion that something decisive is being done without enquiring too closely into exactly 

what has been accompl ished for the general good of the taxpayer'' (p .25). The relative 

turmoi l  of the tertiary sector over a period of time and the ever-chang ing roles of the 

institutions have "have made it difficult to determ ine whether the hoped for economies 

have been achieved" (Abbott, 1 996, p. 1 33). 

87 



Financial success is usual ly somewhere in  stated intentions for a merger, but Abbott 

( 1 996, p. 1 33) concludes that the financia l gains made arose only after some years and 

had been made through administrative economies and through the increase in the 

student/staff ratio. Factors such as these perhaps led to the finding that "employees' 

reactions to change" cause over half of a l l  mergers to be financial disappointments in 

the corporate world (Cornett-De-Vito & Friedman ,  1 995, p.48) . 

Reasons for Mergers: The Auckland Situation 

Financial considerations were seen by College staff as one of the key reasons for the 

proposed merger between the Auckland Col lege of Education and Massey University. 

Economics !  ( Interview, Management 1 ,  6 N ovember 2000) 

The cynic in me tends to say that it has probably got something to do 
with money. We are very m ono-whatever sti l l ,  I mean the majority of 
what we do is teacher education and in this competitive worlds that is 
dangerous ( I nterview, College Lecturer C, 25 August 2000) . 

lt is qu ite d ifficult for a small  institution to cover its costs . . .  I think it is 
probably a financial one ( I nterview, College Lecturer E, 6 September 
2000). 

The marginal  costs, the compl iance costs and the organisation 
requ ired to run an institution are just too draining on the resources of 
the institution ( I nterview, College Lecturer D,  22 August 2000) . 

Economies of scale ( I nterview, College Lecturer G ,  1 1  September 
2000). 

I think we have to partly because of the squeezing in funding 
( I nterview, Col lege Lecturer G, 1 1  Septem ber 2000). 

McGrath noted that there had been some discussion of the possibi l ity that the colleges 

of education in New Zealand could form some kind of a l l iance. 
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[One of the college Principals] and I spent quite a bit of time trying to 
convince the others. I used the analogy of the New Zealand 
U niversity - that if we took that model where they had constituent 
colleges then we would col lectively be able to say let's have a bid for 
teacher education ,  eight thousand places and if you can meet the 
demand in Auckland we wil l  g ive you some this year. But we will 
move it as a g rouping rather than as individual colleges. If you need a 
few more in  Dunedin say we cou ld negotiate and put a few more in 
Dunedin one year and so on. So we would do it in a way that would 
be flexibly control led. We would have a qual ification from the New 
Zealand Colleges of Education and we would have individual colleges 



with autonomous groups - a federation really. We could never 
convince the others. [Another principal] was strongly against that and 
it depended on everybody coming into it - you couldn't have three or 
four, so it never worked (Interview, McGrath, 1 4  November 2000). 

lt is interesting to observe that at the heart of this proposal was the effective use of 

resources. S ince there seemed to be no possibi l ity of group action ,  the College would 

have to pursue d iscussions of merger or strategic al l iance or collaborative relationship 

on its own. 

When I went to the College or soon after, we looked at the strategic 
directions of the ways things were heading in the tertiary sector as a 
whole and ongoing concerns about the nature of the discussion that 
occurred within the College, that long-term it was not appropriate to 

. continue as a stand-alone organisation ( I nterview, Former Lecturer E,  
29 June 2000). 

In addition to the financial reason, staff saw "status" and "becoming more academic" as 

reasons for the planned merger. 

Wel l ,  I th ink one of the reasons is financial .  Another reason is that of 
status and another reason - more sometimes is strength . I would l ike 
to th ink that we are merging so that we can produce even better 
qual ity teachers ( Interview, College Lecturer 1 ,  1 9  September 2000). 

The reasons I have been g iven, the reasons I understand to be 
drivers, are economies of scale, issues of status in a world of markets 
and I guess kind of the strategic stuff about how you protect your 
market share and so on. So those would be the three things that I 
understand . I guess beyond that in terms of personal impressions and 
interpretations there is not a lot. I do know that from the market share 
al l iance thing that there is a huge pressure from students who want to 
see their degree as having a university handle on it and I understand 
that (I nterview, Lecturer 4, 28 June 2001 ) . 

Mono-technic funds can disappear overn ight sometimes with a 
change. A biologist would say that any thing that lives as a m ono
cultivation ,  a virus comes along and wipes it out, it's gone. Nothing 
else, it is just that. So we have to watch that. So I am sure there is 
that. I think that size has got something to do with it . My 
understanding is that we are reasonably healthy financially and we 
certainly s it on a prime piece of real estate. So that other partners 
would perceive something positive in merging with us. And if we 
merge with Massey, well as I see it, we are both qu ite bri l l iant 
providers of tert iary education ( I nterview, College Lecturer C ,  23 
August 2000) . 

But I th ink also there is possibly a belief that [a university] is where 
teacher education should be situated, that it is not l ike teaching 
apprentices and plumbers. lt is much more academic, rigorous sort 

89 



of thing and therefore, as in most countries in the world, it should be 
situated within a un iversity setting , in a research setting ( I nterview, 
College Lecturer D, 22 August 2000). 

The amalgam ation of Hami lton Teachers College and the University of Waikato had 

resulted in an increase in status. Placing teacher education with in a university context 

rather than leaving it in its own historical category of tertiary institution, gave to teacher 

education a clear "professional" orientation (Aicorn , 1 995, p . 1 9) .  Having the imprimatur 

of a un iversity was a consideration seen by many as being important. 
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I imagine [the students] would l ike a university name on their degree 
for transportabil ity . . .  [and for the institution it would g ive] g reater 
access to professional development contracts and research funding 
because it is the status of the organ isation (I nterview, Comm unity C ,  
18  October 2000) . 

The other th ing . . .  is the idea of having a university badge.  If we don't, 
if our  certificates don't have, if our qual ifications don't have some 
university badge on them,  I th ink it is going to seriously d isadvantage 
our students and u ltimately our numbers (I nterview, Col lege Lecturer 
G ,  1 1  September 2000) . 

I bel ieve that the status thing is becoming a huge issue. I teach final 
years and they're al l  saying we came here th inking we were going to 
get a certain degree and that we're going to leave here and it's j ust a 
Col lege degree (I nterview, College Lecturer B, 14 November 2000). 

We are merging so that the students can get a degree from a 
un iversity and get a qualification that is awarded by a university. That 
I see as the main object (I nterview, College Lecturer A, 27 September 
2000). 

I th ink  that the status of a university carries an awful lot with the public 
today. I have had a number of potential students state that when they 
say that I th ink I will go to Auckland University and I would rather 
have a degree from the University of Auckland (I nterview, 
Management 2, 6 Novem ber 2000). 

Aga in  it came back to affi l iation with a university, gaining a univers ity 
status which gave our degree probably greater credibi l ity in the eyes 
of the m is informed public. We could do it I think. lt may be hard for us 
as a smal l  institution to establish a real ly sound strong reputation as a 
tertiary institution without some affi l iation with a big brother or 
whatever. I th ink that is the thinking behind it. So I think it is probably 
a financial one and its l ike an academic status one. Our degree would 
be more desirable if we had university status . . .  (I nterview, Col lege 
Lecturer E,  6 September 2000) 

I th ink the other one is a matter of status. I think that we want the 
status of being part of a un iversity for, and that is not entirely selfish 
a lthough it probably has selfish elements, to be able to say that you 
work for a university is more prestigious than working for a college of 



education particularly in  an international sett ing where more and more 
people are working (Interview, College Lecturer D ,  22 August 2000). 

Positioning the College for potential relationships with other institutions was also part of 

the motivation for having earlier developed a provider degree. 

There was one element of the degree which enabled the College then 
to approach mergers from a much more powerful position and as a 
potential merger partner we were a much more attractive proposition 
because we had ownership of that intellectua l  property (I nterview, 
Former Lecturer E, 29 June 2000). 

During 1 997, the College suspended discussion with the AIT/CIT group and opened 

ta lks with the University of Auckland .  The decision to change potential merger partners 

during the year of negotiations was summed up in these terms: 

Well I don't know. The decision-makers would have been the Col lege 
Council .  I presume it was s imply the negotiations that were offered by 
those three institutions that what Massey offered was more perhaps 
closer to what the College wanted. lt sounded to me that Auckland 
University . . .  we a l ready had a relationship with them and the 
relationship wasn't going to change by amalgamating with them. We 
were going to remain little sister and probably be quite dictated to. 
Auckland Institute of Education, I am not sure what went down with 
them, no I don't actually know. I am sure that we were informed at the 
time but the actual politics of each institution I am not sure about. I 
presume in the end that Massey simply gave us the best deal in 
terms of retaining our own autonomy and perhaps our own safety, an 
undertaking to leave our campus alone and stuff l ike that. lt may also 
have promised less interference. I don't know I am just guessing now 
(Interview, College Lecturer E, 6 September 2000). 

Why wasn't it seen as advantageous to merge with Auckland 
University and with AIT? I think that Massey became a welcome third 
party because we didn't want to merge with Auckland because the 
relationship had been so strained with them and at that stage AIT 
didn't have un iversity status so of course Massey looked attractive at 
the time ( I nterview, Management 5, 6 November 2000). 

Impact of the Mergers on the College 

This study shows that the "past" mergers had relatively l ittle impact on the College. 

They were in essence a series of events in which pri mary teacher education groups 

were imported into the College and were expected to merge into the Auckland 

Teachers Col lege and the ways it worked. Three m inor impacts that came out of these 

soft mergers were: 
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• the i mpact on the profile of Early Chi ldhood teacher educatio n  of the arrival of the 

Kinderg arten Teachers College students and some of the staff; 

• the suggestion of a culture clash between the North Shore Teachers College staff 

and the Auckland Teachers Col lege staff; 

• the i ncreased emphasis on a craft/performing arts approach by ex-Ardmore staff. 

The "present merger" ( i . e . ,  the merger between the Auckland Teachers College and the 

Secondary Teachers College) was a key factor leading up to the restructuring (see 

Chapter 6) that was to take place in the early 1 990's. This merger had set up the 

possibi l ity that primary and secondary would no longer work in "s i los" with l ittle contact 

each with the other. The new configuration of the New Zea land Curriculum with its 

essential a reas of learning, integrated Year 1 to Year 1 3  subject syllabus statements 

and the beginn ings of questions a bout the structure of schools were al l  questions that 

the Col lege would later be able to respond to as a resu lt of having merged the primary 

and secondary col leges. The creation of the centres in  1 994 and the shift in focus from 

sectors to those centres that occurred in the 1 990's were possible only in the context 

created by this merger. These developments are d iscussed below. 

When asked their opinion as to the l ikely impact of "future mergers", staff and 

community opinion was generally positive . 
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Academic growth and col legial ity. Because I want to say going back 
to the Auckland joint BEd that we had before . . .  I do th ink our staff 
grew. You know we used to sit in on their lectures and . . .  I had the 
privi lege to work with [a senior U niversity staff member] a nd some of 
those people and I g rew a lot. I found my own niche I suppose and I 
suppose we al l  did. But we certainly did grow from some of that and 
so I see that us having a merger, well I l ike to think that there would 
be this academic thing , shari ng . . .  I see that having positive growth for 
all of us provided we are seen as equals { Interview, Col lege Lecturer 
G ,  1 1  September 2000). 

If you are talking about research, research such as the Massey 
research in South Auckland schools would become your research 
( I nterview, Community B, 1 8  October 2000) . 

So in  Early Chi ldhood we see with Massey that there is an  incredible 
exchange of knowledge bases because Massey University is very 
very strong in it and has been for a long time in Early Chi ldhood 
qua l ifications and the promotion of it as a sector . . .  So there is a good 
strong knowledge exchange as wel l  as a lot of research in Early 
Ch i ldhood that has come from Massey ( I nterview, Com m unity A, 1 8  
October 2000). 



I think we are probably a bit more l ike a un iversity than we were 
before we started the merger discussions but whether we want to be 
l i ke a university in some senses I don't know. I have been trying to 
get the best of both worlds, to actual ly have our culture maintained 
but with more of the un iversity flavour rather than just saying that we 
are going to be l ike a un iversity ( Interview, McGrath, 1 4  November 
2000) . 

lt will make research easier because you are going to have greater 
l iaison and hopefully a closer relationship between lecturers from 
Massey and lecturers from ACE . I suppose it is going to make 
lecturers' jobs more insecure in the short term because of course 
there is going to be doubling over, there will have to be restructuring , I 
bel ieve that is the pleasant phrase for it. On the whole I always l ike it 
when things merge because it means there is more knowledge 
shared among more people . That's the theory of it, whether it 
happens in practice time alone wil l  know. But I actually l ike that 
because it is good, yes, and that means that both sides increase their 
knowledge (I nterview, College Lecturer A, 27 September 2000) . 

The note of ambivalence that crept into the latter response was revea led also in other . 

responses. 

I would think it is going to have major impact. I don't know what but I 
th ink that the conditions for staff will change so that will change what 
is done here and I think that perhaps some levels of position would 
disappear e .g .  Heads of Centres. I mean why would you have a head 
of centre? So I think the structure would probably change. However if 
we are sti l l  physically on this property the spirit of what's here m ight 
wel l  stil l l ive . I think people sti l l  see this place as the train ing col lege 
for early childhood, primary and secondary. I don't know how people 
would view it if it was Massey University. But I th ink it would have 
great impact on the structure of the College (I nterview, Col lege 
Lecturer B 1 9  September 2000). 

Well I guess you have the same nervousness that you had when the 
in itial changes were made and centres were created [i .e . ,  the 
restructuring - see Chapter 6], l ike are we going to become part of 
another department that was already Massey based and if we simply 
do become an appendage of a department based down there how 
does that define our jobs? Say for instance if we had to affi l iate with 
Health Studies down there. What is each person's position? Is 
somebody going to go? I s  there going to be overstaffing? Are their 
modules going to be influencing ours and vice versa? For instance we 
could not develop our Masters paper last year because a merger with 
Massey appeared at that point to be imminent, so we had to wait unti l 
the merger occurred and then we would be expected to work with 
Massey people on a M asters paper. We weren't necessarily happy 
about that. So I g uess that a merger indicates that you have to work 
with new unknown people and you have no idea about the dynamics 
and the pol itics of the people you are working with or  even if there is 
going to be a threat to jobs. And of course, who's in charge? Who's 
call ing the shots? ( I nterview, Col lege Lecturer E 6 September 2000) 
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And sti l l  others saw a possible negative impact. 

There is always a worry that you m ight lose your way on the core 
business and be absorbed into the greater empire and become more 
distant, that would be a worry. . .  Move away from train ing teachers 
(I nterview, Community E, 1 8  October 2000) . 

This concern saw expression from a sector perspective. 

I think in Primary, a huge number of primary teachers have done their 
undergraduate degree through Massey. Getting back to the issues of 
the merger, I am sure that there are some issues in relation to staffing 
ratios and who gets which jobs. I think there will be philosophical 
tensions, there wouldn't be more than one undergraduate degree that 
would be conferred. I think there will be political power struggles . . .  
that would keep the Auckland College of Education/Massey 
University, away from developing a critical role in schools and I think 
again it would make the Col lege too inward looking where it must be 
come outward looking . So I see a lot of energy going into establishing 
a relationship at the expense of what's out there (I nterview, 
Community C, 1 8  October 2000) . 

I th ink that when we talked about the impact and again this goes back 
to the early childhood sector, whi le Massey has been a strong 
promoter of high qual ity qual ifications in early childhood . . .  We have 
had this wonderful growth and status and we have been brought i nto 
the College of Education and g ranted degree level and teachers are 
coming out at that level which is making the rest of us sort of think 
that if I am going to have whole lot of staff here, what qua l ifications do 
I need to go higher which is good. But we do have some concerns 
that this growth in status is now going to remain stagnant or it will be 
filtered while the tertiary side of education is promoted so much more 
and early childhood then becomes lost. We see us getting lost 
( I nterview, Community A, 1 8  October 2000) . 

Summary and Analysis 

Over a period of nearly thirty years the Auckland teacher education scene has been 

characterised by the coming together of d ifferent teacher education entities. 

Pressures to change can be imposed and frequently have their orig in in socio-politica l  

forces outside the institution. Other pressures can come from with in the institution itself 

as it responds to these outside pressures. The "actors" in the change situation respond 

in terms of these particular ski l ls, knowledge, experience and disposition .  Once a 

change has become an " innovation" ( i .e . ,  once there has been a clear act or set of 
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circumstances that provides the in itial catalyst for change) a change process starts. 

Each of the mergers had the potential to be an " innovation" in these terms and to 

trigger changes. In the event, the past mergers (Ardmore, Kindergarten and North 

Shore) had no rea l  impact in this way. But the merger between the Primary and 

Secondary Teachers Col leges did in it iate a process of change that lead eventually to 

the restructuring.  The future mergers served as innovation to the extent that they gave 

urgency to the further development of the academic research culture in the College. 

When the change process begins, it moves through a sequence that starts with the 

development of a response (habitua lisation), goes through the formation of consensus 

and agreement (objectification) ,  before leading final ly to the sett l ing into new patterns 

or ways of working (sedimentation) .  The mergers at the Auckland Col lege of Education 

can be described in these terms. 

The innovations arose largely out of a series of external pressures acting on the 

Col lege to bring about the mergers: 

• Government actions and directions led to a series of col lege closures which saw 

Ardmore Teachers College, the Kindergarten Teachers College and North Shore 

Teachers College close with the residual staff moving to the Col lege and, in the 

case of the Kindergarten Teachers College the transfer of the students . 

• An expanded role for the College led to the development of Early Childhood 

Education programmes in the col leges and the subsequent sh ifting of al l early 

childhood teacher education into the colleges throughout New Zealand - hence the 

closing of the Kindergarten Teachers College in Auckland. 

• Pressure on the College through a d iminishing national teacher education resource 

led the College to effect the merger between the Auckland Teachers Col lege and 

the Secondary Teachers College.  

• Legislation had produced sign ificant reforms in the state sector generally and in 

education specifically and this had led to changes in  funding and pressure on the 

College to seek relationships with other institutions. 
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• The reforms had created a market with in which the colleges needed to operate 

which was characterised by competition and contestabi l ity. This led the College to 

further explore relationships with other institutions. 

In reacting to those pressures, staff brought their own particular sets of ski l ls, 

knowledge, aspirations, experience and d ispositions. The outcome of this intersection 

of pressures that eventuated from this i nteraction between the innovation/merger and 

the habitualisation/response can be summarised as fol lows: 

Catego risation of Staff/Actor Attri butes Resu lting from Merger Activity 

Category C hange Events Issues 

Skills I Knowledge Past Mergers Different ways of working and different curriculum orientations 
were brought into the College. Early Childhood Education was 
given higher profile. 

Present Mergers Staff were exposed to working in other sectors. 

Future Mergers The demands of academic work and research challenged the 
conventional activity of staff. 

Disposition All Mergers The mergers contribute to making explicit the levels of antagonism 
between the sectors (early childhood, primary and secondary), 
suspicion about university I college contacts and real concerns 
about status and esteem. 

Aspirations Past Mergers Auckland Teachers College maintained its h istorical position in 
teacher education in the North. 

Present Mergers Primary and Secondary combine to create a "new" institution. 

Future Mergers Academic rigour and status become attractive to staff. 

Experience Past Mergers The skill base of the conventional primary college was expanded 
through the arrival of staff from other colleges. 

Present Mergers Primary and Secondary staff were exposed to each other. 

Future Mergers Contact with university staff opened up new academic worlds to 
College staff. 

Figure. 5.3 Categorisation of staff/actor attributes resulting from merger activity 

There then fol lows, i n  this process, the development of agreement (objectification) that 

in turn leads to new ways of working developing over time ( i .e . ,  the sedimentation of 

the changes i nto the College) . The overal l  impact on the College and the staff of those 

merger "experiences" are presented in  the Figure 5 .4 .  
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Impact of Merger Activity o n  the Institution and Staff 

Relationship/Merger Im pact on I nstitution 
Event 

Past Mergers 

Ardmore Teachers College • Staff deployed across the 
colleges - some came to the 
Epsom Campus 

Kindergarten Teachers • Ensured that Early Childhood 
College Education had a major presence 

as a sector on the Epsom 
Campus 

North Shore Teachers • Major introduction of staff onto 
College the Epsom Campus 

• Philosophic differences about 
the role of staff in teaching 
selected studies etc. 

• Tensions related to the structure 
of courses 

• Raised questions about the 
nature of a teacher education 
course 

Present Merger 

Secondary Teachers • Major tensions introduced as to 
College/Auckland Teachers the identity of secondary within 
College a merged institution 

• Various attempts to create 
organisational structures that 
increased contact between 
sectors 

• Increased potential 
responsiveness to curriculum 
initiatives 

Future Mergers 

AIT/CIT • Increased importance of the 
research profile 

• Increased insecurity about the 
ability of the institution to stand 
alone. 

University of Auckland • Difficulties raised as to the place 
of teacher education within the 
academy 

Massey University • Issues appeared related to the 
linking of similar but different 
programmes 

• Opportunities for growth 
• New possibilities for research 

Figure. 5.4 Impact of merger activity on the institution and staff 

I m pact on Staff 

• I ncreased the overall commitment to a 
"craft" view of teaching and to the liberal 
arts component of teacher education 

• Integrated Early Childhood specialists 
into the overall staff 

• Early Childhood became increasingly a 
specialist area 

• New staff upset the expectations of 
existing staff as to preferment and 
promotion 

• Some shared cynicism between each 
group 

• Loss of "identity" of secondary group 

• Unease between secondary and primary 
groups 

• Raised issues related to the future of the 
College and working relationships 
between the institutions 

• Raised major issues of status and 
"parity of esteem" 

• Fear of loss of identity I Status 
• Prospect of moving into a university 

environment 
• I ncreased contact with university 

colleagues 

The mergers (past, present and future) constituted a series of innovations (acts or 

circumstances that provide the initia l  catalyst for change).  These " innovations" were 

responded to by the development of new policies, procedures and structures 

(habitualisation) leading then to their acceptance and understanding by the staff 

(objectification) and, final ly, to their consol idation and confirmation as the way the 
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i nstitution is to operate (sedimentation). Schematically this process is presented in 

Figure 5 .5. 

The changes resulting from the mergers led to other related changes that were to 

manifest themselves, in the terms of this study, as the changes clustered into the 

change narratives. So while the h istory of the Auckland College of Education with 

regard to mergers might have been viewed as a series of events that had seeming ly 

left the College relatively untouched, they did in fact have a major impact. This was 

most clearly and in the first instance seen in the administrative and professional re

structuring of the mid-1 990's. Chapter 6 deals with that restructuring. 

Various levels of government 
direction and encouragement 

Merger Activities and the C hange Process 

inspire a series of merger 
activities centred on the Epsom 
Campus over a period of many 
years 

• 
Innovation 

Past mergers ... 
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Tension s between 
ary and Second 

Primary 

Need fo r . . .  
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Figure. 5 .5  Merger Activities and the Change Process 
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CHAPTER 6 

Sh uffl i ng the Pack: Restructuri ng the Admi n istrative and 

Professional Context 

I n  uppity circles the Un ivers ity of Wollongong was spoken of as if it 
were the Whore of Babylon for accepting the local college. As we 
know from Revelations ( 1 7 :3) ,  that lady sat upon a scarlet beast 
having seven heads and ten horns - not a bad description of the 
academic structure in many a combined institution . "  (Knight & O'Nei l l ,  
1 988, pp.68-69) . 

The merger between the Auckland Teachers College and the Secondary Teachers 

College had resulted in a range of administrative structures that seemed achievable at 

the time of the merger but which were to prove not to be sufficiently robust to meet the 

changing needs of a changing environment. This chapter outl ines the move towards 

new structures. 

Top-down 
pressures to 
change 

Merger + 

Research 
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Government 
measures lead to a 
successive mergers 
amalgamations 

Series of historical 
mergers and 
amalgamations 

1 886 - 1 990 
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responds to 
need for 
degree 
qualifications 

1 991-1 995 1 996-2000 
Reforms demand New provider New tertiary 
new ways of working degree possible environment 

but requires tests stand-
research culture alone 

institutions 

considers 

-------------th� future merger 
11111"" with a tertiary 

College set:______...,_ 
out to -----,...--
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research 

· 

culture 

partner 

Staff develop 
research skills and 
i mprove 
qualifications 
····· 

BEd Degree -+------------� Jointly 
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degree 
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--------·� Joint degree 
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Provider 
Degree 
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factors 

Staff work in clearly 
defined sectors from 
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Figure 6.1 Schematic Outline of the Change Narratives 
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Introduction 

The merger between the Auckland College of Education and the Secondary Teachers 

College (which in this study is cal led the "present merger'') had put in place a 

triumvirate leadership structure with a Principal Primary, Principal Secondary and 

Principal Co-ordination sharing the leadership of the institution. Th is had not proved to 

be sufficiently robust and was replaced for the 1 989 academic year by a more 

conventional structure in  which one Principal had control (see Figure 6. 1 )  and which 

remained in  place u nti l the restructuring during 1 994. After looking at the structural 

implications of institutions that have merged, this chapter wil l outline the key features of 

the changes experienced i n  the College through the restructuring process as it moved 

to a new structure and the impact that these changes had on the work of the Col lege. 

A series of proposals,  spelt out in  a seminal paper written by the Principa l ,  Denn is 

McGrath , in 1 994, changed the structure from that produced by the merger between 

the Auckland Teachers College and the Secondary Teachers College to  one  which 

altered significantly the way the College worked. Key features of these proposals were: 

• changing from a sector ( i .e . , Early Chi ldhood , Primary, Secondary) focus to one 

that emphasised centres largely based on the essential learning areas of the school 

curricu lum;  

• elevating research to a central and strong position ;  

• addressing issues related to the academic culture of the institution; 

• raising question about qual ifications and the status of the institution as a stand

alone provider of pre-service teacher education.  

This chapter wil l  focus on the first of these, the professional and admin istrative 

restructuring.  

Background to the Administrative Restructuring 

The Auckland Teachers College and the Secondary Teachers College had merged but, 

as McGrath later stated, there was much "unfin ished business" ( I nterview, McGrath, 5 

Ju ly 2000). G iven the way in which the merger had been effected, this was to a degree 

inevitable as  on ly l imited attention had been paid to  details of the relationship betwee n  

programmes. 
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Temple and Whitchurch (1 994) developed a typology of external/internal  factors that 

have stimulated mergers in Britain and which to some degree were al l  relevant in this 

merger: 

Interna l  Factors: 
• desire to concentrate academic, personnel and financial 

resources; 
• desire to adjust academic profi le and market n iche; 
• desire to diversify existing degree programs in response to 

widening markets; 
• ambitions to improve status in institutional rankings, national ly and 

internationally; 
• desire to achieve economies of scale, such as through common 

l ibrary, computing , or purchasing services. 

External Factors: 
• decl ine i n  the number of traditional eighteen-year-old students; 
• reductions in government funding; 
• search for new, alternative sources of funding ; 
• change in markets, such as the greater demands for part-time and 

modular courses to attract mature and non-traditionally q ual ified 
students . 

{p. 2 1 6) 

A further study of 30 mergers in higher education in Britain which establ ished as key 

drivers the fact that the organisations shared academic compatib i l ity rather than 

competition and had a long-term vision of the d irection (Rowley, 1 997, p .9) .  In other 

words they were a "good fit . "  Of less importance were the changes in the funding 

superstructure, the major changes the industry ( i .e . , teacher education) was g oing 

through and even the financial considerations. Underpinning the successful 

relationships was a high level of mutual respect. 

The Auckland Teachers College and the Secondary Teachers College had a g reat 

many shared characteristics. The two institutions,  which were contiguous ,  were both 

mono-technic institutions preparing teachers to enter the New Zealand school system 

to teach the New Zealand curricu lum. They shared some faci lities (the l ibrary and 

students centre) ,  had a common governing body and had a range of i nformal 

professional contacts between the staff of the two colleges even though the 

programmes and management of each college was completely separate from the 

other. In this respect they were a "good fit" and the split of sector focus, Primary and 

Secondary, led to high levels of complementarity and a superficial impression that 

change was required by neither party to the merger. In terms of the factors outlined by 
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Temple and Whitechurch ( 1 994), the internal  ones were at the time of the negotiations 

the more powerful set. 

Essentially the two colleges had sorted out the arrangements for amalgamation 

themselves without outside assistance or g uidance.  There is some evidence in other 

mergers that whi le there is often conceptual support from those outside the institutions, 

there can often be l ittle understanding within each institution of the strengths, 

wea knesses and characteristics of the other parties (Burkhardt, 1 994, p .21  ). This 

creates a d ifficulty i n  developing a set of objectives that could be both relevant to each 

institution and reflect their strengths individual ly and severally. 

A major study of the role of communication processes in promoting merger success 

concluded that clearly a series of well-planned communication activities can have a 

profound effect on the success of a merger which is always an important event in 

people's l ives , problematic in its nature and usually unique (Cornett-De-Vito & 

Friedman,  1 995,  p.67) .  I n  the present merger, attention was paid to this with positive 

results. According to Temple and Whitechurch ( 1 994) the extensive experience of the 

London University as a federal institution provided a number of practical lessons for 

successful m erger activity. These included : 

1 .  Central administration and task force planning in it iatives can help 
to encourage an agenda for change by providing pump-priming 
funding and a crucial structure for support and confidence bui ld ing 
to address external pressures and resource considerations. 

2. The combination of two or more wea k  departments or institutions, 
particularly if science-oriented, does not necessarily create a 
stronger, less vulnerable entity despite increased size. A deeper re
structuring might be necessary to increase viabil ity. 

3. Academic and physical restructuring both necessitates long-term 
i nvestments and results are unl ikely to be immediate, with 
consequent implications for faculty, student and alumni morale. 

4. Even complementary, m utual g rowth mergers require curricular, 
resource and staffing decisions and are unlikely to please all 
constituencies. Thus, a consistent managerial vision that can 
create opportun ities from threats and articulate specific incentives 
wil l  provide the basis for each managers potential for success. 

(p.222) 

The success of a merger requires geographical proximity, previous cooperation, 

complementary instructional programmes, enhanced academic prospects and a 

common pol itical interest (Thompson,  1 985, p.22) .  But even when these factors are 
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p resent, a merger can sti l l  fai l .  Thompson [ibid . ]  charted the fai lure of the merger 

between the Detroit Institute of Technology and Wayne State University and concluded 

that its fai lure was due to the facts that inadequate time was given to people involved in  

the process, internal opposition was never adequately dealt with, robust structures for 

dealing with the merger were not put in place and there was never a clearly developed 

set of objectives. So in itself, in this case, the proximity of the two Auckland teachers 

colleges was not sufficient in itself to guarantee a successful merger. 

Failure is as easily identified as success. One commentator (Pritchard, 1 993, p .85) ,  

discussing the British amalgamations and mergers in  higher education , noted a range 

of implementation fai lures that cluster around attempts in asymmetrical mergers to 

adopt the structure of the m inor partner, inadequate provision of funding to level up 

rather than down conditions of employment, over-assertiveness on the part of one 

partner and attempts at an asset-stripping approach. Rapid changes of policy on the 

part of the government are blamed for further fai lures. Pritchard ( 1 993) concluded 

rather gloomily that "al l  mergers, almost by definit ion, have unpleasant features" (p .89). 

The development of the administrative structure of the new Auckland Col lege of 

Education might wel l  have been the result of a desire to be accommodating and to 

avoid the unpleasant feature that any consolidated structure might have generated . 

Another survey of mergers (Kuh & Robinson, 1 995, p. 72) identified the fol lowing as the 

reasons for which the fai lure of mergers is attributed: " ( 1 ) differences in m ission and 

vision , expectations and management styles, (2) lack of trust, (3) fears and anxieties 

p roduced by the uncertainty associated with change, (4) miscommunication and 

misunderstanding and (5) fai lure to acknowledge and integrate the cultures - i .e . , the 

h istories, traditions, phi losophy, pol icies and practices of the merging organisations" 

( p.72) . 

Martin ( 1 996) added to this picture by declaring that the lack of what has been called "a 

parity of esteem between the merging parties" (p. 86) results in staff at the smal ler 

institution believing they are the victims of the "tyranny of the majority" . Whi le this was 

n ot an overt feature of the Auckland present merger, there were distinctive cultural 

features that set up a dynamic that the administrative structure carried into the "new" 

institution.  

Factors such as those described above take t ime to be sorted out ,  since the actual act 

of merger wil l not bring about an immediate coming together of the d istinctive cultures 
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of two established institutions (Arbuthnott & Bone, 1 993, p . 1 1 2) .  These authors further 

noted that "a merger process does not easily transcend normal organ isational politics 

and conflicts. Change indeed always involves some degree of confl ict and even if a 

group loses out in  the early negotiations it has to be expected to try to recoup its losses 

during the implementation phase" (p. 1 1 7) .  

To some degree, many features of  the problematic nature of  institutional amalgamation 

described above were present on the Epsom Campus and remained unresolved by the 

triumvirate style of management developed at the time of the merger. In fact some 

opin ion was adamant that the merger could only be said to have occurred . . .  

. . . if you make the assumption that the seamless kinds of 
connections between Primary and Secondary have occurred and my 
view is that they have certainly not occurred in any way whatsoever. 
They have remained qu ite separate 

(I nterview, Lecturer 1 ,  30 October 2000). 

The First Memo: Restructuring Begins (January 1994) 

lt was i nevitable that at some point there would be pressure to restructure .  l t  is 

perhaps, in l ight of the above, not surprising that the Principal should speak of 

"unfin ished business." Writing about the amalgamation of Auckland Teachers College 

and the Secondary Teachers College, McGrath (1 988) , the Principal of the Auckland 

College of Education ,  noted that the management team had introduced a new 

Management Plan which essential ly created a flat reporting structure based on 

fun ctional activity and the units within the plan were , in McGrath's view, special ised, 

narrowly oriented and h ierarchical (McGrath , 1 994d) .  The College structure as at 1 

February 1 994 was as outlined in Figure 6 .2 .  

McGrath , in a memo to a l l  staff dated January 1 994 , argued that i t  was important that 

the "considerable changes" since 1 988 result in the need for a new approach to cope 

with "the current and probable future environment" (McGrath,  1 994d). He did not go on 

to be more specific at  that point about the nature of that environment but key 

considerations emerged as the details of the proposed new management structure 

were outl ined. He did ,  however, provide a theoretical base for his analysis. I n  

summary, this spoke of a n  organ isational cu ltural framework with dual cu ltures based 

on dual structures, with new venture substructures being central to meeting the 
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challenges of a changing environment. This led to the proposal that existing structures 

in  place since 1 988 be changed. 

Auckland Col lege of Educatio n  Management Structure - February 1 994 

Chief Executive Officer I Principal 

I I �erformance Improvement Centr 

Information I Library Studies 

I 1

Early Childhood Education 

Primary Teacher Education 

I Registrar 

HR Manager 
Reading Recovery Secondary Teacher Education 

Executive Assistant 
Advanced Studies 

Associate. Principal 
Special Education 

Social Work 

Te Puna Wananga :centre for Maths Education 

Teacher Support Services : Kura Kaupapa Maori Tch Training 

Figure 6.2 Auckland College of Education Management Structure - February 1 994 

As detailed above (Chapter 5), the abi l ity of the Col lege to continue to be a "stand

alone" institution had been ra ised. A lecturer at management level saw this as the need 

"to have a business plan ,  we had to have a strategy - all of which was coming out of 

the Ministry and the new environment" (I nterview, Management 8 ,  1 5  June 2000) . The 

merger between Auckland Teachers College and the Secondary Teachers College in 

1 988 had resulted in an administrative structure that now needed to be reviewed in an 

environment that raised questions about stand-alone mono-technic institutions. 

The idea of a strategic al l iance was raised and we had just moved into 
the BEd with Auckland University which at that stage was going 
through teething troubles (I nterview, Management 8, 1 5  June 2001 ) .  

l t  is a problem in  a l l  organisations i f  you are wanting to get your  senior 
management focussed on setting strategic directions but you are 
holding them accountable for managing a large number of ind ividuals. 
But probably more significant than that, because this management 
g roup has such a large and varied group of people on it, it was seen 
as a place to contest for resources rather than a place to manage the 
organisation . . .  So that left you with a very smal l  team on the one side, 
the executive group, with relatively little direct connection to the core 
business of the organisation and then this very large structure at the 
next level down that had the core business elements going but not the 
sense of strategic direction.  And it was the recogn ition that the 
College needed to use its key strengths, its core competencies if you 
l ike ,  and recreate them in ways that would better position it for the 
future that led to the decision to do something about the structure 
(I nterview, Former Lecturer E ,  29 June 2001 ) .  
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The pressure created by the existing structure was seen by a lecturer as one that 

placed the Principal (McGrath) in a d ifficult situation.  

The Principal wanted an a lternative structure because what had been 
happening was that he was having to run everything. He was making 
decisions on every aspect of the College and he found he couldn't 
cope and he wanted to sh ift the decision-making processes away 
from h im.  I think this was a major catalyst for the restructuring that 
occurred in 1 994 ( I nterview, Lecturer 1 ,  30 October 2000). 

This lack of a clear and shared understanding of strategic direction which had seen 

strains develop in d ifferent areas of the College caused two respondents to comment: 

So what was our strategic plan? And where were we going? Who 
people reported to and what . . .  ? Secondary at that point was 
isolated . . .  Secondary was actually facing a situation where it didn't 
know where it was g oing to be but it didn't have any capacity to look at 
where it could be apart from hang ing on to what it had ( I nterview, 
Management 8, 1 5  June 2000) . 

The structure meant that we were focusing on our own bit, there was 
no encouragement through the structure to actually address cross
issues a lthough there was the old management team but that was 
huge. lt must have had about twenty people on it. So that was meant 
to do some cross-fert i l isation but it really just addressed trivia. lt was a 
si lo approach ( I nterview, Management 7 ,  2000). 

McGrath later expanded on this theme in noting that the College was and would 

continue to be under financial strain due to the decreasing levels of government 

funding and the l imits for further growth with in the special ist a reas of the programmes. 

These areas, because of their level of special ism, were "vulnerable to competition" 

from both smal l  and large institutions "who perceive they can get into the market we 

have established" (McGrath , 1 994d). The introduction of a restructured management 

organisation was m otivated by the need to "diversify to generate more business and 

true income to support the core business" (McGrath , 1 994d). This new structure 

needed to be "entrepreneurial" and the changes characterised by urgency. "Whatever 

the processes ,  we cannot delay. We must set in place new structures to match new 

dreams." (McGrath,  1 994d). 

Together with the external forces, there were also some internal imperatives for 

change. McGrath identified some of these as: 
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• lack of clarity in accountabil ity/responsib i l ity l ines; 
• lack of an entrepreneurial and marketing focus; 
• decreasing resources; 
• staffing resources being locked into schools which themselves 

had a narrow focus; 
• implications of the New Zealand Curriculum Framework and the 

NZQA National Qualifications Framework ; 
• the dichotomy of efficiency rather than effectiveness; 
• the culture of each school at odds with the culture of ACE. 

(McGrath, 1 994d) . 

In addit ion, he spelt out, clearly, criticisms of the existing structures that he shared with 

the Management Team and he used these to specify seven clear statements of 

direction.  The statements (numbered and ita l icised in the fol lowing section) were 

presented as a list in his paper. 

1 We will need to have a diversification of programmes. 

McGrath saw clearly that the programmes in the Col lege were not reflecting the 

diversity of developments in the schools (e .g . ,  m iddle schools, senior col leges, etc.) 

and neither were they preparing teachers who could be mobile between sectors 

applying their special ist skills as appropriate. 

2 We will need to be market-driven. 

In criticising the lack of research into what the College's communities wanted , McGrath 

noted an improvement in liaison activity with them . He stated a key reason for knowing 

more accurately the needs of schools was the role he saw for the College "to lead - to 

provide possibi lities for change, not to slavishly fol low the past" (McGrath, 1 994d).  

3 We will need to be research or data-driven. 

In  essence McGrath here argued for the further development of the "research culture" 

at the College. "We are, however, sti l l  a long way off laying claim to an institution which 

is recognised for research" (op.cit. ) .  This argument was tempered somewhat by the 

repeated assertion that not al l  staff needed to be i nvolved in research - there was a 

place for some staff to be recognised as excellent teachers rather "than have the 

concerns about qual ifications/research draw them from the task they do well" (op.cit . ) .  

McGrath finishes summarising his position by concluding : 
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So we need to continue to bui ld the culture, find ways of supporting 
research in applied fields and by groups of staff, to ensure we 
publ ish and communicate, and to make clear we don't expect, or  
want, a l l  to  be researchers (op.cit . ) .  

4 We will need to plan our staff development much better than we currently do. 

McGrath supported this assertion with a brief analysis of current staff development 

in itiatives which he described as expensive, unstructured and not closely targeted on 

the current issues such as the frameworks and delivery styles. 

5 We need to diversify our delivery of programmes. 

McGrath sounded a note of warning here with his clearly stated concern that "we 

continue to ignore, I suggest at our possible peri l ,  what we know about learning,  styles 

of learn ing ,  i nformation technology, part-time accessibi l ity etc" (op.cit . ) .  He went on to 

assert that " l t  may be unpalatable but we have to face the issue that although it is 

administratively easy to move students through in groups or bands and g ive them 

essentia l ly the same programme, we may be doing a great disservice to the future 

needs of students in schools" (op.cit . ) .  This was supported by further comment on the 

need to reflect in programmes what is known about learn ing styles, resource-based 

learning , information skil ls and meta-cogn itive approaches. 

6 We will need to be attuned to the NZQA qualifications framework. 

McGrath recognised that the NZQA framework of qual ifications and the quality 

assurance procedures promoted by them would have significant impact on the College 

and its programmes. In this context he raised an awareness of "a lack of certainty 

about the conjoint programmes (BEd, . . . .  )" (op.cit . )  with regard to the relationship 

between the universities and the NZQA procedures. 

7 We need to ensure our teacher education students are able to implement the 

New Zealand Curriculum Framework. 

McGrath saw the importance of the Curriculum Framework and the need for students 

to be prepared to effectively implement it in the schools. "I have spoken, and written ,  on 

numerous occasions of the need to ensure there is integration of our courses into a 

coherence that 'makes a teacher' " (op.cit. ) .  H e  went o n  to raise questions about 
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i ntegration between courses, the issues raised by the chal lenging of traditional notions 

of knowledge, opportunities for learning and for reflecting on that learning , and the 

i mpact that any re-organisation of teacher education in the College based on the New 

Zealand Curriculum Framework would have on the College as a whole . 

The proposed restructuring was then outlined (op.cit . ) .  The model presented was 

prefaced with an outline of the changes to the nature of accountabil ity in the proposal 

and a set of principles on which it was based. 

McGrath saw the key accountabi lity difference hinging on the degree to which parts of 

the College would be accountable to the College management and governance, rather 

than to the regulatory framework within which teacher education was located ( i .e . ,  the 

Teacher Registration Board requ irements and the restrictions on q ualifications) . He  

saw the change as promoting a system of accountability that more clearly made the 

parts of the College responsible to the College Council through the Chief Executive 

Officer. 

The proposed principles, summarised, were: 

• fewer managers would report directly to the CEO and would provide the key 
accountabil ity l ink; 

• managers would be appointed and have the authority to establish new patterns 
and networks; 

• the groups which managers were responsible for must be kept to a reasonable 
size; 

• credibi lity of programmes both internally and externally must be maintained; 
• support mechan isms for the college would be centralised across the new 

structure ( i . e . ,  public relations, marketing , human resource management, 
financial planning); 

• the position of "managers" would be clearly based on position descriptions and 
the functions and purpose of the new management team would be clearly 
indicated; 

• students must be able to recognise clearly the programme they are in and have 
increased choice; 

• college resources would be util ised more effectively and cross subsidy between 
programmes would be minimised; 

• the college would have the capacity to establish working groups in order to 
respond to changes, to innovate, to be entrepreneurial and so on .  

McGrath concluded that the College needed a "new structure that g ives greater 

coherence to ACE than the current School and Advisory structures have developed" 

and "above a l l ,  the new structure wi l l  have to util ise the q uality management systems 

we are currently developing" (op.cit. ) .  
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I n  what was clearly the seminal paper with regard to change at the Auckland College of 

Education in the 1 990's, McGrath had, in the 1 994 paper, brought together a wide 

range of themes that were to feature strongly over the next five or so years .  Those 

themes included: 

• the development of the College's abi l ity to be a stand-alone institution and its 

relationship with other institutions, including the strategic d irection it and they were 

taking;  

• the development of the College's abil ity to cope with the competitive environment 

and the imperatives of the market; 

• the d iversification of sources of income to support the core business of the College;  

• the development of the research culture; 

• the provision of a lternative modes of programme del ivery; 

• the articu lation between the New Zealand Curriculum Framework and College 

programmes. 

McGrath summed up the zeitgeist that had encouraged him to form these 
views. 

1 1 0  

l t  was a period of quite a bit of change because we had just come into 
the restructuring , the 1 990 amendment of the Education Act and those 
amendments had started to g ive a freedom to the Col lege that we had 
never perceived before . . .  So I had to really look for a structure that 
was far more flexible and far more enterprising . There was a lack of 
entrepreneurial marketing progress. I think we were starting to come 
into a competitive world in  terms of student numbers and we were 
having to make our own decisions and market ourselves in different 
ways so you had to do something about that. We were thinking about 
the qualifications framework because I was involved at the national 
level with that too and trying to do the Teacher Education Advisory 
Group chair role and saying wel l  it looks as we are going to go down a 
pathway where our courses and programme may be prescribed so we 
had better get i nto gear to try to cope with that. The current structure 
was unable to cope with that. People weren't thinking about it. There 
was the whole business that if our culture was changing because we 
were bulk-funded in all those ways before, how did that mesh with 
trying to get our people into schools. lt was the whole business of a 
grouping of staff who in the main had been twenty-five - thirty years in  
Primary anyway and so on . . .  The lack of resources that we were 
finding it harder and harder, that we were getting smaller g roups 
particularly in Secondary and those smaller g roups meant that we 
were overloaded with Secondary staff, we had to find a way of more 
effectively using the staff resource that we had ( Interview, McGrath, 5 
July 2000) . 



He further detailed a series of additional reasons for the restructuring which included: 

. . .  seeking a structure that was more flexible and far more enterprising 
[and] cal l ing for a drastic look at what I called d iscontinuous change 
rather than incremental change . . .  I said we can only do it if we shake 
ourselves up and come out the other side with something d ifferent in 
structure from what we had before (I nterview, McGrath, 5 July 2000).  

The external pol itical environment had changed the context within which the College 

operated and had encouraged the College to behave differently from the historical and 

conventional approach taken by colleges in the past. However, the actual motivation to 

restructure came, in large measure, from the College itself. lt was the age of self

management. 

At that time I think institutions were just settl ing into the era where the 
College was critica lly self-managing (I nterview, Former Lecturer E, 29 
June 2000). 

l t  was very apparent that everyone was position ing themselves 
( I nterview, College Lecturer F, 25 September 2000). 

The new structure (see Figure 6.3) as proposed by McGrath (op.cit . )  impressed some 

staff. 

The restructuring was sort of l ike this flow-down effect and there were 
these new positions created and new centres created and it looked 
great on paper . . .  lt was all shown in boxes so you were g iven these 
schematic diagrams of how the Col lege was going to be formed and 
the diagrams were extremely logical and wel l-formed ( I nterview, 
College Lecturer E, 6 September 2000). 

lt seemed to go from vertical to horizontal ,  that's how I saw it 
( I nterview, College Lecturer B, 1 9  September 2000). 

l t  looked at responsibi lities being spread across but not i nto ACE 
sectors ( I nterview, Management 2, 6 November 2000). 

The philosophy underpinning the proposed structure was assessed by College 

lecturers in the following terms: 

The recognition that the College needed to use its key strengths ,  its 
core competencies if you l ike, and recreate them in ways that would 
better position it for the future that led to the decision to do something 
about the structure (I nterview, Former Lecturer E, 29 June 2000). 
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Figure 6.3 

Proposed Man agement Re-Structuring - February 1 994 (Version 1 )  
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Auckland College of Education Proposed Management Re-Structuring February 1 994 (Version 1 )  

The move from the old schools with responsibi l ity for Secondary, 
Primary and Early Chi ldhood and those being merged into academic 
g roups that encompassed Early Chi ldhood, Primary and Secondary 
( interview, Former Lecturer F, 29 June 2000) . 

The other  thing was of course that the curricu lum had changed . . .  The 
College was to put it  i nto schools that were in l ine with the seven 
essential learning areas so that they became centres ( I nterview, 
College Lecturer E ,  6 September 2000) . 

The First Memo: Centres of Learning are Introduced 

A key feature of th is model was the introduction of "centres of learning" based on the 

seven essential learning areas of the New Zealand Curricu lum Framework (Min istry of 

Education, 1 993) rather than the existing "schools" based on the school sectors, Early 

Childhood, Primary and Secondary. These centres, having their orig ins in  the New 

Zealand Curricu lum Framework, were The Arts, Health and Physical Education,  

Language and Languages, Mathematics, Science, Social Sciences and Technology. 

Those which orig inated from within the teacher  education sector itself were Education ,  

Practicum and P rofessional I nquiry. Pasifika and Te Puna Wananga were to develop 

as centres subsequently. 
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lt was related to the new curricu lum, the curriculum framework that 
was actually challenging those old beliefs that saw the curriculum 
fragmented into nicely defined age groups. So that was a major d river. 
There was also a feeling too that those schools [ i . e . ,  the teacher 
education schools in the College] had been in existence for qu ite a 
long time and they actually reflected the old world rather than the new 
world. We were beginning to drop numbers in Secondary so again I 
think that there was a feel ing of how do we util ise staff? But I think the 
main driver was that the current structure didn't actually reflect what 
the reality was in terms of schools ( I nterview, Management 7, 1 0  
October 2000) . 

lt moved from the old schools with responsibi l ity for Secondary, 
Primary and Early Childhood and those being merged into academic 
groups which each encompassed Early Childhood, Primary and 
Secondary. That was the major change ( I nterview, Former Lecturer F,  
29 June 2000) . 

lt was interesting how we got to the notion of centres as well because 
it was such a radical change in terms of doing away with Primary and 
Secondary and so on. I felt we had to win the understanding of 
schools and I thought the only way of doing that was to pick up the 
notion of the seven essential learn ing areas and say we have teams 
of people working in each essential learning area. So that wou ld be 
the way of communicating with the school community out there. But it 
also pul led people into groups which enabled better use of staff so 
that you got the mathematicians huddled together and then you could 
say maybe you could do a bit of Secondary or a bit of Primary or a bit 
of middle school or whatever it is and so on instead of being locked 
into the separate areas. So I thought that was a significant move. We 
have been criticised for it a bit as being l ike a school and it came up 
quite recently somebody said wel l  you are l ike a school because you 
have maths and science and social sciences and so on ( I nterview, 
McGrath, 5 July 2000) . 

I th ink that was one of the main reasons why he did that. I think at the 
time in 1 994 we were several years down the track from major 
changes in the wider educational community too and some of that was 
beginning to have input, impact on ACE. . .  as the curriculum 
documents were developed in the various areas. I think it was felt that 
ACE needed to be able to respond better to the curriculum framework 
that had been set up in the wider educational  community ( I nterview, 
College Lecturer C, 2000). 

I think that there was a feeling that now there were seven clearly 
enunciated essential learning areas in the community that we should 
be looking to see whether what we did reflect that ( Interview, College 
Lecturer C ,  1 3  November 2000). 

Despite this clear understanding by College staff that the seven essential areas of 

learning were important, some wondered if the structure of the school curricu lum was 

appropriate for a tertiary institution. 
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I th ink we made the garment and we were looking for a conven ient 
hanger to put it on - the Curriculum Framework fitted that bi l l  qu ite 
n icely probably ( Interview, Lecturer 4, 30 October 2000). 

Who said what this curriculum framework is? Why had this suddenly 
become the tablets that we should al l  be connected to? Does 
everyone do it l ike that? Don't th ink so. Is  this international? Don't 
th ink so.  So there was that kind of feel ing - was the Min istry running 
the show? Why are we tying up  with them? (I nterview, Lecturer 1 ,  30 
October 2000) 

There were real discussions . . .  Why would you want to do that? What 
has that got to do with the way of formulating a tertiary institution. 
That was the centre of a lot of controversy, the notion of the 
curriculum framework and its connection with tertiary education 
( Interview, Lecturer 1 ,  30 October 2000) . 

Nevertheless, the New Zealand Curriculum Framework and its essential areas of 

learning became the basis for part of the restructuring. 

As I remember it the New Zealand Curriculum Framework seemed to 
be a key document and so it was decided by somebody that we would 
have centres related to the essentia l  learning areas so that they could 
del iver according to the curriculum framework ( I nterview, College 
Lecturer B, 1 9  September 2000). 

Because the Curriculum Framework was organised as it was, it was 
an opportunity for the College to do the same thing ( I nterview, 
Lecturer 2, 30 October 2000) . 

l t  was pretty radical .  lt seems common place now but it was quite 
radical to say wel l  we are going to put groups of people together in 
their  curriculum areas, in their areas of interest, and they are going to 
have the potential to work across programmes. We could never have 
g ot the BEd up  running in time if we actually hadn't worked in centres 
and that was for two reasons. One because you had groups of talent 
clustered in centres and the second, we had designated heads of 
centres so we could actually speed up the communication and the 
participation process through one person whereas before we had to 
go to three different people in each area.  So it was structurally really 
important ( Interview, Management 7 ,  1 0  October 2000) . 

The New Zealand Curriculum Framework, referred to by one respondent as "a  

convenient coincidence of events" ( I nterview, Lecturer 4, 28 June 2000) became the 

catalyst for a serious attem pt to put Early Chi ldhood, Primary and Secondary together 

and to effect an i ntegration between the school-related sectors that 1 20 years of 

teacher education and a merger had fai led to achieve. There were absolute d istinctions 

between the sectors i n  the wider educational  community, clear industrial demarcation 

between the m ,  d ifferent entry standards to each, d ifferences in remuneration and no 
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portabil ity of qual ification from secondary to primary teaching. This then was a change 

that represented a significant step for the College to take. The fact that staff at the time 

felt that there was a different way of working assisted the acceptance of these 

changes. 

I think there was a clear feeling at the time that the various sectors 
( i .e . ,  Early Childhood , Primary and Secondary) were sti l l  on fairly 
divergent paths with d ifferent structures and different ways of 
operating and I think there was a fa ir amount of flack and media 
controversy about Early Childhood in particular at the time. I think 
there may well have been a number of ventures and ideas that were 
trying to forge a bit more of a l iaison or a l inkage or a un ification 
between the various sectors in teacher education that kept running up  
against brick wal ls .  I suspect that there was a bit of a desire to  see if 
we couldn't get a bit of synergy and working together across those 
sectors because unless you knew colleagues in Secondary or Early 
Childhood personally there was no structural l ink (I nterview, Lecturer 
4, 30 October 2000) . 

You think of going right back to the separate colleges, Secondary 
college, Primary college, and then the gradual emergence of Early 
Childhood through a number of avenues . . .  The central structure that 
was promoted was seen as a way of rationalising and using the 
strength that some of the people have by incorporating some of them 
that have been involved in Secondary, in Primary and vice versa, and 
Early Chi ldhood and so on (I nterview, Lecturer 1 ,  30 October 2001 ) .  

One of the goals was to uti l ise staff more across the sectors and 
whilst that had occurred in some places (and sometimes by semi
force) I suppose it hadn't occurred to a great extent ( I nterview, 
Lecturer 1 ,  1 1  November 2000). 

The move from a sector-based structure to a centre-based one was also designed to 

cope with increasing problems the College faced in delivering secondary teacher 

education programmes. The New Zealand Curriculum Framework presented a clear 

set of legislated organising principles that, placed into the College,  matched to a 

g reater or lesser degree the ski l ls, knowledge, aspirations ,  experience and disposition 

of the staff. The restructuring proposals gave expression to this. Added to these 

concerns was an awareness that Secondary as a sector was becoming insecure and 

might possibly be at risk due to a decl ine in  student numbers. 

As I recall it had something to do with Secondary. . .  ( I nterview, 
College Lecturer G, 1 1  September 2000) 

Thirty or forty per cent of the reasons for change were to solve the 
problem of Secondary (I nterview, McGrath, 5 July 2000). 
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Secondary at that point was an isolated thing. Secondary was actually 
facing a situation where it d idn't know where it was going to be but it 
d idn't have any capacity to look at where it could be apart from 
hanging on to what it had. And that was where Secondary was at 
(I nterview, Management 8 ,  1 5  J une 2000) . 

Part of the "Secondary problem" was a wider issue of resourcing and the differentiation 

between different categories of courses. This had been the direct result of  introduction 

of the potential for contestab il ity into teacher education at a t ime when the numbers of 

prospective secondary teachers was decl in ing. This 'top-down" pressure was 

compounded by structural features at the College. Secondary programmes used a 

different t imetable and, as a result ,  staff were unable in many instances to work across 

programmes. The eo-location of staff into the newly created centres had not been fu lly 

achieved or, in some areas, attempted. "Bottom-up" pressures came from attitudes in 

both Primary and Secondary which may not have been conducive to achieving ful ly the 

goals of restructuring. 

The numbers were being constrained quite del iberately in  pre-service 
teacher education which , at that stage, d ifferentiated between 
Secondary and Primary . . .  The other thing that had happened in that 
period was that the Government cut the funding for secondary teacher 
education EFTS's . . .  Was Secondary going to be able to sustain itself 
the way it was, g iven the cost of recruitment and the need to maintain 
special ist curriculum teaching programmes? ( Interview, Former 
Lecturer E, 29 June 2000) 

Secondary was funded to something in the order of ten or twelve 
thousand dol lars [per EFTS] and it was just going to be cut l ike that 
and so this indicated that [Secondary] was in serious difficulties. 
( I nterview, Lecturer 1 ,  30 October 2000). 

We were getting smaller g roups, particularly in Secondary ,  and those 
smal ler groups meant that we were overloaded with secondary staff. 
We had to find a way of more effectively using the staff resource that 
we had ( I nterview, McGrath, 5 Ju ly 2000). 

But there was also recogn ition that times were difficult, were going to 
be d ifficult. The increased pressures of financing meant that 
rational isation process had to occur otherwise some people [ i .e . , 
secondary staff] were going to be left high and dry (I nterview, Lecturer 
1 ,  30 October 2000) . 

Despite the motives for the creation of centres to replace the sector-oriented structures,  

the move was not without tension and unease. There was some ambivalence by staff 

as to what caused this. 
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I g uess that it is fair to say that my perception is that staff at the 
bottom of the hierarchy don't always get informed about what is going 
on and why. We just get told these are the changes and they h appen 
and I guess people just tend to accept them.  Wel l ,  no, no,  no - they 
don't accept them, they might - I am into voice - they m ig ht be in 
horizontal voice moaning and groaning amongst themselves but 
generally think that if that's the way its happening then that's the way 
its happening . That's how we feel .  We tend, not to raise vertical voice 
( i .e . ,  compliance/chal lenge/question authority) . This is ,  of course, 
related to where you are in the hierarchy. If you value your job and 
you are powerless, you don't get into vertical voice (I nterview, College 
Lecturer G, 1 1  September 2000) . 

The phi losophy held by the three different sectors was total ly in 
different directions - the Early Chi ldhood very holistic, the Primary 
people were from generalist fields and the Secondary were from 
special ist fields. So it had huge impact on the centres ( Interview, 
College Lecturer B, 1 9  September 2001 ) .  

I th ink there was a lot of ignorance and a lot of bigotry and a lot of 
prejudice about who was doing what for how much which suddenly 
came out on the table and, rather than talk about assertions and 
a l legations and muttering behind hands, things [work-loads, etc] came 
out ( I nterview, Lecturer 4, 30 October 2000) . 

We had to come together with two factions and different levels of 
thought about how you teach our subject, for example, alongside 
Education and that. That was a huge source of difficulty ( I nterview, 
Lecturer 3, 1 1  November 2000). 

What we hoped for was that we were actually able to del iver 
programmes that would meet the needs of schools i .e . , that we could 
have a more seamless approach and, I guess, that the resu lt of that 
was the BEd (Teaching) because we couldn't have had that BEd 
(Teaching) development if we had only kept in our si los . . .  I mean 
there was a hell of a lot of resistance at the time because people 
hadn't mixed across sectors real ly and you have got those d ivisions 
outside. There are d ifferences in parity of esteem between Early 
Chi ldhood , Primary and Secondary, even now, so there was 
resistance and I think there sti l l  is resistance in some areas ( I nterview, 
Management 7, 2000). 

I just think that they d idn't see why they needed to do it. Why do you 
need to be . . .  ? There is that tension between the sector and the whole. 
Being teacher education or teacher education for Secondary, or 
Primary or Early Childhood. The main thing was why do it? People 
saw themselves as being OK. Primary had risen from fai rly negative 
perceptions in the community and we had actually raised it so people 
thought why muck up something. Secondary certainly didn't want it 
and Early Chi ldhood felt that they were going to be swallowed up 
(I nterview, Management 7 ,  1 0  October 2000) . 

Such widely held feel ings were especial ly acute among the secondary staff. 
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I remember there was a great deal of angst at the time . . .  I think it was 
from the secondary teacher education point of view, it was a feeling of 
a loss of identity and a feel ing of being swallowed up in the primary 
system and,  I suppose, a belief that there was a lack of understand ing 
from primary people about the way Secondary worked. I think that in  
general ,  in  Secondary, i t  was a time of  g reat apprehension . . .  and a 
feeling that Primary and Secondary and Early Chi ldhood were 
separate and people were responsible for their own destiny . . .  I 
suppose there was also a loss of prestige in  people having to become 
responsible to a head of centre who was usually from the other s ide,  
usually a primary person, I think, in  al l cases except one,  or somebody 
new from outside. So I think there was a feeling that this was 
d ifferent . . .  I th ink it was probably a feeling that we have our way of 
doing things and they don't understand.  We are much more rigorous,  
we are m uch more . . .  we do th ings better, we educate the students 
better, we have procedures that are not so hide-bound in tradition .  I 
th ink in some cases we were right about some of those th ings 
( I nterview, Lecturer D,  22 August 2000). 

One lecturer summed up feelings as being ones of . . .  

. . . vulnerabi l ity I think. I had only been one year at the College at that 
time so it j ust seemed that everyone was under threat . . .  lt j ust 
seemed that people were disappearing that you had come to know 
that first year . . .  I think the response in  Secondary was a little bit that 
way. Everyone felt that their backs were to the wal l  and I seem to 
recal l  comments l ike well secondary teacher education's dropping 
away from the colleges of education in  England and we can expect 
the same here and that type of thing (I nterview, College Lecturer F, 2 5  
September 2000). 

And later . . . 

The person who had been in charge of primary was made in charge of 
teacher education and g iven a fairly significant amount of power. That 
for secondary education was viewed with suspicion . . .  Suddenly we 
felt we d idn 't have a posit ion. Secondary was here there and 
everywhere and was not even seen as a sector [any more] ( I nterview, 
College Lecturer F, 25 September 2000). 

The pressure to change that flowed from perceived views of primary and secondary, 

intersected with the aspirations and d ispositions of each group to create an interesting 

set of conditions in  terms of habitual isation of the change. The innovation, that is the 

overa l l  proposal to restructure, led to a response to i t  that was characterised by the 

range of emotions that these responses reveal - suspicion, anxiety, wounded pride and 

a sense that some were winning at the expense of someone else's loss. 
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The First Memo: The Staff Responds 

I n  the first memo to staff, McGrath (1 994d) had indicated that a working group would 

be established to assist with the processing of the submissions from the staff on the 

proposed change. On 18 April 1 994, he issued a further memo to staff which 

summarised those submissions (McGrath, 1 994e) .  lt reported that the submissions had 

the fol lowing common concerns: 

• the position of Early Chi ldhood education - a feel ing that it should be in in itial 
teacher education; 

• the creation of the general studies sector - support but with unease over the 
splitting of special education; 

• support for the creation of a centre of learning Pasifika; 
• concern at the lack of a clear focus in corporate services, especially with the 

l ibrary - some support for academic services as a separate sector; 
• closer l inks advocated between pre-service and in-service teacher education ;  
• suggested tensions in the combinations created to form the centres for the arts 

and the centre for health and physical wel l-being; 
• the position of the Tai Tokerau campus not clear; 
• the naming of positions and a need for this to reflect a professional education 

focus; 
• concerns that the model created groupings of greatly disparate size ; 
• need for generic/core units to be credited to a range of programmes. 

(McGrath, 1 994e) 

Changes to the management approach and structure and the relationsh ip of them to 

the school curriculum were noted by staff: 

From my point of view, I thought part of the restructuring was the 
Curricu lum Framework. Because the Curricu lum Framework was 
organised as it was,  it was an opportunity for the College to do the 
same thing . So you had the Curricu lum Framework and each of the 
curricu lum areas going from Year 1 through to Year 1 3  and so th is 
was an opportunity for the College to take on board those ideas. And 
also with the management structure, previously it  was qu ite an 
hierarchical structure from Principal down whereas. . .  when this 
restructuring occurred there was a flatter structure (I nterview, Lecturer 
2, 30 October 2000) . 

The rhetoric of seamlessness that underpinned the New Zealand Curriculum 

Framework (Ministry of Education, 1 993) and a policy document Education in the 2 151 
Century (Ministry of Education, 1 992) was also present in the discussion.  

lt was probably quite symbolic because what i t  was trying to achieve 
was a seamlessness which, in some respects, reflected the seams 
that were in the institution (I nterview, Lecturer 4,  28 June 2000) . 
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What we hoped for was that we were actually able to del iver 
programmes that would meet the needs of schools - i .e . , that we could 
have a more seamless approach (I nterview, Management 7, 1 0  
October 2000). 

I th ink that put into place the concept of seamless curriculum so that 
the centres were a continuum of Early Childhood, Primary and 
Secondary rather than separated off into d iscrete educational sectors. 
I th ink there were those two phi losophies that were com ing together 
( I nterview, Management 2 ,  6 November 2000) . 

I think that al l  breaks down that idea of the schools such as Early 
Ch i ldhood and Primary. . .  I th ink the curriculum framework actually 
lent itself very wel l  to doing that with the seven essential learning 
areas instead of the separate sectors (I nterview, Management 4, 6 
November 2000). 

I th ink Lockwood Smith's seamless education applied very wel l  -
where you don 't talk about the pre-school, the Primary, the 
Secondary. lt is seamless education (I nterview, Management 4, 6 
November 2000). 

McGrath concluded h is follow up memo by undertaking to respond within several 

weeks with a further paper on restructuring . This he did on 2 May 1 994 (McGrath, 

1 994a) .  He acknowledged the submissions that had been received and outl ined a 

Version 2 of the model (Figure 6 .3) for restructuring that took into account some of the 

points that had been raised. 

McGrath's Proposal: Version 2 

I n  proposing Version 2 (see Figure 6 .4  below) , McGrath paid attention to the concerns 

clustered around the place of Early Chi ldhood Education within  the model and offered 

two choices: an  Early Chi ldhood Education Centre of Learn ing or a Deputy Dean with 

responsibi lity for Early Chi ldhood Educat ion.  The matter of the integrity of programmes 

was addressed through the creation of the positions of Deputy Deans with sector 

responsibi l ity whose role was sketched in brief. The pre-service teacher education 

activity was to be kept separate from the in-service work and Pasifika gained 

recognition through the creation of a centre. The academic support services were 

brought together and the registry functions reorganised into a new grouping. 

The memo (McGrath, 1 994a) then spent time on the role of a Head of Department  

(later to  be Head of  Centre) and the general characteristics that a centre would have. l t  

was essential ly a double matrices organisation with the teach ing centres offering 

modules that wou ld contribute to programmes under the control of Deputy Deans. 
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McGrath assured the staff that Tai Tokerau had not been overlooked. His memo 

concluded with a timeline that would see the new model implemented late in the 1 994 

Academic year. 

• Note: 

Proposed Management Re-Structuring - May 1 994 (Version 2) 
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Figure 6.4 Auckland College of Education Proposed Management Re-Structuring May 1 994 (Version 2) 

McGrath fin ished by returning to some by now fami l iar themes. 

I do expect the new structure to allow the opportunity for the key 
developments we need for the future to evolve and be refined . . .  
Issues such as student choice, common timetables, flexibi l ity of 
del ivery and programme, and much better networking and co
operation cannot be achieved immediately. These will be goals that 
the new management structure will need to work towards as q uickly 
as possible. Our vision m ust be to deliver the highest quality of 
education for all who study at Auckland Col lege of Education. We 
need to ensure we do make a difference for all - that the future 
learners our graduates wil l work with are enhanced and develop their 
potential because of the quality of our programmes (McGrath ,  1 994a). 
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There continued to be response to the proposals and on 1 6  August 1 994 McGrath 

issued what he called "the final report" on the model for restructuring the management 

structure of the College (McGrath , 1 994c) . 

McGrath Proposal :  Final Version ( 1 6  August 1 994) 

McGrath , i n  releasing the final version of the structure, clarified the fol lowing aims of 

the restructuring:  

• to design an overal l  structural model defined by client groups, i . e . ,  pre
service teaching students, teachers, 'non-teacher' students and a 
recognition of the special role of the tangata whenua; 

• to recognise the services that can more appropriately be provided for a l l  
del iverers, and to group these as service sectors; 

• to reduce the numbers of staff reporting to the Principal ,  and to establish a 
strategic leadership team made up of these people; 

• to increase the authority and accountabil ity of the senior leadership team 
within the policy framework established by the College Council ;  

• to structure pre-service education according to the New Zealand Curricu lum 
Framework, while ensuring that students wil l be ab le  to  recognise the 
programmes in which they are enrolled, and employers wil l be able to 
recognise the programmes from which they recruit; 

• to position the Col lege towards the future, including recognition of the need 
to generate non-EFTS based income; 

• to change the management structure, while enabling programme delivery to 
continue; 

• to Clarify management, accountabil ity and communication l ines; 
• to promote innovation and change through technology; 
• to best position the College to make a difference for al l through education . 

(McGrath, 1 994c) 

The final "design for the future" was presented (see Figure 6 .5  below). 

One res ponse to the stated a ims considered the creation of the strategic leadersh ip 

team to be important. 

So there was a large number of people that reported to him [the 
Principal] and he wanted to set up a structure whereby fewer people 
reported to h im and people generally reported to others . . . .  So one of 
the main s ignificant parts of the restructuring was the development of 
the strategic leadersh ip team with groups of people who reported to 
h im and supported what he was doing (I nterview, College Lecturer C,  
25 August 2000). 

Further d iagrams outl ining the structure of the "School of Pre-Service Teacher  

Education" (and the deployment of  courses with in it) and the structure of the "School of  

Teacher Development" were accompanied by person specifications for Deans and job 
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descriptions for the positions of Deans, the Director of Academic Development, 

Associate Deans, Heads of Centres. A time l ine for appointments was also given. 

Proposed Management Re-Structuring - Aug ust 1 994 (Final Version) 
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Figure 6.5 Auckland College of Education Proposed Management Re-Structuring - August 1 994 (Final Version) 

McGrath Proposal: the Amended Final Version (30 August 1994) 

Despite having described the 1 6  August 1 994 paper, Designing the Future (McGrath ,  

1 994c) , as the "final report", McGrath issued a subsequent report on 30 August 1 994 

(McGrath ,  1 994b) in which he revealed that there had arisen "significant issues" that 

needed to be addressed in the new structure .  These were: 

• the placement of Special Education courses with its split of teacher education 

courses in this field into the Teacher Development School and the teaching people 

with disabi lities courses into the General Studies School was seen by those 

working in special education both within the College and outside the College as 

counter-productive; 
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• the model did n ot "convey the importance of developing a better research culture 

and promoting developments in  learning" ;  

• there had been confusion between operational functions and developmental 

functions in the Director of Academic Services position. 

McGrath then outl ined the ways in which he had modified the Final Version of the 

model by . . . . . 

• combining Teacher Development and General Studies into one School of 

Professional Development; 

• using three of the four Deans positions to cover the areas of Pre-Service Teach er 

Education , Professional Development and Te Puna Wananga . ;  

• creating a new position of Dean of Learning and Research Development. 

The revised structure (Figure 6.6) had the effect of creating a school (Professional 

Development) that was of commensurate size ( in terms of equivalent fu ll-t ime students) 

with the other schools. The creation of the new position of Dean of Learning and 

Research Development was explained by McGrath as providing: 

. . . an important l ink between the academic programmes and the 
services provided by the d irectorates . . .  This position wi l l  play a central 
role  in bring ing about the changes needed in focusing on the learn ing 
needs of our students and the consequent changes and innovation in 
our teaching methods. The position wil l  require the formation of 
project-based work teams from throughout the College to bring about 
innovation and change (McGrath ,  1 994b) . 

McGrath later described the final result in  these terms.  
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l t  is to do with size and the numbers of people involved and I mean 
teacher education is such a dominant role in the College. l t  was 
looking for a grouping of other things, other than teacher education, 
and I th ink [I thought up the] title in  the finish, a professional 
development g roup of people ,  l ike AdQual ,  who worked with 
professional development with teachers,  l ike retraining with special 
education and so on. lt began as a pooling together. My vision was 
a lways that we would eventually get to a point where special education 
and social work could actually have one leadership role and most have 
come to that. And that one role would enable people to develop some 
of the sociology/psychology papers common across them both. 
I nstead of running separate ones for twenty or thirty people why don't 
we have common ones for thirty/forty people. So there was that 
e lement. I n  a way it was a collation of the things that were left over but 
the professional development was a label to try and pull things back 
i nto the structure (I nterview, McGrath , 5 July 2000). 



Proposed Management Re-Structu ring - Aug ust 1 994 (Amended F i nal Version) 
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(Amended Final Version) 

This amended model was the one subsequently implemented. No further response 

from staff was invited. 

Impact of the New Structure 

Despite the existence of a steering group and the issuing of various papers as the 

model developed , there was sti l l  a degree to which the proposed changes were not 

understood wel l .  The result of this was an erosion of support for the proposed changes. 

Because I think the structure was imposed from somewhere there was 
resentment about that. . .  We were just told that was going to happen. 
We have got the New Zealand Curriculum Framework, now we m ust 
reorganise our College and it wil l be reorg anised in the essential 
learning areas ( Interview, Col lege Lecturer 8, 1 9  Septem ber 2000) .  
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I th ink people were q uite confused about what was happening and 
there was some suspicion and there was some fear  about impl ications 
for job security. What did it mean in terms of work-load and were we 
g oing to have to do a different type of job and have more 
accountabil ity than we had in the past? So my i mpression was that 
people were afraid that their professional autonomy was the thing that 
was most going to be impacted on ( I nterview, College Lecturer E, 6 
September 2000). 

In  reply to a q uestion about the degree to which the proposed changes were 

understood by staff, one respondent was clear: 

lt wasn't ,  it wasn't. Not at all ( I nterview, Management 8, 1 5  June 
2000). 

Where people feel isolated from the centre of decision making ,  it is not surprising that 

they show l ittle enthusiasm for the change process. 

Vivid in my memory is the fact that any time we were asked for feed
back there was a feel ing that the decisions had already been made 
anyway and that this was just a here-we-are-have-a-look .  I think many 
people probably didn't respond . . .  When you don't have the big picture 
it sometimes is a rea l  effort to get it because you consult a number of 
people and no one person seems to have the big picture in  my 
experience . . .  Somebody else had a bigger picture . . .  Sometimes the 
bigger picture is over-ru l ing (I nterview, College Lecturer 8, 1 9  
September 2000) . 

The restructuring appears to have been l inked in people's minds to a perceived gain or  

loss of  freedom that might result for them from the changes. 

Tied in there was this whole thing of accountabi l ity, a thing of 
competition and whether or not you could have the freedom to make 
decisions you had made in the past or whether there was ,  somehow 
or  other, going to be a greater structuring and monitoring (I nterview, 
College Lecturer E ,  6 Septem ber 2000) . 

Some of this increased accountabil ity was to come from outside the College and some 

from withi n  but there did not appear to be a clear understanding of the difference. 

I th ink once again the institution itself was responding to innuendoes 
from government,  central government, and it just gets passed on 
down the l ine .  And that is what it was l ike at that t ime, wasn't it? 
Everyone felt the fragil ity of their positions throughout the country so it 
was del iberate (I nterview, College Lecturer F, 25 September 2000) . 

I ncreased accountabi l ity was not seen as necessarily a bad thing . 
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I would say [the College] was extraordinarily loose. lt seemed to be 
very relaxed indeed. Now that was just my impression coming from a 
school background. There seemed to be an enormous amount of 
freedom and autonomy here and no answerabil ity at al l .  And obviously 
people had this thing called their professionalism which meant that 
they. . .  answered to themselves and others. But I had come from a 
school structure where you did l iterally answer to other people and 
you had no choice about that and I think they saw the loss of choice 
as a way of undermin ing their professionalism (I nterview, College 
Lecturer E, 6 September 2000) . 

Being asked to work within new structures is a l ikely cause of some anxiety on the part 

of those having to do so. The restructuring raised many challenges to the traditional 

ways of working in the College. I n  terms of settling into new patterns or ways of 

working so as to demonstrate approaches that wil l  characterise the "new" institution 

(sedimentation) ,  the restructuring produced uneven results and was to be qu ite 

prolonged in generating ful l  impact. 

At one stage they had schools, they seemed to have separate , real 
separate schools if you l ike and then they seemed to in some ways 
disband them at one level and then intersperse the people into the 
curriculum areas (I nterview, College Lecturer G, 1 1  September 2000). 

lt put groupings, it set up centres really, which forced people into eo
location and that eo-location forced them to talk more to each other 
and offer more in common in terms of the subject or the d iscipl ine. I 
think that probably happened . lt brought a coherence to things. lt 
broke the heart, in some ways, of Secondary in it ial ly but then it 
[Secondary) couldn't have been mainta ined. lt would, each year, have 
lost one or two more staff and so on (I nterview, McGrath , 1 4  
November 2000). 

Obviously if you are constantly seeing each other in corridors all the 
time, talking generically now about centres, you surely must be 
meeting together, social ising together, surely that makes . . .  it difficult 
to maintain tension . . .  I th ink it is mixed up with the feel ing of power. 
Secondary defin itely sees their numbers sl ipping away and they feel .  . .  
that their power is dwindling l ike sand dribbl ing between their fingers 
and there is nothing they can do . . .  They see themselves as being 
taken over by the Primary b lock ( I nterview, College Lecturer A ,  20 
December 2000) . 

lt is the impact on Secondary that seems to have been a key unresolved tension of the 

restructuring. 

The tensions were in  a sense exacerbated by the smaller groups. And 
I suppose that whenever you get a restructuring it is the smal l  g roup 
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who feels incensed . . .  somewhat al ienated (I nterview, Lecturer 1 ,  30 
October 2000). 

l t  caused tensions because al l  of a sudden Secondary had to work 
alongside the Primary and where once the Secondary group had a 
very d istinct entity of their own and were very close knit, they found 
themselves dispersed. And whereas they had previously thought of 
themselves as primari ly Secondary and then the subject or at least 
secondary and the subject, the emphasis started to come on the 
subject ( I nterview, Col lege Lecturer A, 27 September 2000). 

I was in Primary and , if you l ike, it was almost the Secondary and the 
Early Childhood being disbanded as an entity and they were fed into 
the actual centre and,  at least in Education ,  we [i .e . , the Primary 
group] were the biggest so it tended to be us sitt ing here with others 
coming to us rather than the other way around. So I guess from my 
position it seemed that the changes had less impact on me than on 
others who actual ly had to do the moving (Interview, College Lecturer 
G, 1 1  September 2000) . 

We had Early Chi ldhood and Secondary people join us so that when 
things came up or when we were discussing, say lectures or courses 
especial ly, Early Chi ldhood would vocal ly remind us what about the 
Early Chi ldhood angle and what impact does this have for Early 
Chi ldhood . . .  ? So I do think it raised an awareness for that (I nterview, 
College Lecturer G ,  1 1  September 2000) . 

I n  the opinion of some, it was very much a question of whether a set of genuinely new 

entities had been created through the restructuring or whether it was seen as a process 

of early chi ldhood staff and secondary staff jo in ing a set of primary structures (i .e . ,  the 

critical m ass of each of the new centres was the core of primary staff in the particular 

areas). 

We didn't have an  early chi ldhood lecturer residing in the centre so 
that was a difficu lty, we had to bring somebody in from outside. And in 
the secondary sector we had the specia l ists . . .  and they became more 
isolated as they worked on their own . . .  There was a lot of resistance 
from the secondary people to be in a centre, they preferred to be in  a 
sector and I bel ieve Early Chi ldhood was the same (I nterview, College  
Lecturer 8,  19  September 2001 ) .  

The impact of  the creation of  the centres was seen as immense and yet "centres" as 

such did not exist unti l the restructuring created them. Respondents painted a clear  

picture of  the restructuring being a process of Early Chi ldhood and  Secondary "joining" 

the centres. 
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There used to be departments where there were separate sectors, 
quite clearly separate sectors, with your  Secondary,  Early Childhood 
and Primary. The centres became the body and the Secondary, Early 
Chi ldhood and Primary existed with in each centre . . .  [ lt was] a huge 



impact because from a centre's view point it was bringing the three 
different sectors in l ine (I nterview, College Lecturer B, 1 9  September 
2000). 

The teaching staff that I was representing were concerned with that 
sh ift from separate secondary and primary centres I think. We had 
had separate sort of secondary centres so there was a secondary 
[Subject X] and a primary [Subject X] . Early Chi ldhood was different at 
that stage ,  it was much more hol istic and the early childhood lecturers 
went strongly into Early Chi ldhood and there wasn't, for instance, a 
nominated [Subject X] person in Early Chi ldhood . . .  So there was 
concern that we would start to lose our areas of expertise I think 
(I nterview, College Lecturer C, 1 9  September 2000) . 

The impact of the restructuring was felt at d ifferent levels. Because a number of people 

had to face new responsibi lities, " . . .  changed roles , lots of changed roles" (I nterview, 

Management 8, 1 5  June 2000), the impact was felt at an individual level .  

But i t  was very apparent to me that the strongest impact was the fact 
that I came from a small [Subject Y] department which was qu ite 
autonomous and we were on the verge of being subsumed by this 
very big brother person called [Subject Z]. So I guess that the centre 
formation was the fi rst impact for us . . .  that was the first s ignificant 
change ( I nterview, College Lecturer E, 6 September 2000) . 

The impact for Early Childhood I th ink is positive because . . .  by 
bring ing it into the mainstream it actually raises its profi le and makes it 
an acceptable and recognised part of the College and then ,  fol lowing 
that, there are the structures that support it. The fact that it is [no 
longer] marginal ised, there is a qualification committee etc etc, 
representation on Academic Board ,  Sector Board etc etc. In 
Secondary the structural th ing stil l occurred but I th ink there was a 
greater reluctance - there was a greater desire to remain separate 
and I think that is about parity - I think there is a d ifference . . .  m aybe 
Secondary felt that they were more important than the other sectors -
I don't know (I nterview, Management 7, 23 May 200 1 ) . 

This feel ing was modified by a lecturer who felt that. . .  

People have had to teach across sectors more and I guess that 
breaks down separation and, as I said before, perhaps the Secondary 
position ing of themselves these days is based on fear rather than a 
belief in  their superiority ( I nterview, College Lecturer E ,  6 December 
2000) . 

These assessments were rephrased as an anxiety related to levels of expertise by 

another respondent. 

But [Subject K] was difficult because we were actually physically 
separate . . .  and so we met and we talked about things professional 
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but administratively we were sti l l  qu ite separate ( I nterview, Col lege 
Lecturer C,  25 August 2000). 

From these and l ike comments it seems that for some, the "official picture" of the 

restructured d ivisions was at variance with real ity. For these people the restructuring , 

rather than being the development of a new "centre" concept, was seen s imply as the 

attaching of the early ch i ldhood and secondary sectors to the primary departments and 

renaming the resulting entity as a series of "centres". However, notwithstanding these 

views, some positive gains were seen. 

Anecdotal ly a lot of people have said to me that it has proved real ly 
useful because we were steering the m id-section of a ship, to use a 
poor analogy, without realising what the bow and stern looked l ike. 
While there is a lot of rhetoric about seamlessness of qual ifications 
and so on, I think most of us would have to admit that we had a fai rly 
poor appreciation of what the issues were in each sector and 
suddenly working alongside those people from the other sectors in 
your  day-to-day work and dialogue is real ly quite positive . . .  I don't 
think I had touched Te Whariki as a document. I actually read it and 
that was something new. I d idn't even know that there was such an 
an imal  and yet there were striking parallels and th ings that I found of 
interest in u nderstanding where kids had come from prior to the age of 
five in terms of the education system (I nterview, Lecturer 4,  30 
October 2000). 

For me it was, at that time, that we worked with Early Chi ldhood which 
we hadn't done before and that was great. We didn't work with 
Secondary though but we did collectively start talking and discussing 
with Early Chi ldhood (I nterview, Former Lecturer F,  29 June 2000). 

The teams were focussed and became stronger. Talked a lot more 
and real ly started to think professionally in a way . . .  there were more 
people there. The very fact that you had to think about your own 
practice. If you bring together a group of people who are 
predominantly teaching in Primary and a group who are predominantly 
teaching in Secondary that act of sorting out your common beliefs is 
going to strengthen you as a team (I nterview, College Lecturer C ,  25 
August 2000). 

While these gains were attested to by a number of participants, others felt that they 

were achieved at the perceived expense of tension developing and characterising 

some of the new groupings. 
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The tensions were in itially just trying to balance between the various 
d isciplines and then there were the different people vying for the 
position of Head of Centre, so it was qu ite interesting there. I don't 
think there was any stand off sort of tension, tense tension (but there 
were d ifferent concerns about who they saw as running the centre) 
but more the tension was having to strike a balance [between the 



different discipl ines in the centre] which is really anticipating what 
many schools are going through ( I nterview, College Lecturer F, 20 
November 2000). 

Everyone was sh ifted into d ifferent structures and a different group of 
people were establishing their power base at the same time and I 
think Secondary, once again ,  because of the things that had been 
said, felt their vulnerabi l ity and were less able,  I suspect, to establ ish a 
power base . . .  ( I nterview, College Lecturer F, 6 September 2000) 

We never really had a very thorough or insightfu l discussion amongst 
all of us about what the d iscourse of [Subject S] is and what is the 
discourse of [Subject T] and from where I sit there is some 
incompatibi l ity between those two discourses ( I nterview, Col lege 
Lecturer E,  6 December 2000) . 

Summary and Analysis 

Ostensibly the pressure to restructure the Auckland Col lege of Education in 1 994 had 

its orig ins internally. The Principal, Dennis McGrath,  acted to initiate consideration of a 

new structure and the subsequent work of the steering group and its consultations led 

to the implementation of a new structure for the 1 995 academic year. While this all took 

place within the College,  McGrath was bringing together key external factors which he 

knew posed challenges to the College and which the existing structure, he believed, 

could neither respond to nor withstand. Key factors included: 

• the abi l ity of the College to continue as a stand-alone institution; 

• the general culture of the College in terms of the academic nature of its work; 

• the challenges posed to the College by the curricu lum reforms in the compulsory 

school system with the New Zealand Curriculum Framework; 

• the new opportunities offered by the reform of the q ualifications system within the 

new regulatory environment of the New Zealand Qualifications Authority; 

• the pressures on d ifferent sectors and especial ly on Secondary as funding levels 

were lowered and student numbers declined in some areas. 

McGrath saw a way of dealing with these through internal restructuring which posed 

something of a challenge for College staff long used to working in a heavily 

compartmentalised sector-oriented way. 

The sh ift from a sector-based organising principle to a centre-based one was the 

defining change made to pre-service teacher education at the College during the period 
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being studied. This one element, among a wide-ranging suite of changes introduced at 

that t ime, made it possible for: 

• teacher education staff to work across sector boundaries; 

• flexib i l ity to develop in order to cope with fluctuations in  student numbers and 

generally depressed levels of funding; 

• the Col lege to give effective expression to the school curriculum which had been 

reformed and which now placed an emphasis on seamlessness and connection;  

• staff to d irect energy to their special ist subject areas and to put their sector 

focussed work into a wider context. 

Figure 6. 7 summarises the impact of the restructuring on both the institution and the 

staff. The restructuring of the College, in terms of the potential  tension created by the 

pressures to change (the vertical axis) and the complexities of the changes proposed, 

were comp lex in  their implementation (the horizontal axis) and demanding on the staff. 

Figure 6 .8  summarises this horizontal axis with regard to the process of change and 

restructuring.  

Restructuring E lement 

Issues of the Auckland College of 
Education as a stand-alone institution 
raised 

Centres established based on the 
New Zealand Curriculum Framework 

I mpact on the Institution 

• College pro-actively addresses 
relationships with other 
institutions 

• Centres established 

• Programme development 
capability increased 

• Staff able to work across 
programmes 

• Produced a point of comparison 
between school organisational 
structure and College 
organisational structure 

I mpact on Staff 

• Staff eo-located 
Sector emphasis diminished 

• New programmes able to be 
developed with impact of ways of 
working and workloads 

Staff required to work in sectors 
beyond their key focus and 
personal experience 

Centre for Professional Development • Small and specialist programmes • Staff across major areas have 
created and areas brought into the increased contact 

mainstream 

Position of Dean of Learning and • Academic Board re-focussed • Higher level of accountability 
Research Development established • Consideration of the academic 

integrity of the College 

Figure 6.7 
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• Academic Board Sub-committees • Research and Research Ethics 
established become a focus (see Chapter 6 

• Research culture signalled as 
important 

Impact of Restructuring on the Institution and the Staff 

• See C hapter 6 



The restructuring had its orig ins in  the College attem pting to re-position itself to be 

more strongly placed in  a market characterised by contestabil ity (or at least, at that 

point in time, the prospect of it) and the pressure on resources especial ly in Secondary. 

The proposal was put into an environment in which consideration of it was coloured by 

the d istinct histories and traditions of the sectors (Early Childhood, Primary and 

Secondary) which were to take a less prominent role in  the Col lege as centres were 

established. H owever, the relative sizes of the sectors (Primary - large, Early 

Chi ldhood and Secondary - small) were a factor in  the different responses to the 

restructuring proposals (habitual isation) .  Subsequently, the development of agreement 

and understanding among the staff (objectification) was very m uch affected by the 

degree to which people perceived themselves and the groups to which they belonged 

to be "winners" or " losers". Consequently, the degree to which the restructuring had 

impact on the way the College worked (sedimentation) was variable and neither 

immediate nor complete. 

When the Researcher rejoined the College staff at the beg inning of the 1 997 academic 

year, two years after the restructuring had been implemented, the accommodation of 

secondary staff into the centres was at best patchy and in some cases dysfunctiona l .  

Secondary, unti l  1 998, continued to use a timetable that did not fit with the general 

College timetable, only a portion of secondary staff worked across programmes and 

there remained a marked degree of antagonism between Primary and Secondary 

which was not one-way. Only with the implementation of a common timetable in 1 998, 

the reconfiguration of the secondary programme into modules that fitted the primary 

organisational model in 1 999 and the completion of the eo-location of staff into centres 

in 1 999, could the sedimentation be said to have reached an advanced stage with 

regard to the Primary/Secondary relationship. Figure 6 .8 shows the progression 

towards sedimentation of the changes. 

Early Childhood achieved the integration that had eluded Secondary much more 

q uickly as the introduction of the BEd (Teaching) gave them a structural l ink with 

Primary and their assimi lation into the centres was ,  as a result of this, achieved m uch 

more quickly. 

The structure proved to be robust enough to withstand the fu l l  force of competition in 

the period 1 997 to 2000. The more streamlined structure for pre-service teacher 

education would later be credited with assisting the development of the BEd (Teaching) 
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degree. This development gained from the more coherent academic focus resulting 

from the structure and from the work of the newly created position of Dean of Learning 

and Research Development. The attention that the appointment to that posit ion 

brought to bear on the academic and research culture of the College greatly assisted in 

the provider degree development. 

Horizontal Analysis of Restructu ring 
�------------------------------, 

A reformed tertiary environment introduced high 
levels of contestability into a market characterised 
by reducing levels of funding and depressed student 
numbers - especially in secondary. School 
curriculum reforms introduced essential areas of 
learning as an organising principle. Qualifications 
reforms had opened new opportunities for colleges 
in a new academic environment. 

+ 
Innovation Habitualisation 

McGrath proposes Staff responses produce 
a restructuring of a series of iterations of 
the College backed r. the structure which 
with argument finally is agreed and has 
about the as key features: 
challenges faced in - Faculty groupings 
the future by the - Staff located in Centres 
College. - Dean for Research 

established 

� � 
College staff in a merged College continue to work in 
the 'silos' of early childhood, primary, and secondary 
(see below). The distinctions between what once were 
separate colleges and then sep·arate departments 
within one college continued. 

Figure 6.8 Horizontal Analysis of Restructuring 

Objectification 

Over succeeding years 
staff understanding of 

........ the impact of the 
,.. changes. Key 

experiences help this 
process: 
- Academic Board reform 
- BEd (Teaching) 
- Research Culture 

Sedimentation 

Progress made with settling 
into the patterns or ways of 

+ working proposed by the 
restructuring: 
- Academic Board structure 
- Cc-location of staff in 
Centres 
- Full removal of structural 
impediments to working 

Efforts to develop the research culture continued to be part of a bigger picture and a 

feature of the "way of working" thus increasing the levels of sedimentation of the 

changes brought about by the restructuring. As McGrath had concluded in his paper on 

Restructuring ACE , which led to the restructuring :  

So we need to continue to bu i ld  the culture, find ways of supporting 
research in applied fields and by groups of staff, to ensure we publish 
and communicate, and to make clear we don't expect, or want, all to 
be researchers (McGrath, 1 994d). 

The research culture and its development is the focus of the next chapter. 
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Chapter 7 

From Us i n g  to Doi n g :  Developing the Acade m i c  

Researc h  Cu lture 

There definitely wasn't a research culture, there was the culture that 
said that College was the practitioners and the University was the 
researchers (I nterview, Former Lecturer F, 29 June 2000). 

As part of the admin istrative and academic restructuring a new emphasis was placed 

on research . 

Top-down 
pressures to 
change 

Merger + 

Restructuring 

BEd Degree 

Provider 
Degree 

Bottom-up 
factors 

1 975-1985 
Government 
measures lead to a 
successive mergers 
amalgamations 

Series of historical 
mergers and 
amalgamations 

Staff work in clearly 
defined sectors from 
school tradition 

... 

1 886 - 1 990 1 991 -1995 1 996-2000 

College Reforms demand New provider New tertiary 
responds to new ways of working degree possible environment 
need for but requires tests stand-
degree research culture alone 
qualifications institutions 

Merger between College 
the Primary and considers 
Secondary ... future merger 
Teachers with a tertiary 
Colleges, ... partner 

L . . ..... Proposals Staff 

developed ... increasingly 
work across 

for new ' sectors 

• • 

-------�·� Joint degree 
1111"' reviewed 

Staff challenged 
by working 
across sectors 

h 0 0 o  0 0 0 00� Provider 
degree 
developed 

Staff acquiring new 
skills as tertiary 
researchers and 
teachers 

Figure 7.1 Schematic Outline of the Change Narratives 

Teachers Colleges in New Zealand did ncit historica lly place any emphasis on research 

as a necessary adjunct to teaching in the way that their colleagues in universities had. 

While excellent teaching was an expectation of College staff, there was no pressure on 
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them to engage in  research and publication. I ndeed there may even have been some 

hostil ity towards the idea. 

As the tertiary environment in New Zealand changed, institutions other than un iversities 

were able to consider offering degree courses. A requirement of this was that degrees 

were to be taught predominantly by staff engaged in research. McGrath had in earl ier 

papers spoken of the need to develop a research culture in the College. 

After having first outlined the background to the discussion of what constitutes valued 

activity in the Col lege and in the academy general ly, this chapter charts the course 

taken by the Col lege to achieve an academic research culture . A number of change 

agents used at the Col lege to achieve this goal of a research culture are identified and 

their contribution analysed before the impact of the research culture is assessed . 

Background to Valued Activity 

Cultural research can be a helpful approach in studying institutions in change (Kuh & 
Robinson ,  1 995) .  These authors see four levels (artefacts, perspectives, strategic 

values and assumptions) as indicators of cu ltural simi larity and d ifference based on a 

definition of culture which is "the collective, mutually shaping patterns of norms, 

physical settings, values, practices, beliefs and assumptions that guide the behaviour 

of i ndividuals and g roups in an institution of higher education and provide a frame of 

reference within  which to interpret the meaning of events and actions on and off

campus" (p. 73) .  I n  a situation of change, this produces what Mahoney ( 1 990) has 

cal led the "different institutional culture phenomenon" (p. 1 6) .  He further noted that this 

caused significant tensions in the creation of the comprehensive un iversities in 

Austral ia in the 1 980's. The different institution phenomenon is something that comes 

down to being defined as a certain kind or type of institution. 

A wide-ranging survey by Ducharme and Ducharme (1 996) showed that staff engaged 

in teacher education undertook less research activity than their un iversity colleagues 

general ly. The balance between research, teaching and school partnership activity is 

very much a matter of what constitutes valued activity in an institution (Grudnoff & 
M iddleton , 1 998) and that is, in any final analysis, a question of institutional cu lture 

(Kuh & Robinson ,  1 995) and what has been called, in the situation of a relationship  

between institutions, "the different institutional culture phenomenon" (Mahoney, 1 990,  

p . 1 6) .  While there m ay be a view that the research/publication versus teaching debate 

was both tired (Boyer, 1 996) and rather overstated (Mil lard, 1 991 , pp. 1 38- 1 43) , it 
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remains as one of the defining characteristics that is used to describe the 

quintessential qualities of a university and to delineate the distinctions between a 

university and a col lege.  This had previously led to considerably increased research 

activity among college staff in a New Zealand post-merger situation (Aicorn , 1 995, 

p.27; Smedley, 1 997, p.2) . 

While traditionally research was not seen as a priority with in the colleges (Keen ,  200 1 , 

p .83) it was not the case that there was no research . There was, but those who 

engaged in it did so as individuals and somewhat out to the side of their "key ro les". A 

previous Principal of the College reported that he had to provide written assurances to 

the New Zealand Department of Education that the research activity of a staff member 

(who subsequently would become one of New Zealand's most respected educational 

researchers) would not adversely affect his teaching duties (Personal Communication ,  

29 November 200 1 ) . 

From my perspective it is not a real ly strong feature, the research 
side. Although there are people who have done research with i n  the 
College, I don't think that they have always been g iven qu ite the 
opportunities. For instance . . .  people have the small research projects 
they have to do, the teaching load comes first, not the research 
( I nterview, Lecturer 2, 30 October 2000). 

When I first arrived because I had always had a research orientation, 
I had published in international journals etc. But I wanted to go out 
and do some research and so I remember going to [my Head of 
Department at the time] and I said "I real ly want to do this work on 
peer tutoring in local primary schools and it would only be in my own 
time," and he said "Oh I don't know about that." He said " al l right ,  so 
long as it doesn't interfere with your own teaching." ( Interview, Former 
Lecturer F, 29 June 2000). 

These issues relating to the place of research in colleges of education were and are 

present in the New Zealand higher educational context. A recent study (Sul l ivan ,  1 997),  

What Should Count as Work in the "Ivory Tower"?, raised the d ifficulty of bui ld ing into 

staff workload equations different kinds of work that academic staff undertake and 

establ ishing a balance between them. This study showed that quantifying the academic 

workloads of staff is exceedingly d ifficult and fraught with contention .  Su l l ivan ( 1 997) 

noted that the quality assurance statements used by the Victoria U niversity of 

Well ington described their expectations of teaching , research and admin istration .  Even 

the rhetoric that is used in such d iscussions is questioned. 
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Why is it not considered strange in academic circles to speak of 
research opportunities and in the same breath to talk about teaching 
loads? . . .  Why is it that professors will complain of the effort g iven over 
to teach ing when it al lows less time for pursuing their 'own' work? 
( Lucas ,  1 996, p. 1 95). 

Mi l lard ( 1 99 1 )  also used the term "myth" when entering the debate (pp. 1 38-1 43). He 

accused those who subscribe to the "Research-Publication Myth" as oversimpl ifying 

the issues. While acknowledging that the primary criterion for promotion is the 

"scholarly record" ( in other words publ ications), teaching is not always ignored. He 

asserted that neither research/publ ication nor teaching/learning was the sole business 

of the h igher education institut ion. He also noted that it does not always follow that 

good researchers or scholars are necessari ly good teachers nor is research and 

scholarsh ip the best preparation a lways for teaching . 

Tensions in Teacher Education 

While the distinction between "research" and "scholarship" might seem to be only of 

semantic importance, the pressure of combining the research imperative with the 

demands of professional involvement in schools has been identified as one of the 

central challenges resulting from a college/university merger (Aicorn , 1 995, p.27) . lt is 

clear that in  locating teacher education programmes within a un iversity, success as a 

teacher educator depends not only upon effective teaching , advising and supervision ,  

but also upon a substantial  increase in  research activity (Smedley, 1 997, p .2) .  A 

comprehensive investigation of teacher educators in the United States (Ducharme & 
Ducharme, 1 996) documented heavier workloads and less research activity by staff 

l inked to school supervision .  l t  also noted the low status, promotion and tenure 

opportunities granted workers in this area.  Such findings highl ight the central 

importance of this issue in any move from college-based teacher education to 

university-based teacher education and the need to continue to shape definitions of 

valued activity which support the partnership activities which are important professional 

and academic  imperatives associated with teacher education .  Smedley (1 997) 

asserted that the relatively low rate of publ ication by Austral ian teacher educators 

threatens to retard the development of an accepted knowledge base and stated that 

"this low rate is l inked, u ltimately, to heavy demands upon teacher educators, demands 

that wil l  g row as partnership innovation expands" (p. 1 2) .  The College had aspirations 

to develop a research culture and when McGrath signal led th is through the 
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restructuring proposals, it was inevitable that these issues would be imported into the 

College. 

I nvolvement with schools and the wider professional school community (e .g .  

professional associations, teacher conferences, refresher courses and so on)  demands 

professional activity from college lecturers that goes beyond the conventional 

defin itions of research. The question that arises from this situation concerns the relative 

value placed on el ite teaching compared with that placed on el ite research (Nance & 
Fawns, 1 991  ) . One participant spoke anecdotally of the status of teacher education in 

the un iversity context just a few years previously. 

To me one of the most important things is that we need a New 
Zealand voice . . .  We haven't done the ground work yet because we 
haven't had a culture of teacher education as a discipl ine. I know 
somebody who is doing their PhD in teacher education in the states 
because no-one at Auckland [University] would supervise her there 
because they don't want to be involved with such low-level stuff. And 
this was probably three years ago. But they wouldn't say that now 
(Interview, Former Lecturer F ,  29 June 2000) . 

I n  the context . of the merger negotiation between the Auckland College of Education 

and the University of Auckland a Table (see Figure 7 .2) was developed that explored 

some of the aspects that lent credibi l ity to professional education programmes within 

the school and university communities (Grudnoff & M iddleton , 1 998, p.8) .  While the 

columns are not mutually exclusive, it is suggested that the histories of the two 

institutions will inevitably lead to a university having more credibil ity in the ways 

indicated in the right hand column while a college of education wil l emphasise the 

characteristics detailed in the left hand one. In terms of institutionalism (see Chapter 2) ,  

the defining characteristics of a un iversity and those of a teachers college inevitably 

cement into place clear differences in expectations between the two institutions. I n  

those particular negotiations it was asserted by the College that in  any merged 

institution, credibi l ity would require that both columns were respected ,  reflected in 

practice, viewed by the institution as "valued activity" and rewarded accordingly.  While 

this particu lar negotiation did not result in a merger, a desire to respect and bring 

together two quite distinct histories was a feature of the College following the period of 

restructuring. 
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Close relationship with the school comm unity. 

Staff appointed to teacher education positions who have 
a reputation as quality classroom teachers. 

Staff commitment to research that: 
• I ncreases the understanding of classroom teachers 

• 

Expertise in curriculum subjects through: 
• involvement in national curriculum development 
• involvement in school based curriculum development 
• ability to support teacher professional development 
• understanding of how novice learners achieve in the 

curriculum 
• ability to deliver the curriculum to novice learners 

Staff involved in professional activity that includes: 
• presentation of papers at teacher conferences 
• publication of papers in teacher journals 
• participation in teacher professional development 

Staff that understand the process of preparing beginning 
teachers and developing in them an understanding of 
and a commitment to the learn in of others. 

Close relationship with the world of university 
scholarshi . 

Staff appointed to university positions who have 
advanced qualifications and either proven or perceived 
abili as researchers and tertia teachers. 

Staff commitment to research that: 
• increases theoretical understanding 

ushes boundaries of knowled e 

Involvement in curriculum subjects through :  
• involvement in national curriculum development 
• development of new knowledge and understanding 

publication of curriculum related research 
• ability to both undertake and supervise research in 

curriculum areas 
• teaching and research of a subject beyond the levels 

of the curriculum 

Staff involvement in professional activity that includes: 

research activity that meets the ideals of academic 
rigour 

• publication in refereed journals 
• artici ation in academic conferences 

Staff skilled in developing a d iverse group of learners 
largely responsible for their own learning. 

Staff skilled in developing and articulating a theoretical 
under innin . 

Figure 7.2 Analysis of Status Factors (Grudnoff & Middleton, 1 998, p.9) 

Proposals for Strengthening the Research Focus 

For the reasons discussed above, research had not been a feature of teachers 

colleges. Nor had research featured in the early discussions of changes at the College. 

l t  is  not something that I recall being the focus . . .  it wasn't signalled in 
the in it ial strategic paper and the [restructuring] working party was 
looking at putting that into place. There were a number of interesting 
seminars coming through at the time, and certainly the development 
of a strong support g roup for staff undertaking PhD's was seeing 
them bringing in more and more thinking along those l ines. But it was 
not a feature of the orig inal discussion . . .  Research did come in . . .  
around that period. If we were going to offer our own degree the 
research culture was one that would need to be strengthened, that 
that was one of the critical features for being a degree granting 
organisation ( I nterview, Former Lecturer E, 29 June 2000). 

Aspirations towards granting a degree and the review of the existing degree teaching 

arrangements with Auckland U niversity led to a change in  this situation. McGrath 

(1 994d) , in  the report to the staff of the Auckland Col lege of Education in which he 

advocated changes to the administrative structures of the College, stated that " in very 
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recent years I have tried to develop a better research culture in the Col lege" and went 

on to assert that the Col lege was "a long way off laying claim to an institution which is 

recognised for research" (McGrath, 1 994d) .  In developing this theme he implied a 

recogn ition of some of the tensions that are built into discussions about research in 

tertiary settings, the theory/practice d ichotomy, the teaching/research pressure and the 

capacity within an institution to reflect a wide range of valued activity. 

We have unique opportunities for research - perhaps not so m uch of 
the strong ly academic or theoretical kind but of the applied kind, of 
the action research kind . We should, and must, be encouraging some 
staff or groups of staff to be involved in small research activities and 
projects which can inform the way we teach or the way in  which our 
students and the students in schools learn. These research activities 
must be published and the findings communicated. 

We also need to recognise that not all staff need to be involved in 
research. We need to make clear to staff that some wil l  be valued as 
much for their unique and important contribution to teaching as others 
may be for their abi lities in research. lt has been suggested there is a 
feel ing that m! staff are being pressured into a qual ification and 
research race. Clearly some staff may be excellent teachers and 
should be recognised as such rather than have the concerns about 
qual ifications/research draw them from the task they can do wel l .  

So - we need to continue to bui ld the culture , find ways of supporting 
research in applied fields and by groups of staff, to ensure we publ ish 
and communicate, and to make clear we don't expect, or want, .§!1 to 
be researchers. 

(McGrath, 1 994d) 

The kind of official endorsement from Dennis [McGrath] that research 
was a g ood thing was damn good news (I nterview, Former Lecturer 
F, 29 June 2000). 

Eight months later, towards the end of the d iscussions about restructuring the 

administrative provisions in the College, this matter assumed greater significance and a 

Dean with responsibil ity for Learning and Research Development was appointed 

(McGrath , 1 994b) . Despite having described the 1 6  August 1 994 paper Designing the 

Future (McGrath, 1 994c) as the "final report", McGrath issued a subsequent report on 

30 August 1 994 in which he revealed that there had arisen "sign ificant issues" that 

needed to be addressed in the new structure. One such issue was the place of 

research in the restructured Col lege (McGrath, 1 994b) .  

The model did not "convey the importance of developing a better 
research culture and promoting developments in learning (op.cit . ) .  
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The decision to create this new position was seen as providing . . .  

. . . a n  important l ink between the academic programmes and the 
services provided by the directorates . . .  This decision wil l  play a 
central role in bringing about the changes needed in focusing on the 
learning needs of our students and the consequent changes and 
innovation in our teaching methods. The position wil l  require the 
formation of project-based work teams from throughout the College to 
bring about innovation and change (op.cit . ) .  

The initial emphasis was on learning and that the importance of research in the 

proposal was n ot specifica lly mentioned or emphasised. But it is research that is at the 

top of the l ist of key outputs listed in the job description which fol lowed in that 

document. The m otives for such a development were clear in McGrath's view. 

We debated about how we were going to get research moving in the 
institution and I was quite worried that if we left it to Heads of Centres 
and to Deans and so on . . .  what would be the incentive for them to 
move? And we came to a viewpoint. . .  that un less we had someone 
with accountabi l ity and responsibil ity at a h igh level in the structure 
we weren't actually going to move it. I said OK I will create a Dean for 
Learning and Research Development and that Dean won't have any 
staff but wi l l  have the responsibil ity for two years of driving through al l  
the structures, al l  the policies, al l  the positions that we needed to 
have in terms of learning and research development in the institution. 
I could see, because of the work on the qual ifications side of it ,  that if 
we were going to have a degree we needed to be sure that we could 
have research to support the degree because under legislation it has 
to be taught m ainly by people involved in research (I nterview, 
McGrath ,  5 J uly 2000). 

McGrath was aware that in pursuing his key strategic directions, promoting equal 

relations with other institutions and developing the capacity to grant degrees, the 

creation of a research culture was essential .  
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If we were to stand, even in a co-operative relationship with the 
University, we had to be better at teacher education than we were. 
There was a lot of teacher education which was content or selected 
studies in the primary area anyway, there was a lot of it which wasn't 
to my m ind integrated so if we were going to lift the standard at a l l  
then i t  had to be l ifted by involving people in a research type · of 
approach ( I nterview, McGrath ,  5 July 2000) . 

lt was easy to say we were going to teach a degree, it is not so easy 
to say we are going to be able to demonstrate that we have got a 
research base to enable us to teach the degree (Interview, McGrath, 
1 4  N ovember 2000). 



The Research Change Agent: Challenging the Culture 

In  March 1 995, a British academic who had previously visited the College, Maeve 

Landman, was appointed to the position of Dean of Learning and Research 

Development. This was seen as a clear and publ ic statement of the important role 

research was to have in the restructured College. l t  was also clear that the co

incidence of McGrath developing a commitment to this position and the avai labi l ity of 

an overseas academic with a background in educational research was a significant 

factor in the creation of this position. 

I think that the establishment of that Dean's position was in some 
respect kind of calculated in terms of future positioning . I think we al l  
knew that at some stage we would al l  be involved in arguing our right 
to offer a degree as an institution and I th ink part of it was planned on 
that basis. I think some of it was also a bit serendipitous, wasn't it, 
that the person appointed somehow came out here and talked the 
institution into creating a position for her . . .  Well that's my perspective, 
it may be totally unfair and inaccurate (I nterview, Lecturer 4, 28 June 
2000) . 

Maeve was critical here because she got the job as the first [Dean of] 
Research . . .  The fi rst year she ran seminars on research we went off 
site and had them. So there was that kind of real thrust in terms of 
people talking about what was research , what was research for ACE .  
That was driven by  Maeve. Prior to  that we had had a committee 
that. . .  kind of spasmodically did things . . .  lt is that thing about little 
things l ike, structurally signalled things, are not given the importance 
and when they fit in the structure other things go ( I nterview, 
Management 7, 1 0  October 2000). 

I found it qu ite . .  , offensive is probably too strong a word, but to go to 
another country and bring someone in. lt would have been d ifferent if 
the person you had brought was a researcher of substance and who 
could have been a leader. Then that would have been fine. But to 
bring someone who was no better qual ified than a number of staff, 
someone from another country to the College,  sounds l ike colonial ism 
and cultural cringe and whatever ( Interview, Former Lecturer F, 29 
June 2000). 

lt was very clear that it was a position based on a person ( Interview, 
Former Lecturer F, 29m June 2000). 

lt was a position based on a person . . .  it was l inked to somebody who 
was actually visiting the College at the time and it was seen as a very 
personal position.  Yes, and there was quite a lot of unease about that 
(I nterview, College Lecturer C, 25 August 2000) . 
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N otwithstanding the mixed response the Dean's appointment received, the provision of 

resources was a clear statement and was not restricted to the creation of a position. I n  

that role, Maeve Landman in itiated d iscussion o n  the academic nature and culture of 

the Auckland College of Education. "Once Maeve found her feet, I think she had some 

very valuable contributions to make" (I nterview, College Lecturer F, 25 Septem ber 

2000) .  Among those contributions was a discussion paper presented to the Academic 

Board ,  A CE as an Academic Community (Landman, 1 995) . This was later described 

as a contribution that "was real ly noticeable" ( Interview, Former Lecturer E, 29 June 

2000). 

In that paper Landman addressed two concerns, enhancing staff competence and the 

organisational culture of the College. She described the culture of ACE as being on the 

one hand " Balkanised" and on the other anti-academic. 

l t  may be, however, that what we face is an evolved culture where 
'we' don't want to be academics (too consumed by theory, too remote 
from the chalk-face) and anyth ing other than giving al l  in front of (a 
relatively) smal l  class or supervising students in school is possibly 
regarded as a management plot to extract more surplus labour value 
from exploited workers whose goodwi l l  is being taxed beyond 
reasonable l imits. This is expressed as the anxiety that we can't 
research, we don't have time (Landman, 1 995, p.2). [original 
emphasis] 

She fol lowed this forthright analysis with the claim that she could not detect in the 

culture of the Auckland Col lege of Education at that t ime any sense of the importance 

of academic activity and even some cynicism towards it where it d id occur. There was,  

she claimed , a feel ing that i t  was the institution that benefited from such activity 

especial ly where there is little opportun ity for internal or external mobil ity. She 

acknowledged that this analysis was "crudely stated" and conceded that there were 

many positions between the polarities she drew. What Landman was d iscussing was 

the nature of the College from an academic point of view. 

I n  New Zealand there was little expectation that a "teachers college' would have a n  

academic research tradition and culture. S o  a n y  pressure to change in this regard was 

one that was top-down as the need to have a research culture in order to teach 

degrees was an external pressure. There was also among staff a general feeling that 

this d i rection was desirable in spite of their experience of working in a teachers 

college/col lege of education.  Landman further teased out this institutional phenomenon 

as she outlined the issues as she saw them at that time. Foremost amongst these were 
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the structural weaknesses in the professional cu lture of teachers. Claim ing support 

from the l iterature, Landman saw the weakness of this culture being expressed in . . .  

. . . the lack of control over entry into the profession and professional 
conduct; hierarchical structures that historical ly endorse paternalistic 
institutional practices; and an ambivalence about the value of the 
academic nature of teachers' labour - typically a tendency to dismiss 
the language of theory as 'jargon' .  These features are reflected within 
this institution (Landman, 1 995, p .3) .  

She fol lowed this with an analysis of  the cl imate within  the College that she described 

as lacking opportunities for academic and intellectual exchange, offering l imited means 

of contributing to policy development, exhibiting a narrow over-emphasis on academic 

activity such as research (which is often addressed in the "arena of industrial relations" 

rather than through "colleg ial deliberation") and maintaining an overwhelming 

confidence in the validity of the "way we do things" that "fosters a lack of our 

confidence as academics" (p.3) [her emphasis] . To overcome these perceived 

deficiencies, she then described a possible structure for the Academic Board to 

consider, a structure "that properly informs institutional d irection and fosters an 

organisational culture and staff competence that are consonant with a higher education 

institution" (Landman, 1 995, p.4) .  

I n  turning her attention to the Academic Board,  Landman saw it as overly (but properly) 

concerned with programme/course approval and in scrutinising initiatives within the 

College. Its meetings she claimed "can, despite great industry and laudable intentions, 

procedural ly descend into just-endurable tedium" (Landman, 1 995, p .5) and she 

proposed changes that would "revitalise the Academic Board as the final forum of 

pedagogic and other academic developments ; . . .  locating it as the nerve-centre of 

academic debate" (Landman, 1 995, p.5) . 

Effective Structures Promoting Academic Research 

I n  summary, Landman (1 995) advocated revised and broad-based terms of reference 

for the Academic Board and a sub-committee structure to support its work. The sub

committees she identified as reflecting current and planned activities were: 

• Academic Standards and Quality Committee 

• Research and Staff Development Committee 

• Teaching and Learning Committee 
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• Academic Planning and Development Committee 

• Equal Opportunities Committee 

• Research Ethics Committee (p.6) 

Each of these committees was designed to have an impact on the academic 

environment and the levels of accountabil ity in the College and an "Academic Plan" 

was promoted as a useful vehicle for discussion in the College.  Landman then 

d iscussed what she saw as a significant lacuna:  

. . . . . there should be more than structure for debate - there should be 
genuine p urpose [her emphasis]. There is little point in bui lding 
col legial structures merely for the sake of developing the collegium,  
where no tradition for th is exists. The colleg ium should act as a foi l  for 
the executive - but the most developed expression of the executive is 
the Strategic Leadership Team (SL T) . As things stand, the SLT can 
thus be too easily diverted into the management of operational 
concerns. The executive structure, therefore, needs to be spread 
more widely, so that there can be a genuine interplay between it and 
the collegium and the SL T can purposefully attend to ACE's strategic 
direction . There are, on this view, two tiers of middle management to 
be shaded in . . . . . . .  that I bel ieve would advance our aspirations to 
operate as an academic community. [ In  an appendix these are 
identified as the Associate Deans and Heads of Centres. ]  We should, 
however, be aware of the potential for paradox in attempting this in an 
historical ly hierarchical institution (Landman, 1 995, p. 1 1  ) .  

As a resu lt of  Landman's paper the Academic Board established a working group and 

the Board ,  on 26 October 1 995, asked that this group report to  i t  by 30 November 1 99 5  

(McGrath, 1 995d). The subsequent report noted that, in requiring this, the Board 

" recognised the importance of a consideration of the Academic Board structure before 

the beg inning of the 1 996 academic year and before any more proposals from 

Auckland College of Education were forwarded to the New Zealand Qualifications 

Authority" (McGrath, 1 995d, p . 1  ) .  Later, it  made clear a key motivation for re-structuring  

the  Board . "We are mindful of the need to  provide a better basis for staff involvement 

and d iscussion and to provide a means by which the work of the Academic Board can 

be more encompassing and tru ly reflect the pivotal role the Board should have in the 

academic affairs of the College" (McGrath, 1 995d, p . 1 ) .  

The working group recommended the adoption of the sub-committee structure 

advocated by Landman ( 1 995) with regard to the Research and Staff Development, 

Academic Standards and Qual ity, and Academic  Planning and Development 

Committee .  The Learning and Teaching Committee proposal was changed to 
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encompass technology and the Equal Employment Opportunities Committee was 

considered to be a proposal that dupl icated current functions within the College .  

Research Ethics was to be a separate committee not reporting to the Board (McGrath , 

1 995d, pp.2-3) .  The proposals of the working group were adopted by the Academic 

Board. 

The Research and Staff Development Committee, established fol lowing the resolution 

of the Academic Board, met for the fi rst time on 21 May 1 995. At that first meeting, 

chaired by Maeve Landman and attended by ten members of staff, the Committee 

resolved to seek approval for an additional term of reference - "To promote and sustain 

a research culture within ACE."  Tasks identified for the Committee included: 

• establishing and maintaining a research database; 
• using the New Zealand Qual ifications Authority's defin itions of 

research (it was noted that "many people do not recognise that 
what they are doing is research") ;  

• promoting research "consciousness"; 
• ra ising issues related to research benefiting the individual versus 

the institution . 
(Research Development Committee Minutes, 2 1  May 1 995) 

The innovation (i .e . , the establishment of the Dean of Lea rning and Research 

Development position) had provided the catalyst for change - the intention that the 

College was to develop a research culture that was embedded in a vigorous academic 

cu lture. The response to this ( i .e . ,  habitualisation) had included proposals for a re

vitalised academic board supported by a sub-committee structure that focussed on 

research. The situation was ripe for developing an effective understanding of and 

commitment to the changes (i .e. , objectification) .  While it might seem that the Col lege 

was now in a strong position to see the effective implementation of this change, there 

remained some insecurity as to the definition of research. 

Determining the Definition of Research 

Defining "research" was to be a continuing concern for this committee from its inception 

through to the end of the period covered by this study. McGrath had earl ier drawn 

attention to the importance of the research culture in a degree-granting institution. 

A key to any institution being accredited to teach degree programmes 
is the research culture to support the programme. We need to ensure 
we can record and defend our record here. We have tried to 
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emphasise this in recent years and we have the advantage of 
accepting the NZQA definition of research which again features in 
TAG papers" (McGrath, 1 995c). 

In New Zealand, the leg islative definition of a degree relates to teaching by those who 

are mainly engaged in research. Such a definition itself raises issues. " Research" as a 

term had been chal lenged for some time by the phrase "Research and Scholarship" 

and there had been much debate on this. 

There was strong argument and debate - polarised viewpoints in 
terms of pure research from the university perspective . . .  as opposed 
to a more encompassing NZQA defin ition that arose from the CNAA 
stuff from the UK which al lowed creative aspects of the Arts to be 
regarded as part of research but more than just scholarship, more 
than j ust keeping up-to-date with your  curriculum areas and so on .  
But i t  was a broader based research defin ition and that was the one 
that we, of course, chose and said that is where we are going 
( I nterview McGrath , 14 November 2000). 

The conventional views of research seemed to be rigid by comparison .  

The other theme that started to  happen was what constitutes the 
model of research , correct research? The research/scholarship 
debate. But it's a lso a view that proper research is psychology. Other 
people, h istorians, don't do research . I mean that's putting it at its 
worst. What you and I are doing is not research (I nterview, 
Management 8, 1 5  June 2000) . 

This was especia l ly a di lemma when the Col lege, early in the development of a 

research culture, compiled material for the accreditation of the BEd (Teaching) degree 

in 1 996. 

lt was beginning the journey but the College wasn't wel l  placed .  I n  
fact Maeve d idn't know how she was g oing to solve this problem [i .e . ,  
portray the  College as a research-oriented institution]. So what she 
did is that they literal ly typed up every CV and dragged stuff out of 
people and just invented . . .  And of course when you start to actual ly 
say to people this is what you have got, people actual ly have a lot of 
stuff ( Interview, Management 8 ,  1 5  June 2000) . 

The early meetings of the Research and Staff Development Sub-committee of the 

Academic Board addressed issues of policy development and this resulted in the 

approval of a Draft Pol icy on Research and Staff Development (Research Development 

Committee Minutes, 1 0  September 1 996). This was subsequently amended in l ight of 

the responses at a meeting on 1 0  June 1 997 (Research Development Committee 

Minutes, 1 0  June 1 997) . 
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At that meeting there remained issues related to definitions of research and the 

agreement was that the NZQA defin ition of research should be endorsed provided that 

the "College sees no hierarchy of the stated categories and seeks opportunities to 

maximise overlap and interconnections" (Research Development Committee Minutes, 

1 0  June 1 997) . That defin ition was to provide the underpinning view of research at the 

College. 

Research is an intellectually controlled investigation which leads to 
advances in knowledge through the d iscovery and codification of new 
information or the development of further understanding about 
existing information and practice. lt is a creative, cumulative and 
independent activity conducted by people with knowledge of the 
theories, methods and information of the principal field of inqui ry and 
its cognate area(s). Research typical ly involves either investigation of 
an experimental or critical nature, or artistic endeavour of the type 
exempl ified by m usical composition.  The results of research must be 
open to scrutiny and formal evaluation by others in the field of inqui ry 
and this may be achieved through publication in peer-reviewed books 
and serials, or through public presentat ion.  Research is often 
characterised by the identification of fruitful new topics for 
investigation and unexpected uses for its findings. 

Research activities play a vital role in creating an environment in 
which the optimum teaching and learn ing processes occur, and in 
which staff and students are stimulated by the interplay of new i deas 
and the spirit of enquiry. Learning,  at g raduate and postgrad uate 
levels, takes place in an environment of developing and advancing 
knowledge, problem solving, critical evaluat ion,  investigation and an 
awareness of the l imits of enquiry and understanding. 

Research may be found in the following contexts, although they are 
not mutually exclusive: 

1 .  Basic or fundamental research : experimental or theoretical 
work undertaken primarily to acquire new knowledge without 
any particular application or use in view. 

2. Strategic research: work which is intended to generate new 
knowledge in an area which has not yet advanced sufficiently 
to enable specific applications to be identified. 

3. Applied research: work which develops or tests existing 
knowledge and is primari ly d irected towards either specific 
practical objectives or towards the evaluation of policies or 
practices. Work which involves the routine appl ication of 
established techniques on routine problems is un l ikely to 
constitute research. 

4. Scholarship: work which is intended to expand the 
boundaries of knowledge and understanding within and 

1 49 



across discip l ines by the analysis, synthesis and 
interpretation of ideas and information ,  making use of a 
rigorous methodology. 

5. Creative work: the invention and generation of ideas, 
hypotheses, images, performances or artefacts, including 
design,  in  any field of knowledge, leading to the development 
of new knowledge, understanding or expertise. 

Activities which may be equivalent to research if they meet one or 
m ore of the defin itions ( 1 -5) outlined above include: 

1 .  Consu ltancy, which involves the deployment of existing 
knowledge and the application of analytical and 
investigative ski l ls to the resolution of problems presented 
by a cl ient, usual ly in an industria l ,  commercial or 
professional context. 

2. Professional practice, some of which overlaps with 
consultancy when conducted at an advanced level .  I n  
certain  subject areas and professions the theorisation and 
effectiveness of professional practice are advanced by 
academic staff who practise and participate in it. 

The Q ualifications Authority does not regard activity mainly 
concerned with keeping abreast of new developments in subjects as 
'research' .  lt is assumed that providers wil l ,  as a matter of course, 
ensure that a l l  teachers of degree programmes have sufficient time to 
keep abreast of new developments both in their subject areas and in 
methods of teaching and assessment. Al l  research activities must be 
conducted in  accordance with recogn ised ethical standards. 

http://www . nzqa .govt. nz/circu lars/definition of research. htm 

(New Zealand Qual ifications Authority, 2001 a) 

On 1 0  J une 1 997 the decision was made to proceed with the publ ication of a 

monograph series to be called ACE Papers - Working Papers from the Auckland 

College of Education. This series was to remain an ongoing matter of  business for the 

Committee. At  a subsequent meeting there was discussion about the "staff 

development" aspect of the Committee's orbit of interest and a request was made to 

the Academic Board that the name of the Committee be changed from the Research 

and Staff Development Committee to the Research Development Committee 

(Research Development Committee Minutes, 5 August 1 997). This was subsequently 

agreed to by the Academic Board .  Or Joce Jesson had assumed the chair of this 

committee at this meeting following the departure from the College at the end of her 

contract of Maeve Landman. The position of Dean of Learn ing and Research 
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Development was not subsequently re-advertised as the orig inal intention to create the 

position for two years had been fulfi l led. 

The Committee had responsibi l ity for a College research seminar series that had been 

running from mid- 1 995. This series had offered nine opportunities in 1 995 for staff to 

meet and consider a wide range of topics. S ixteen seminars were offered in 1 996 and 

up to early August 1 997 twenty-four seminars had been offered. The Committee decide 

to continue these seminars in 1 998 (and in fact these have continued to the present on 

a regular basis). Both the seminars and the publications would continue to have an on

going presence in the work of the Committee. 

Once the seminars and the monograph series became activities that had become wel l  

established and were continuing regularly ,  the Committee turned its attention to 

overview activity that would both record research endeavour and serve to promote 

further research. This appears to have been stimulated in part by two documents that 

had come to the Committee's attention .  The first was a manual entitled Developing 

Academic Research Performance compi led by the Royal Melbourne I nstitute of 

Technology and Deakin University in 1 994, for improving the research performance of 

academic units in  non-traditional research discipl ines. The Committee felt that it 

provided a good model for developing a strategic plan for research (Research 

Development Committee Minutes, 2 September 1 997) .  The other was the Auckland 

Institute of Technology Research Report 1 996 which recorded the research activity of 

that institution. Later (Research Development Committee Minutes, 21 J uly 1 998) a 

s imi lar document from the Open Polytechnic of New Zealand was seen and at that 

point a decision was made to contract a person to produce just such a document for 

the Auckland Col lege of Education.  

The goal of the research report is basically to broaden the concept of 
research . . .  that education is a complex set of studies, it isn't a 
discipl ine, and in  that com plex set of studies there are al l  these 
various factions of what constitutes the research from the founding 
discipl ines whatever they are. . .  Research in  an institution that's 
related to practice l ike this has to cover that broad perspective from 
debate, right through to empirical looking inside chi ldren's heads, 
looking inside children's books, and looking inside teachers' 
classrooms, but also looking at policy documents, looking at the 
context of education , looking at the history of education, that sort of 
thing ( Interview, Management 8 1 5  June 2000). 
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Subsequently, a further meeting (4 November 1 997) focused on "Strategic Planning for 

Research 1 998" with a suggested Policy and Implementation For Research 

Development document being worked on .  This identified tasks for 1 998 and for 

1 999/2000 under the headings of staff recruitment, staff promotion and retention, staff 

development, visiting senior research fellow, funding for research, communication of 

research, research teams/col laboration/centres of excellence, research policy and 

research infrastructure. 

These man ifestations of a research culture in the College - the ACE Papers, the 

research seminars ,  the research strategic plan, the research report - were al l important 

points in the move from the staff where a shared understanding was developing 

(objectification) to the point where research had become part of the professional fabric 

of the College (sedimentation) .  

By m id-1 998, the Research Development Committee was sti l l  considering the question 

"What is Research?". A paper had been written by Joce Jesson ( 1 998) that drew 

"attention to the fact that even though ACE has a commitment to research-based 

teaching as defined by NZQA, there is a tendency to revert to the pure research model 

in  our teaching programmes . "  (Research Development Committee Minutes, 16 June 

1 998).  

This cont inuing insecurity over settl ing on a definition of research was to plague the 

Col lege for many years ,  but this issue is not one that exclusively affects teacher  

education with in universities. The general emphasis on published scholarship and  the 

relative lack of importance placed on teaching has been described as a key issue for 

higher education in  America (Lucas, 1 996, pp. 1 97 -1 99) even though the traditional and 

prevai l ing attitudes and viewpoints have not gone unchallenged . Boyer ( 1 990) , in a 

widely read report, stated that it was time to go beyond what he called "the tired old 

teaching versus research debate" (p. 1 6) .  Rather than the traditional categories he 

proposed a view of scholarshi p  based on four areas: d iscovery, integration , appl ication ,  

teaching (Boyer, 1 996, pp. 1 3 1 -1 32) . He explained each of these as fol lows: 

scholarship of discovery is the conventional  traditional key purpose of scholarsh ip 

recogn ised by everyone as scholarship; the scholarship of integration is  the work that 

places new knowledge into the existing frameworks of knowledge and understanding ; 

the scholarship of appl ication is the work done to show the application of knowledge 

both new and old into appl ied fie lds such as medicine, education and so on; and the 

scholarship of teaching is interpreted in a wide sense that includes publications (1 996 , 
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pp. 1 31 -1 32) .  What he suggested is that the traditional categories no longer served the 

purpose of reflecting valued activity in a higher education institution.  The Col lege 

moved towards producing an annual Research Report that adopted an amalgam of the 

wider definitions of research such as those of Boyer and NZQA. 

The Nature of the Research Culture in the College 

Members of the College's community of practice are clear in their  view of the role of 

research in the College and, while acknowledging the tensions in definit ion, are clear 

also about what kind of research they would prefer to see the College undertaking . A 

school principal summed it up: 

I don't see [the College] as a research institution . I think it is m oving 
that way and I think they have created structural positions to facil itate 
that process but I don't th ink it is there yet. I would l ike to see more 
school-based stuff . . .  I would l ike to see much more about pedagogy. I 
went to the research report over the last two years and I sat down 
today and I though how much is in here about how to and putting 
something into practice and there is not as much as I th ink there 
should be. I think the College would do itself really well to do more of 
that sort of stuff. There is something , there is a paper, a refereed 
journal article Aquatics Education in New Zealand - A Longitudinal 
Study of Curriculum Practice and I th ink that sounds good . . .  that it is 
out there in the professional context. Then there are things l ike 
Ethical Issues in Sexuality Education. Now, yes, . . .  we are hitting that 
as wel l  in Primary. There is something in there about a Theory of 
Neo-Tribal Capitalism. Now that doesn't matter very much to us in 
primary schools . Now that is not a criticism of anybody or anything ,  all 
I am saying is that the nature of what is being done, there is a big 
question mark about it and the College has got to redefine itself and 
decide where it is heading and what it wants to do and have a real 
strategy about that. And it has to involve us, if it ignores its comm unity 
it ignores it at its peril ( I nterview, Community C, 1 8  October 2000) . 

You should be going out and talking to groups and finding out what 
are the needs and then come back and then make sure that your 
postgraduate work of staff or staff supervising postgraduate work, 
should be along the lines that are eventually going to take schools 
forward (I nterview, Community E, 1 8  October 2000) .  

Furthermore, there is a call from the community for research to be pragmatic. 

Teachers are not interested in the elegance of the methodology. 
Some of the criticism of the research that we had done was that it 
looked almost l ike in-bred sort of criticism. Had the researchers read 
Jones and Smith of 1 987 and their claims on the paradigms of . . .  ? lt 
was not a heck of a lot of use to us. We were not interested in that 
and that to us wasn't really a valid criticism but it probably was to 
university people who moved in fairly elevated circles . . .  I guess we 
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are talking m uch more about active research that is user friendly for 
our teachers and our schools that we can share with them (I nterview, 
Community 8, 1 8  October 2000) . 

On the other hand an early childhood education member of the Community Focus 

Group saw it in a more positive l ight and noted a positive contribution made to the 

community by the College through research. Where this connection to practice has 

occurred the results had been welcomed . 

I th ink in Early Childhood we have been lucky because there has 
been so little research out there that is particu larly related to New 
Zealand so we have certain ly had experiences with lecturers from the 
College of Education coming out to us to chat about some of their 
ideas and then broadly across New Zealand and the culture of 
centres has changed because of it ( I nterview, Community A, 1 8  
October 2000). 

We just felt that the researchers developed the thinking , the theories 
that kept the lecturers up-to-date, and Early Childhood was needing 
to do that and do it very quickly. And it  was al lowing them to reflect on 
the g rowing knowledge that was happening in Early Childhood and 
the changes and we asked them to inter-link because we can't 
entirely al ign ourselves with Primary and Secondary . . .  A lot of the 
students that we get are being involved in research as wel l  and 
finding it very positive. We see that quite strongly (I nterview, 
Com m unity A, 1 8  October 2000) . 

The establishment of the early childhood journal [at the Auckland 
Col lege of Education] has probably been one of the greatest and 
most effective things because as part of the "professionalisation" of 
Early Chi ldhood, you need an academic journal . . .  So that's actual ly 
g iven an  outlet which says that early chi ldhood education is 
professionally important and respectable. There's nothing equivalent 
in Secondary though there could be (I nterview, Management 8, 1 3  
N ovember 2000). 

Collected views such as these constituted an additional factor in the pressure both to 

change and not to change. A vertical analysis shows a tension between the College's 

responding to the need to develop an academic research culture generally and its 

community's views as to what constitutes useful research for the College to be 

undertaking.  The motives within the College for developing an academic research 

culture m ight not be al igned closely to the views of members of its community who saw 

it as helping them while the College was motivated to a large extent by the anticipated 

increase in status as a tertiary institution.  
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was a kind of sixth sense that in a couple of years it would be 
important to be able to show a record of research. But I think 
research has been subject to a lot of confusion right from then unti l 
currently. I think that we have not disti l led or clarified the difference 
between up-ski l l ing staff in terms of additional q ualifications and study 
and research as a tertiary institution . I think we do a lot of the 
former . . .  (I nterview, Lecturer 4, 28 June 2000). 

Once we had decided we were going to do the degree it absolutely 
became imperative. . .  you actually had to have people who were 
researching and were researchers of teacher education (I nterview, 
Management 7, 1 0  October 2000) . 

The process of understanding and up-ski l l ing continued despite some uncertainty as to 

the purpose of research and its relationship to teaching.  In response to the q uestions 

" In  what ways might research be important?", several lecturers responded as fol lows: 

Wel l ,  how do you keep current with what you are doing? How are you 
informed as lecturers? How do you model what you want these young 
people to be doing? How do you know why things might be as they 
are . . .  teaching strategies, learn ing strategies , the content of what we 
teach . . .  ? So you need it for your work ( I nterview, Col lege Lecturer B,  
1 9  September 2000) . 

If we wanted to be able to work as a real partnership relationship with 
the university then we needed to be doing [research] and it was 
around about that stage that we were starting to challenge al l  those 
ideas. Not necessarily here but world-wide I think teacher education 
was beginning to real ise that if it wanted to hold its own it needed to 
be working in that way . . .  Yes rather than delivering theory in an 
uncritical way - we needed to be able to be part of the development 
of the theory as well as the critique of the theory ( Interview, College 
Lecturer C,  1 4  November 2000). 

During this time the actual definition of research developed by the New Zealand 

Qual ifications Authority was being increasingly understood by the College staff who, in 

articulating their views of research, saw its l inks and challenges to practice and its 

capacity to provide theoretical underpinning as being important. 

Research . . .  includes reading - going out and reading other research 
to see who is saying what about whatever you are researching . 
Where are the gaps? What are they not saying? And what 
assumptions might they be saying? . . .  As I say to the students, 
theories are a way of articulating what you do or what goes on but 
theory does change so research is about adding to new knowledge, 
either confirming the existing theory or  creating a new theory 
(Interview, College Lecturer G, 4 April 2001 ) .  

I guess there are different categories of research - action based 
research for example. But for me research is actually in terms of 
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education, it is actually taking something that is hypothetical and 
go ing out there and investigating it  and doing research around a 
particular issue or  perhaps some thing that has arisen ( I nterview, 
Management 4, 1 6  May 200 1 ) .  

Research i s  actually looking at anything i n  the scholarly intellectual 
way that thinks about an issue, a problem, a solution . . .  Research 
here would be research which is about the problems, the solutions 
and the things that are thrown up from the context of the industry that 
we contribute to ( I nterview, Management 8, 4 April 200 1 ) .  

I a m  attracted t o  the NZQA definition of research which i s  more a 
permissive framework which al lows for scholarship and contracts and 
performance for example, but with the same outcome which is the 
publ ication and d issemination of findings (I nterview, Management 7, 
23 May 2001 ) .  

So at ACE I think that people are researching their own practice quite 
a lot .  They are often l inking with professionals in the field e ither doing 
research with them or sometimes research on them . But most of the 
research we do here I think is applied research. Now if we are going 
to take the NZQA definition of research then it is much much broader 
than that, so it might be the development of an artefact or something 
l ike that . . .  I am not sure we have always tended to take the NZQA 
one,  the broader one (I nterview, College Lecturer C, 20 March 200 1 ) .  

Research is a n  investigation but i t  i s  a reasonably structured 
i nvestigation and it usually involves, not a lways, the a ppl ication of 
some sort of practice and then the investigation wi l l  look at, measure 
and compare before and after effects But that can be done from a 
very structured, formal ,  empirical way to something that is done much 
more informal ly such as action research (Interview, Col lege Lecturer 
E, 22 March 2001 ) .  

I understand research pretty much in terms of the NZQA definition - I 
th ink it is a good defin ition . . .  So  if you talk about research in  teacher 
education we are talking about the record of shared knowledge about 
that particular endeavour sourced for a whole range of area .  I would 
l ike to think that in Teacher Education research is moving more to a 
partic ipation of the grass roots practitioners in building and expanding 
that body of recorded knowledge - shared knowledge but I think we 
have g ot some way to go there - we are split between the academic 
and the professional ( I nterview, Lecturer 4 ,  1 1  April 2001 ) . 

For me it means looking at post-modernist stuff and theory type 
things a nd I am quite excited about all the d ifferent things. I am more 
excited now that I am not working with an institution to do my 
research . . .  lt is  me finding out what people are thinking about a range 
of subjects to improve my practice and the practice of [Subject H] 
education ( I nterview, College Lecturer F, 14 March 2001 ) .  

These responses ind icated that there was a developing and shared understanding of 

research that was becoming well advanced . Collectively, the responses to questions 
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about definitions of research showed that College staff preferred views of research that 

were action/practice oriented, conducted in  a participatory manner and which 

contributed to the body of knowledge related to teaching and learning.  There was an 

acceptance that research should be scholarly, intellectual and structured and an 

expectation that research by College staff would be disseminated throughout the 

profession. Discussions of possible mergers and relationships with un iversities had, 

however, tended to h ighl ight a perceived tension between the NZQA definition and 

what lecturers understood the university defin ition of research to be. I n  describing the 

views of research in the College, one lecturer noted the impact of the move to improve 

qual ifications on the kinds of research with which College staff were becoming most 

fami l iar. This issue was considered by another participant who saw a drift towards a 

"university" model of research. 

lt really depends on whether you take the NZQA definition and we do. 
Generally I think there is a gradual sh ift from accepting that. What we 
have done I think has been to sh ift towards accepting research in the 
more standard view of research - i .e . ,  the university notion of 
research as opposed to the NZQA position. And gradual ly we are 
developing research models that reflect the kind of research that is 
done in a university (I nterview, Lecturer 1 ,  27 March 2001 ) .  

While the College had moved towards a clear a n d  shared understanding of the 

importance of research, a tension had developed between the traditional university 

model of research and the looser definition espoused by the New Zealand 

Qual ifications Authority. This was in part due to the number of staff improving 

qual ifications and in the process being involved in "conventional" and "pure" research. 

At the same time the impending mergers were suggesting that at some time in the 

future the two views of research would have to be related to each other. 

While there was agreement that research was important, there was a wide range of 

opinion about the extent to which the academic research culture had become 

embedded in the l ife of the College. In response to questions about the impact of the 

research culture on teacher education respondents summed it up in these terms. 

What has happened is that in Primary, Early Chi ldhood, the research 
culture has led to people upping their qual ifications. In Secondary to 
some extent it has but to a lesser extent general ly . . .  Beyond that I 
don't think the research culture has changed things very m uch at a l l  . . .  
There isn't really a research culture that can stand alone yet and that 
maybe will come about as a consequence when people have 
completed their personal professional development [i . e . ,  upgrading 

1 57 



qualifications] . . .  I mean there are l ittle pieces of it, but it is not 
infiltrating right across the board (I nterview, Lecturer 1 ,  1 1  November 
2000) . 

I think at the moment is still largely for the personal good rather than 
the greater good (I nterview, Lecturer 4,  1 1  Novem ber 2000). 

All the other people are doing Masters or PhD's or preparing papers 
for conferences and I feel that I have been given a sort of a year's 
leave of absence in a way because of the extra duties I took on this 
year. But I am aware, and this might be quite wrong, but I feel that the 
expectation is on me also . . .  I suppose really it is unwritten .  Nobody 
has ever come to me and told me that is the expectation. So it is just 
that general ethos . . .  I feel that it is inevitable because everyone does 
it and so I wi l l  eventual ly do it but at the same time I myself want to do 
it for me because I have reached the stage where I want to start 
doing a masters or a doctorate set of papers ( I nterview, College 
Lecturer A, 27 September 2000). 

I don 't think [the commitment to research] was wholeheartedly 
embraced as a concept by everyone. Even now, even though we 
have now got probably most of the people believing that that's 
important, I think there will sti l l  be a pocket [of disbelievers] ( I nterview, 
Management 7, 1 0  October 2000) . 

I n  some respects, for instance undertaking research for conventional qualifications and 

for publ ication, sedimentation of the research culture was wel l  advanced. I n  other 

areas, however, (e .g . ,  in  relating personal research to teaching and g iving ful l  

expression to the NZQA definit ion) the change was less wel l  advanced. Enough had 

happened to indicate that the "new" institution was emerging.  This "new" institutio n  

would b e  one i n  which there was a much clearer focus o n  the academic nature of 

teacher education and on the importance not only of research in a teacher education 

institution but also of research degrees and research experience for teacher educators. 

The Impact of the Research Culture 

The development of a research culture at the College was noticed or at least one 

manifestation of i t  was as evidenced by the following wry comment from a school 

Principal in the Community Focus Group. 

Wel l  I have definitely noticed it .  Everyone is doing Masters, PhD's, i t  
seems l ike everyone, as if . . . .  Is it  a requirement that you do a degree? 
( I nterview, Community D, 1 8  October 2000) . 

N ot al l  the impact was outside the College. Lecturers were also wel l  aware of it. 
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I think it does impact on the teaching . . .  My research impacted on my 
teaching and hopeful ly on the teaching of other members of [my] 
centre because I have been able to share it with them ( Interview, 
College Lecturer C, 25 August 2000). 

I think in  our centre, bar one person, we've all undertaken further 
study in our own areas which I th ink is a form of research and I think 
that the influence of that has impacted on all of our modules, a) 
because our own content has been chal lenged,  b) our methods of 
delivery have changed . . .  So we've had to rethink what we do and I 
think we've sharpened what we've done because we've had less time 
to do things (I nterview, College Lecturer B, 1 4  November 2000) . 

lt's g rowing , it's quite small sti l l  and it seems to be made up  very 
largely of individual projects perhaps of people doing their theses,  or 
their PhD or whatever. So that you have got these small individual 
projects going on.  You see the odd group one. I think it is brought to 
our attention a lot more.  We have got the seminars . . .  it's being 
pushed , the visibi l ity is up there and I th ink in time it wil l  become part 
of the place . . .  We have got the ACE Papers and avenues whereby 
people can put a l ittle bit of publ ishing out. Any publishing that is done 
is signal led loudly (Interview, College Lecturer E, 6 September 2000). 

Research also became central to the development of new programmes such as the 

BEd (Teaching) . [This is further discussed in Chapter 9 . ]  

If i t  was a degree then i t  had to be at  a different level from the 
d iplomas and it had to be structured in a way that you couldn't just 
use your old stuff re-packaged, you had to start again and that was 
the key, developing the idea of the matrix and the research base and 
all those sorts of things (I nterview, McGrath, 1 4  November 2000) . 

The development of the research cu lture was a key impact on teacher 
education? Wel l  it is significant and important because we 
established the position of Dean of Learning and Research which had 
to drive through a whole lot of things and underpinned a lot of the 
degree so it was important there (I nterview, McGrath, 1 4  November 
2000) . 

There is evidence that an improvement in  skil l  levels attributed to research activity had 

increased the qual ity of module and programme development. In this respect the staff 

saw the connection between research and what they daily did. 

Modules coming through for approvals . . .  are far more informed and 
g rounded and outward looking than they ever were in the past. I think 
the tentacles to what is happening in the rest of the world and the 
research and the literature is probably a consequence of [people 
undertaking] personal research in fields of interest usually related to 
their work in some ways. People are doing a lot of reading , doing a lot 
of the literature reviews, and I think that is feeding quite naturally into 
the process of developing new modules and setting up course 
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booklets and things. I am by and large very impressed with the way 
that has expanded . lt is not kind of insular teacher practice related 
modules that people are developing ( I nterview, Lecturer 4, 30 
October 2000). 

They rushed headlong into making sure the students had a batch of 
readings but they lost an important ingredient in that process and the 
important ingredient was the critical view of it. Now it is very hard to 
do that with students who are essential ly immature in the sense that 
they are novice, and indeed staff are too in  that un iversal sense. So  
there is a lot of  acceptance of research uncritically and  I reckon that 
the students are quoting a l l  this k ind of stuff. . .  But I think what is 
going to happen is that it is going to settle down as more staff 
themselves engage in research and therefore become critiquers of 
research. The simple need for everything to be justified according to 
research for some kind of research that is going on, I think that is 
going to gradually diminish.  And the more sensible approach of what 
practice means and indeed issues of wisdom of practice will rega in 
position and I th ink they ought to (I nterview, Lecturer 1 ,  30 October 
2000) .  

Reading research so that you can be more critical about what you are 
reading and so it does impact on what you are ( I nterview, College 
Lecturer C,  25 August 2000). 

Most people gett ing qual ifications are doing it in their curriculum area 
or teacher development. They are special ising in their work so it is 
probably inform ing them far more than they realise and I think that it 
makes m uch more sense of research and study to have it directly 
related to your job ( I nterview, College Lecturer E, 6 September 2000). 

I think it went from a stage where very few people did research to a 
situation where everybody was encouraged to do research of one 
kind and maybe now it  is perhaps l ike stepping back and we are 
saying that maybe we should be thinking that some people do a lot of 
research and others perhaps could do perhaps a bit more of the 
teaching. So I think that is a bit of a maturity thing actually . . .  But what 
is real ly important is I think not so much that research is going on but 
the impact of research on what we do. So that what we do is based 
on research ( I nterview, College Lecturer C, 25 August 2000) . 

Most of the research that has been done as people have upgraded 
their qual ifications, is the sort or research that wil l inform the practice 
of the people teaching ( I nterview, Col lege Lecturer C, 25 August 
2000) . 

Wel l ,  as it develops ,  again it informs practice. Research, so that if we 
have got research going on in this institution, it then informs the 
practice, our own practice which presumably trickled down to the 
learner who is the student which trickles down to the student in the 
school hopeful ly .  So I would see research as informing our practice 
starting with us ,  then the students, then their children.  Yes, that is 
what I would l ike to think research would do (Interview, College 
Lecturer E, 6 September 2000). 



The impact on the staff has been clear in one way or another. The staff had al lowed 

their research to infiltrate their teaching in a variety of ways. The impact was 

particularly from personal research often undertaken in the course of upgrading a 

qual ification. Staff doing this increased their knowledge of the theoretical underpinning 

and the l iterature in  their areas and this subsequently impacted on the qual ity and 

nature of the work undertaken in programme and module development and del ivery. 

While in itia lly some of this new knowledge was accepted uncritical ly, in t ime, as one 

lecturer put it, "issues of the wisdom of practice" asserted themselves. The "trickle 

down" of all this, to quote another lecturer, meant that the work of lecturers would 

change. 

lt [i .e . , the research culture] has been very noticeable. lt has been 
obviously encouraged and I think that there has been a general and 
slowly moving but sti l l  perceptible sh ift in peoples' attitudes towards 
the job and the idea that research in its various forms is important and 
that it is something that is expected (I nterview, College Lecturer D, 22 
August 2000) . 

I guess the real impact is that so many people are doing their own 
research for improved qualifications that it is actually creating a new 
type of lecturer, one that is more informed by research, particu larly 
their own research, and there has been qu ite a push to share 
research and I l ike that and I th ink it is for everybody's good and it 
means that you are getting teaching/lecturing staff that are becoming 
more informed all the time. So that must add to the qual ity of lecturing 
staff (I nterview, College Lecturer E,  6 December 2000). 

That [i .e. , the research culture] probably has had the biggest affect on 
al l  lecturers and probably brings a bit of tension because as we 
moved through the middle of the decade there was the increasing 
pressure on people to actually produce research, go to conferences , 
g ive conference papers, then publish them, etc. etc . ,  as well as the 
scholarship part of the research which was I guess also related to 
their own q ual ification upgrade . . .  I th ink there is an enormous 
pressure because we know from research there has always been that 
d ifficulty when we compare our work with university lecturers . . .  in 
l iberal arts. We have the admin istration and the teaching and the 
practicum field-based work is a real critical thing and now we have 
added research as well ( I nterview, Management 7, 23 May 200 1 ) .  

I think it's led to pressure and a flurry of "we have to d o  some 
research, what can we do?" I think in two centres it's been 
reasonably positive and there's been some forthcoming 
research . . .  I 'm thinking of Education and Professional Inquiry, it has 
been col laborative and I 'm a fan for collaborative research because 
its very supportive. But it has led to pressure . . .  Is it done at the 
expense of teaching and preparation? I'm not suggesting it is and I 
don't know the answer. But when I first came here I real ly enjoyed 
the place. Now its just all so busy we don't even have time to ta lk and 
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I th ink this pressure of continual ly upgrading qual ifications and the 
idea you've got to do research has led to just a very business-l ike 
atmosphere and people are missing if you l ike (I nterview, College 
Lecturer G, 1 1  September 2000) . 

The problem is that with research you learn the skil l from doing the 
stuff and unti l you put yourself in the that situation of trying to do a 
project you can't actually understand what it means to do a project 
( I nterview, Management 8, 1 3  November 2000). 

People . . .  come into the place where they get their masters and it's 
only when they start fla i l ing themselves around trying to write a thesis 
or a dissertation or some such thing that they suddenly real ise that 
what they do in their every day work is actually a research project. 
There's an  overlaying problem which is that people define empiricist 
positivist research as the only form . . .  That's the people who have no 
respect for the general understanding of phenomenology and don't 
actual ly understand humanism (I nterview, Management 8 ,  1 3  
November 2000). 

I th ink the influence of being engaged with your own qual ifications 
may be in not actually being engaged in research but reading 
research and I think that has had a big effect on staff expectation on 
what they can expect students to engage with. But probably the more 
staff that are doing these now and actually engaging in their own 
research, must be a factor because they are more informed about a 
body of research that relates to practice ( Interview, Management 2, 6 
November 2000). 

We definitely work d ifferently but I am not sure if it is to do with the 
research ( I nterview, College Lecturer 8,  1 9  September 2000). 

The Impact on Staff Activity 

The impact o n  staff activity of the promotion of the research culture was seen in the 

nature of the work undertaken by staff, the academic qual ity of the programmes and 

modules and the general  view staff had of themselves as working in an academic 

manner. However, not  al l  staff greeted the commitment to research with unreserved 

enthusiasm. Various emotions were provoked: 

Antagonism : 
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There were the people l ike [Staff Member] and company who said 
"Are we going to be forced to write bloody papers, they haven 't .  . . .  ? 
Where are we going to do this? Where is the time for this?" 
( I nterview, Management 8, 1 5  June 2000) . 



Gui lt :  

Oh, it has made me feel very gui lty that I haven't done more research. 
If it's something you take on board then it puts more pressure on you . 
The amount of work in  other areas doesn't seem really to have 
decreased but there is another pressure to try and achieve something 
in this area and it is something that although personally I really 
believe is important and I enjoy and would l ike to get more involved 
with I suppose that I feel gui lty (I nterview, College Lecturer D, 22 
August 2000) . 

Disinterest: 

Stress: 

And what I think about it for myself is that it virtual ly means no 
change. Ever since I have been here the reading and the 
engagement and the process of being what I am has always been 
part of the job. I have always done this . . .  I actual ly make a decision 
about what it is that is going to influence what I want to do as being 
more important. And it is not going and getting a PhD. lt is a lot of the 
other stuff I do. And so I make a decision on that and in the end I 
suffer for that but I don't m ind. I make a decision. I make a choice and 
that is fine (I nterview, Lecturer 1 ,  1 1  November 2000). 

I believe that I should do what I feel is important for the students first 
and then research comes after. But I do understand why research 
has to be such an important thing in these days of market driven 
competitive world . . .  I don't feel that it helps the student tremendously 
to be taught by exhausted lecturers . . .  it might help the student if they 
were taught by lecturers engaged in research . . .  lt depends on how 
useful the research is . . .  I don't think you can say that research per se 
will make you a better lecturer. Neither do I think that the opposite is 
true ( I nterview, College Lecturer A, 27 September 2000). 

Pressure: 

I don't think we can appoint anyone who doesn't have a masters and I 
think increasingly we are going to have to look at doctorates and that 
is because there has been so much investment both in time and 
money, time, and lecturers' energy into developing their own 
qualifications that you have to ask how much is left for research . . .  for 
actual publ ication in refereed journals and so on . . .  Now we have got 
probably one of the most highly qual ified staff in any col lege of 
education (I nterview, Management 7, 2000) . 

Diffidence: 

I think there were [only two staff members] in the College with PhD's 
At that stage [1 993] it was almost l ike an inverted snobbery about that 
level of qual ifications. There was a slight put down, wel l  if [they] have 
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g ot academic qual ifications [they] can't be very good at something 
else. Then that started to change, quite dramatically about that t ime 
when a lot more people started to get engaged in  fi rst of al l  
com pleting bachelor degrees and then . . .  from about 1 995 onwards, 
there was lot of people engaged in both masters and PhD work. . .  I 
actual ly think it was more in  relation to a feel ing that people might see 
themselves or be seen as el itist. But certainly Teacher Education has 
become much more a professional qualification ( Interview, 
M anagement 2, 6 November 2001 ) .  

Research requires time. So  too does teaching, school supervision and professional 

activity. I nitial enthusiasm for research was tempered with a concern for the pressure it 

created. "Oh yeah ,  terrific, we want time" (I nterview, Management 8, 1 5  June 2000). lt 

was reported by one staff member that a shortage of time for research was a recurring 

theme over a long period. 

I want more time. How can you do research if you haven't got any 
t ime for it? I can't do any research because I haven't got any time for 
it . . .  That's the first thing. That's a rea lly strong theme (I nterview, 
Management 8, 2000). 

Some of the time pressures were structural .  
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There is a d ifficulty at the moment because the structure is such that 
to carry out research sometimes they have got to have blocks of time 
and when you have got a structure where you have got lecturing so 
many sessions a day, it means that you can't release someone for a 
certain  amount of t ime to just go off and do research when it comes 
up, for instance,  in a contract. So the system isn't flexible enough 
( I nterview, Lecturer 2, 30 October 2000). 

But as time has gone on the concept of research has defin itely 
changed in the College where I understand that we al l  ought to be 
doing research . . .  The d ifficulty that I have is that the size of the 
workload and the size of the visiting to physically actually get time is a 
d ifficulty. Now that is not an excuse but if you are teaching ten of the 
s lots during the week and you get up to ten people to visit physical ly 
your day doesn't have any time. So I think while the concept of 
research is really g reat in a practical sense it is very d ifficu lt to 
manage . . .  University seems to have research built into their work 
more than we do - they have less face-to-face. I don't now about that 
but certain ly time is needed for research (I nterview, College Lecturer 
8, 1 9  September 2001 ) .  

Its been a consistent argument, that there's no time . . .  Theoretically 
[different changes] have freed up time but at the same time 
everything else just fi l ls up the space so we've got the confusion of 
time for research being compl icated by the compliance requ irements 



of qual ity this and write-up that and assessment this and thousands of 
meetings and documentation. So that the time that they freed up . . .  
immediately got gobbled up by other things (I nterview, Management 
8, 1 3  November 2000). 

There was that real di lemma as we also moved more and more into a 
research culture ,  the whole thing about how you get t ime to do 
research becomes really critica l .  The more face-to-face, the more 
dependent the model you have in  terms of learning, not only is it not 
positive for the students but you also have to think of the effect on the 
lecturer (I nterview, Management 7, 10 October 2001 ) .  

Sometimes the difficulties faced by exigencies of  time were the product of "official" 

solutions to the competing demands of teaching and partnership activity with schools 

but a theme running through responses was that although the demands of being a 

teacher educator were changing, the pedagogy of teacher education that encouraged 

high levels of student dependency and high levels of student contact did not change 

and continued to place considerable pressure on staff. This tension existed within the 

staff as wel l .  

Tension is often manifested in  who's doing the work. That has been 
there for twenty years but it is g rowing . . .  What I am saying is that 
invariably when people are engaged in their personal development 
[research] is that they go away and hide and some of the "yakker" , if 
you l ike, is managed by those who are not. And that is a tension 
because it often leads to resentment (I nterview, Lecturer 4, 1 1  
November 2000). 

There is just not the time to do it I find, honestly. Well you can do your 
own degrees and work away at that research. But when you want to 
go out and do l ike a twelve month action research in a school or 
something, I j ust find, I just wouldn't have the time myself (I nterview, 
Management 4, 6 November 2000). 

And unless you have got that continuity of time, undertaking research 
is very difficult ( I nterview, Management 2, 6 November 2000). 

A significant factor with regard to research at the Auckland College of Education that 

emerged is an attitudinal one, as questions related to the defin ing of a college of 

education and its role continued to be raised. 

You talk to a lot of people here, they will sti l l  say "oh, we don't want to 
be l ike university . . .  " They think that people at university don't really 
have much time for the teaching part of the university work, that they 
are not interested in the students and they don't really put much effort 
or commitment into teaching of students. Whereas we pride ourselves 
here on being student focused and if we were to be l ike university 
then we would lose it ( Interview, Management 1 ,  6 November 2000). 
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lt is actually about how we see ourselves. And at the moment I th ink 
we are in the middle ,  we don't see ourselves as we used to, which is 
l ike teachers coming in  and teaching people to be teachers. But we 
don't see ourselves as professional educators fu lly whose work is 
informed by research. So we are k ind of i n  the middle and the tension 
is p layed out with lecturers where they want a lot of face-to-face t ime 
because there is that belief that, wel l ,  how can people do it if they 
haven't got the benefit [of being taught by me in  this way] . . .  
( I nterview, Management 7 ,  1 0  October 2000). 

I think it has created a tension - on the one hand it has actually 
enhanced what we do because it has g iven us credibi lity - it has also 
enabled us to actually teach degrees because that is the NZQA 
criteria - taught by a majority of people engaged in research. lt has 
also been a ble to g ive us more confidence so that we can actually 
have greater standing in the community . . .  I think we were located far 
more with in  the school ethos and now we don't want to have a 
university ethos but we have got a more academic ethos so our 
commun ity of influence has expanded and so we are clear about 
where we sit ( Interview, Management 7, 23 May 200 1 ) .  

Summary and Analysis 

The attem pt to develop an academic research culture in the College brought attention 

to  a fundamental issue - what pedagogy is appropriate for teacher education? The 

College had defined itself as being a teachers college in which smal l  group teaching 

with its strong emphasis on the personal dynamics of the lecturer and the class was the 

norm .  In challenging the non-academic, perhaps even anti-academic environment of 

the Col lege,  the Dean of Learn ing and Research Development in itiated changes that, 

among other things, gave greater emphasis to research at a time when the College 

was both examining its relationship with universities and developing aspirations to 

del iver its own degree. The structural changes to the Academic Board and its sub

committees brought a concern for academic qual ity and a focus on research into the 

mainstream of teacher education in the College. Much of this emphasis was distorted 

by the key element in the leg islated defin ition of a degree - that it was to be taught 

predominantly by staff engaged in research. This pre-empted the New Zealand 

Qualifications Authority's wider definition of research as a significant number of staff 

became engaged in upg rading their qual ifications largely through undertaking work 

towards an advanced university degree (although some had fi rst to gain a bachelor's 

degree). A large proportion of those engaging in  research, in the early years of the 

commitment to research the Col lege had made, were influenced, therefore, not by the 

NZQA defin ition but by the conventional and traditional view of academically rigorous 

research that existed in  the university. 
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This top-down pressure on the College to equ ip itself to teach degrees and to adopt a 

more overt academic profi le sat alongside the bottom-up skil ls/knowledge/disposition of 

a staff that had come from the teachers college tradition. This h istory had placed 

emphasis on successful teaching and on replicating the pedagogy of the school 

classroom, rather than on the ski l ls and attributes of the academy. 

Impact of the Academic Research Culture on the I nstitution and Staff 

Research Culture Element 

Creation of the Position of Dean of Learning 
and Research Development 

Adoption and promotion of the NZQA 
definition of research 

Commitment of the College management to 
the research culture 

Im pact on the Institution 

Development o f  an Academic Plan 
Review of the Academic Board 
Establishment of . . . . . 

Research Ethics Sub
Committee 

Research Development 
Sub-Committee 

Academic Standards and 
Quality Sub-committee 

Brought wide range of activity into the 
definition of research 
College able to be a degree provider 

Improvement in the qualifications 
levels of staff 

Im pact on Staff 

Staff made to focus on the academic I 
research culture 
Research projects placed on a sound 
footing 
Formal procedures introduced 
Activity related to research and 
publication stimulated 
Policies developed and introduced 
Annual Research Report published 
ACE Papers introduced 
Research seminars introduced 
Procedures for developing modules 
introduced 
Accountability increased 

Validated staff professional activity 

Opportunities to improve qualifications 
Funding assistance to improve 
qualifications 

Figure 7.3 Impact of the Academic Research Culture on the Institution and Staff 

Figure 7.3 sums up the different elements of the attempts to establ ish an academic 

research culture in the College had an impact on the institution and staff. 

A clear set of structural provisions, a key appointment, the establishment of 

com mittees, policies, provisions to support the upgrading of qual ifications, set in place 

a context in which staff could increase their understanding of research. This 

consequently led to an increase in research activity and over a period of time research 

became firmly fixed in the fabric of the institution .  

A theme that runs through the College academic research culture is the  institutional 

relationship of the College to other institutions in the tertiary education sector. The 

College had over the period 1 994-2000 considered the long-term viabi l ity of itself as a 

stand-alone institution and had explored relationships with other tertiary institutions. lt 

had also considered new opportunities that were offered to tertiary institutions other 

than universities to offer degree programmes. These considerations assumed 
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increasing s ign ificance as the College, in 1 995, reviewed its BEd degree taught jointly 

with the U niversity and set out to develop it own BEd (Teaching) degree. 

Schematical ly the development of an academic research culture at the College is 

shown in Figure 7 .4 .  

External pressures develop 
which are related to consideration 
of the relationship between the 
College and other institutions and 
the requirements for degree 
granting institutions to have staff 
engaged in research. 

Innovation 

McGrath signals 
the Importance 
of research to 
the future of he 
College and 
provisions are 
built Into the 
restructuring 

Habituafisation 

A new Academic Board 
structure Is developed 
and adopted as 
proposed by the Dean 
of Learning and 
Research 
Development who 
operationalises t�e 
proposals 

External pressures challenge 
College staff to consider the 
academic orientation of the 
College and the challenges to 
traditional pedagogy of the 
teachers college a nd professional 
activity 

Objectification 

Research 
Development 

_1llo. Committee + ..... instigates activity. 
Significant 
upgrading of staff 
qualifications 
through advanced 
degrees. 

Figure 7.4 Horizontal Analysis of the Development of Academic Research Culture 

Sedimentation 

Staff generally share the 
view that research is 
important This impacts on 
programmes and 
challenges pedagogy. But 
the view of research is the 
traditional university model 
rather than the NZQA 
definition which is not 
exploited. 

The next two chapters will address these developments, which the College wished to 

approach from a position of strength. The academic research culture was an integral 

part of this. 
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Chapter 8 

Deg rees of Change:  A Jointly Taught Deg ree 

Introduction 

This chapter and the one that follows details the fourth and fifth of the change 

narratives that emerged from this study. First, this chapter focuses on the review of the 

BEd degree taught jointly by the College with the University of Auckland. Chapter 9 wil l  

consider the impact of the development of College provider degree taught entirely by 

the College and approved by the New Zealand Qual ifications Authority. Chapter 8 

deals with the first half of this transition - the review and decision to cease offering the 

jointly taught BEd degree 

Top-down 
pressures to 
change 

Merger .... 

1 975-1985 
Government 
measures lead to a 
successive mergers 
amalgamations 

Series of historical 
mergers and 
amalgamations 

1 886 - 1 990 
College 
responds to 
need for 
degree 
qualifications 

1 991-1 995 

Reforms demand New provider 
new ways of working degree possible 

but requires 
research culture 

n 

1 996-2000 
New tertiary 
environment 
tests stand-
alone 
institutions 

the Primary and considers 
Secondary -------------1">� future merger 
Teachers 11111" with a tertiary 
Colleges, T partner 

.... ..... Proposals 

Restructuring •--------------1� developed ------oll!lll� Staff 
increasingly 
work across 
sectors 

Research 

Provider 
Degree 

Bottom-up 
factors 

Staff work in clearly 
defined sectors from 
school tradition 

Figure 8. 1 Schematic Outline of the Change Narratives 

for new ; 

structures • 

College sets Staff develop . . . . . . ...... out to _. research skills and 
develop a 
research 
culture 

Staff challenged 
by working 
across sectors 

Provider 
degree 
developed _. 

Staff acquiring new 
skills as tertiary 
researchers and 
teachers 
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I n  the late 1 980's the College, l ike other col leges of education in New Zealand but 

rather later than them, had sought to have an arrangement with the local university to 

teach a degree programme that would al low students to g raduate with a degree and a 

professional qual ification .  The BEd programme with Auckland University had been 

introduced in 1 990 to meet this goal. This was a response typical of al l the colleges in 

New Zealand with such degree programmes being introduced at Hamilton Teachers 

College in 1 966, the Palmerston North Teachers College in 1 970, Dunedin Teachers 

College in 1 976 and Christchurch Teachers College in 1 980 (Fietcher, 2001 ; Keen ,  

200 1 ; Openshaw, 1 996) I n  1 990 the Auckland College of Education introduced a BEd 

degree taught jointly with the University of Auckland. The Principal at that time saw an  

urgent need for such a development and knew that the College had lagged behind 

other colleges in this respect. 

I said we have g ot in Auckland something l ike only 5 or 1 0  per cent 
of our graduates who ever come near to fin ishing a degree. That is 
appal l ing. In other institutions in the country 60 or 70 percent -
Dunedin ,  Palmerston North,  Hamilton - are getting degrees. I said 
that is crazy in the world that we are going to be living in. There 
needs to be more people com pleting degrees . . .  They have to think 
from the beginning that they are going to be involved in degree work 
and by the time they get through to the end of the third year they will 
have only a year to go and they wil l have fin ished their degree 
( I nterview, McGrath, 5 Ju ly 2000) . 

The Degree Structure 

This degree was essentially a reflection of the conventional teacher education 

curriculum that had prevailed since the early 1 980's when the then Minister of 

Education had promulgated a common teacher education curriculum.  This curricul um 

was based on four strands: Education, Curriculum Knowledge, Personal Knowledge 

(also known as Subject Studies) and Teaching Practice. I n  the context of the degree 

the "Subject Studies" could be replaced by papers from a university. The curricu lum 

was expressed in a quantitative manner based on course hours. 

The jointly taught BEd degree was shared between the College and the University with 

the U niversity component comprising seven education papers and seven papers from 

other University subjects. The College designated eleven of its papers (or the 

equivalent of) to Teaching Studies and three papers (or  the equivalent of) were al lotted 

to Teaching Practice. 
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Figure 8.2 Schematic Representation of the Jointly Taught Degree 

Figure 8 .2 shows the "jointly taught" component of the BEd degree confined to the 

portion labelled "University/Col lege Papers". These were Education papers taught by 

the Education teams of the respective institutions. The "joint" part of the programme 

was confined to this area - 25% of the overall programme. The degree was well 

regarded by one primary school principal 

I thought it was a very good qualification because what was 
happening was that the students did maybe two years and then went 
off and did a year at University ful l-time and then came back and did 
the rest. And the growth in their maturity, that growth that came 
about, there was maturity about them that they hadn't had. They went 
with their passion for a year ( I nterview, Community C, 1 8  October 
2000) . 

A College lecturer, however, saw it differently (and noted the tension in the 

development) . 

On balance people thought that it was really important that primary 
teachers were able to partake in  university papers ,  political science 
or whatever it might be for their own personal development as 
opposed to being locked into papers that were closely a l igned to 
curriculum (I nterview, Lecturer 1 ,  30 October 2001 ) . 

And not al l  Col lege students were involved in  the degree. 

I think there was just under fifty per cent who did only the diploma, 
there was a number more that did the diploma plus a couple of extras 
which kept their degree option open for part-time com pletion , and 
there were some who went through and did the fu l l four years 
( I nterview, Lecturer 4, 30 October 2000). 
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From its inception,  the jointly taught degree was under pressure due to tensions 

between the two g roups that needed to co-operate closely, the Education departments 

in each institut ion. I n  both institutions there were also genuine doubts about the value 

of the qual ification .  

I th ink the th ing that is  often lost when people ta lk  about that 
qual ification was that it never actually got a fair go. . .  lt is hard to 
judge what happened there because ultimately two thirds of it was the 
diploma and the diploma was never a qualification that had a 
considered phi losophy, the structure of it was a collection of stuff that 
kind of evolved through expedience often over dozens and dozens of 
years . If those l inks with the University had been set up with the same 
kinds of d iscussions of goals and outcomes and structure and 
philosophy that attended later developments ,  it would been a hell of a 
lot better because it was just carrying on doing the same except 
something extra which we would do jointly. Nobody ever understood 
what the hel l  it was for and the only people who got a picture of the 
whole were the students ( I nterview, Lecturer 4, 30 October 2000). 

l t  was also general knowledge that the Education departments at the 
University and here were lobbying for al l  kinds of reasons and there 
was professional jealousy. There were professional feelings of 
tensions, of feel ing threatened , of al l  kinds of things and it seems to 
me that that was one of the major guiding forces in the splits that 
occurred. I n  my view it was unfortunate, the lack of being able to talk 
about it in a reasonable way and I suppose it was unfortunate in  a 
way it was the Education Departments, those who taught Education , 
that were the drivers of changes that were never real ly properly 
d iscussed around the College in that sense. That was it. They 
couldn't actual ly have a conversation because they were so different 
in their points of view ( Interview, Lecturer 1 ,  30 October 2001 ) . 

The Review of the BEd 

After five years the degree was reviewed and tensions wh ich may wel l  have been in 

the degree from its inception, were made explicit. I n  March 1 995 the Dean of the 

Faculty of Education ,  U niversity of Auckland, in itiated a review of the jointly taught 

degree to be conducted by the Academic Programmes Committee of the University. 

The College was happy with that decision. 

So we decided that we would jointly review through the Board of 
Studies the BEd, how we had g ot on, seeing we had been running for 
four or five years .  So it was a joint decision. No question about that 
( I nterview, McGrath, 5 July 2000). 

The terms of reference established for the review were mutually agreed between the 

College and the U niversity and the review committee which was established consisted 
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of four staff members from each institution and was chaired by one of the University 

members. Student representation, a lthough being sought, did not eventuate. The terms 

of reference for the review were agreed as being:  

To exam ine the appropriateness of the existing Bachelor of Ed ucation 
Degree programme in meeting the Faculty's approved aims of the Bachelor 
of Ed ucation degree as per the Faculty Committee Academic Programmes 
Committee Bachelor of Education report: 

to prepare students to function as effective beginn ing professionals in  
classrooms and other educational settings; 

to encourage and enable beginning teachers to reflect critical ly on 
their practice and; 

to develop in students an appreciation of the ethical and professional 
responsibi l ities inherent in being a teacher with in Aotearoa/New 
Zealand; 

in the l ight of an integrated understanding of theory and practice, to 
encourage and enable teachers to continue to g row and develop 
professionally through their early years of service. 

To review the structure, composition and level of the Bachelor of Education 
programme and to evaluate these in comparison to other Bachelor of 
Ed ucation programmes in New Zealand. 

To review the inter-institutional structures and resources which su pport the 
Bachelor of Education programme. 

To review qual ity control mechanisms for the Bachelor of Education 
programme. 

To review the resourcing and del ivery of jointly offered papers with in the 
programme.  

(Bachelor of Education Review Committee, 1 995a) 

The 25% that was comprised of the Education component was the key site for dai ly 

work-place contact between the two sets of staff, while the wider regulatory framework 

and the management structure within which the degree operated were further points of 

contact. In terms of the theoretical framework, the top-down defining characteristics of 

both a college and a university set the parameters within which 75% of the BEd 

programme operated. Clearly there is an inherent tension in developing a programme 

that is defined by one institution (the University), that is predominantly taught by 

another institution (the Col lege) and that has only a small proportion of the programme 

(the 25% Education component) that is jointly taught. The l ikelihood for tensions to 

develop were h igh .  Tensions inherent in the different natures of the U niversity and the 

College would inevitably be exacerbated by the different ski l ls, knowledge and 

dispositions of the two groups of staff. 
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College staff were not clear in their recollection of where the proposal to review the 

degree had come from, nor of the actual reasons for it. 

lt j ust happened. Well no I am sure there was a reason. lt seemed to 
me to come from the University. I think though to be fai r  that the 
U niversity has reviews every four years or so, well the departments 
do,  and as I understand it they had had another review for something 
else, maybe one of the other degrees, and as I said, I th ink that was 
something that they did and then this review came up ( I nterview, 
College Lecturer G, 1 1  September 2000). 

There was a d ifference in  perception between the Col lege leadership general ly and 

some College staff as to involvement in  the review. Members of the Management 

Focus G roup were clear in interviews about their lack of involvement in  the review. 

Wel l ,  who did they review? That is my question. I mean we were 
int imately involved in the BEd and were never asked anything about 
what we thought about it ( I nterview, Management 1 ,  6 November 
2000). 

l t  is  interesting, I wasn 't aware of this review. I could tell you why I 
th ink we decided not to be in it [the BEd degree] any more but I 
wasn't aware that there was a formal  review (I nterview, Management 
5 ,  6 November 2000). 

I wasn't [aware of the review] e ither but that there was a decision 
made that this [the BEd degree] isn't working ( Interview, Management 
2 ,  6 N ovember 2000). 

Early in the review process a staff conference was held but some staff were suspicious 

of its genuine i ntent. 

We sat around in groups and it was so bizarre. Conferencing for the 
whole day and we sort of fed stuff back and I thought I was going 
through the motions. I felt l ike Dennis [McGrath] had made up  his 
mind a l ready . . .  I th ink by then, and I don't know but I think by then the 
decision was at least three quarters made. And so we had this day 
and it j ust did feel l ike going through the motions (Interview, Former 
Lecturer F ,  29 June 2000). 

The "decision" referred to here was the one to leave the jointly taught degree in favour 

of a provider degree. Despite a number of participants believing this ,  McGrath 

maintained that the review was entered s incerely and, at that point, with an  open m ind 

as to the future ( I nterviews , McGrath, 5 July 2000, 14 November 2000) . 
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A keynote paper at this conference was presented by the Principal , Dennis McGrath, 

Practicalities, Professional Training of Teachers and Unit Standards (McGrath ,  1 995b) . 

He reviewed the past development of teachers col lege courses and noted that issues 

of content, skil ls and location had remained relatively constant over a long period of 

time and that the then current jointly taught BEd primary programme raised a number 

of questions. These related to the place of subject knowledge in a professional degree, 

the value of studying several subjects in depth and the balance in the programme. He 

also suggested that the professional practice component should be assessed within the 

degree and urged the discussions to consider the structure of the programme 

(McGrath, 1 995b, p.S). 

McGrath ( 1 995b) further raised questions about the future - the chal lenge of the 

information age, the impact of technology, the pedagogic relationship between the 

teacher and the learner both in schools and in colleges and the differing needs of a 

range of different communities. He affirmed the existing courses for the support they 

received from school Principals and his belief that this was in part due to the strong 

practicum element in them. He also described the development of the National 

Qualifications Framework and its attendant un it standards as a significant challenge to 

current programmes. The work of the Tertiary Action Group was opening up "an 

alternative pathway for the registration of degrees on the framework - an alternative 

that we will have to consider" [emphasis added] (McGrath , 1 995b, p .8) .  He concluded: 

Teaching is incredibly complex. We all recognise that. The New 
Zealand Qual ifications Authority teacher education advisory g roup 
endorsed a number of statements that exempl ified the challenge. 

Teacher education involves a consideration of many factors , for 
example 

• it is developmental 
• teaching contexts and tasks are unpredictable 
• education is informed by diverse phi losophies 
• teaching involves multiple roles 
• the outcomes of teaching are the results of complex and subtle 

interactions with individuals, groups, parents and caregivers. 

lt is timely, therefore, that we consider what we do in teacher 
education programmes to prepare students to meet this complexity. 
Can we real ly say our curriculum enables our graduates to meet the 
future challenges? Can we identify what knowledge is of most worth? 
Can we meet all schools differing needs? Can we continue to t rain 
generic teachers? Can we address the need for teachers to meet the 
new assessment demands and the 'seamless' curricu lum deman ds? 
Can we produce the 'reflective practitioner' when so many of our 
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courses and assignments are knowledge-bound? . . .  Our stakeholders 
are m any and varied. At one level it is our students, at other levels it 
is principals and boards of trustees, at yet another it is the Ministry 
that 'purchases our outputs' and at an ultimate level it is the parents 
and, indeed , chi ldren in schools and centres. lt is that complexity that 
creates the challenge and it is that chal lenge that behoves us to make 
a d ifference for al l  - to ensure that the teachers we graduate can do 
just that - make a difference for a l l  they teach."  

(McGrath,  1 995b, p .8) .  

Submissions to the Review 

Submissions to the review of the jointly taught BEd degree highl ighted a number  of 

issues. A confidential summary of submissions prepared for the review committee 

(Bachelor of Education Review Committee, 1 995b) was presented in summary form but 

kept separate the submissions from Auckland College of Education staff and those 

from University of Auckland staff. 

Auckland Col lege of Education staff were positive in recognising that the jointly taught 

degree better served the profession and the community than had the previous 

qualifications and welcomed the opportun ity to develop and improve relationships with 

their colleagues at the University. They recognised also that the jo intly taught degree 

had raised entry levels for primary teacher education courses and that this, with the 

increased academic study component, had enhanced the qual ity of graduates. These 

and other positive outcomes were balanced against criticism of the overall concept of 

the degree. This balance is described by one participant in these terms. 
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On the positive side I think it [the jointly taught degree] real ly opened 
peoples' m inds to the fact that a degree was achievable and 
desirable. I th ink there was considerable feel ing of being short
changed among those people who had taken the long route to 
achieve d iploma and degree qual ifications. I think that there was 
benefit evident in graduating teachers' who were more aware of 
research,  theories, underpinning principles and to some degree I 
th ink there was benefit in the seven "other" University papers being 
part of that q ual ification. Unfortunately I think it became 
m isrepresented in a lot of the arg ument as providing a foundation or a 
broader base for teaching. I think if you actually analyse what those 
students actually did in those seven other papers, rather than provide 
them with a wonderful and rich background in the sciences and maths 
and Eng l ish and l iterature , al l those things that people would use to 
i l lustrate the argument, they were largely constrained to things that 
were avai lable back-to-back on a Thursday night or something that 
d idn't clash with their part-time jobs. There was only somewhere 
around 2% of those people who did something in the sciences 
because the science subjects weren't scheduled as accessible to 



part-time [students] , s imply because they had labs that went across 
the week and were outside the areas of expertise of many of our 
students (I nterview, Lecturer 4 ,  28 June 2000). 

A summary of the Auckland College of Education Staff Submission to the Review 

reveals that positive points were consistently outweighed by a long l ist of negative 

views and criticisms of the experience of teaching the jointly taught degree which 

included concerns that no " real relationship" had been forged between the Auckland 

Col lege of Education and the University of Auckland, that the mechanisms for 

communication were not working and that the relationship between the Faculty and the 

Department was unclear. lt was the view of these submissions that professional 

relationships had deteriorated .  With regard to the curriculum in  general ,  Auckland 

Col lege of Education staff felt that there had been little discussion about the phi losophy 

of the programme and of the expected outcomes. Options for students' choice of 

University papers were seen as l imited with a lack of appropriate early ch i ldhood 

papers. More specifically there was, the submissions a l leged, a slavish unbalanced 

adherence to critical theory in social pol icy papers .  

The question of a shared phi losophy for the jointly taught degree - described by one 

participant as "a smorgasbord l iberal arts degree" (I nterview, Former Lecturer, E ,  29 

June 2000) - was a key issue that was commented on by many participants, one of 

whom concluded that rather than it being one programme it was in fact two 

programmes. 

We hadn't sat down and established a common phi losophy 
( I nterview, McGrath 5 July 2000). 

Where teacher education has had a long history in the generic l iberal 
arts tradition , there was more research coming that said there is a 
professional practice of teaching and that is what a teacher needs to 
know. And you can 't look at a reflective practitioner, creating the 
reflective practice of a teacher as a professiona l ,  unless you have a 
framework against which they reflect. . .  was there something different 
in becoming a teacher as opposed to simply a generic university 
l iberal arts graduate? (I nterview, Former Lecturer E, 29 J une 2000). 

Well there were long-term dissatisfactions with the relationsh ip. I 
remember going to a meeting . . .  and with a teachers college hat on 
really, saying "Wel l ,  what do we want the students to know? What is 
the course going to be about?" The meeting went nowhere because 
the U niversity people wanted to teach what they knew. So I believed 
and tried to say that I felt that the resultant course outl ine was actual ly 
not the right kind of course for college of education students but they 
got it anyway. So that was a major concern, there was never a 
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coherent degree. There were bits from the education strand at 
Auckland University and the College programme and then the 
students did their own choice at the University. lt was two 
programmes, it absolutely was two programmes ( I nterview, Former 
Lecturer F, 29 June 2000). 

These views were overlaid with a feeling that there was an artificial dichotomy which 

characterised the University staff as theorists and the Auckland College of Education 

staff as practitioners .  This became a recurring theme in the review. The restriction of 

Auckland College of Education staff to teaching only at the Stage 1 and Stage 2 levels 

was a criticism that was related to a feeling expressed that the University of Auckland 

"owned" the papers but it was the Auckland College of Education that "ran" them. 

One of the difficulties was that in the fi rst year Education we did 50% 
of the lectures and they did 50%. But when you got to Stage 2 and 
Stage 3 it was l ike a 60/40 or a 70/30 split and it was the University 
doing the bigger split than us. And I guess that was the perception 
and certainly I made submissions, when they did the review, that we 
were seen to be the lesser capable of the two. And in fact we 
sometimes felt that they, the Auckland University people,  would come 
in a nd do the lecturing and we would be left to do the hands-on as in 
the tutoring (Interview, College Lecturer G ,  1 1  September  2000). 

There didn't appear to be as much commitment from the University, 
And it was that down-valu ing,  that our bit was the practical bit and 
theirs was the good theoretical part and that was valued more 
( I nterview, McGrath , 5 July 2000). 

There were administrative problems raised in the Auckland College of Education 

submissions that ranged from problems with parking at the U niversity to a lack of 

written procedures, difficulties with record-keeping, unclear resource al location and 

t ime-tabl ing pressures. 

Early chi ldhood staff at the Auckland College of Education made a further submission 

which focused on the marg inalisation felt by them in the jointly taught degree which ,  

they contended, fai led to prepare early childhood students to function effectively as 

teachers, to reflect critical ly on practice and to develop an appreciation of specific early 

childhood ethical and professional issues. 

By comparison, the University of Auckland staff in their submissions asserted that 

many of the problems "are people problems rather than structura l ,  curriculum-based,  

or  administrative. "  I nformation became, they felt, distorted or inaccurately 

disseminated at both institutions. The inability of the Dean at the U niversity to "direct 

others" ( including it was suggested the Head of Education and other Auckland College 
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of Education staff) was seen as a frustration and there was recognition of an overal l  

lack of admin istrative coherence. In their view, students saw the qual ification as two 

separate components rather than as a single credential .  

A summary of the University of Auckland staff submission to the review reveals that 

they described a number of what were seen as positive features and qualities of the 

jointly taught degree. The BEd degree had "advantages over a single-institution 

degree" and was able to del iver the goa ls as spelt out in the Terms of Reference for 

the review. The submission recognised the contribution of the Education Department 

as both central and effective and the committees , along with the registry staff, were 

praised . The BEd degree was seen as an excel lent vehicle for co-operation between 

the University and the College ("it was important for the Auckland Col lege of Education 

and the University of Auckland to be close") , as a means of g iving impetus to the 

sign ificance of pedagogy for Maori and Pacific Islands students, as a factor in 

improving the qual ity of teaching and promotional opportunities for Maori teachers, and 

as a qual ification that had produced "very good graduates" . 

There were other submissions from smaller g roups of lecturers from each institution 

that repeated the above concerns. An additional submission from ten Auckland 

College of Education lecturers involved in teaching two papers (Learning and 

Teaching in New Zealand Classrooms and Human Development and Learning: 

Psychology and Education) focused on the extent to which they (i .e . , the Auckland 

College of Education staff) felt that they lacked power in the relationship with their 

University colleagues and received little recognition of their effort. They saw the 

Auckland University staff as lacking commitment and participation .  This group felt that 

the jointly taught degree had produced a set of conditions about which they were not 

able to be positive. Other submissions were generally more positive and focused, 

where they were negative , on administrative and/or procedural d ifficulties such as the 

clashes between lectures and teaching experiences. 

Inherent Tensions 

There is some agreement that staff in teacher education divide their professional time 

between teaching , scholarsh ip  and partnership activity (i .e . ,  t ime spent on working with 

schools in supervising students, with associate teachers, or in professional 

development activity (Ducharme & Ducharme, 1 996, p.63). The Research About 

Teacher Education ( 1 990) study showed that teacher education staff spend about 60% 
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of their time in teaching , a l ittle less than 20% on scholarship and about the same on 

partnership activity (idem , p.63). But this tension was not characteristic of only those 

teacher educators who had come to that enterprise from a school background.  l t  is 

reported (Judge et a l . ,  1 994, p . 1 34) that teacher educators have several identity crises. 

For those teaching education courses there is a lso the matter of identifying with their 

particular education discipl ine, rather than with teacher education . 

Lecturers from this tradition tend to see ,the real teacher education work being done in 

the methods courses but those who teach those methods courses identify with their 

school subject rather than with teacher education.  Where, as was the case in the jo intly 

taught degree at Auckland, there is a concentration of "methods" courses into one of 

the partners there is a potential for those tensions to take on an institutional 

characteristic. This is exacerbated when the relationship is clearly restricted to only a 

section of the College as it was in this instance. 

If there was partnership involved it was restricted to those overlapping 
modules that were labelled "education" (I nterview, Lecturer 4 ,  28 
June 2000). 

From a curricu lum viewpoint nothing either way real ly affected us. We 
weren't such a part of the teaching of that whereas Education was 
directly involved because they jointly taught the thing but in terms of 
[Subject] there was no direct . . .  There was also a status type of 
thing . . .  The curriculum areas I think were seen as a lower status in 
the degree and the areas that were taught j ointly or conjointly were 
seen as higher status (I nterview, College Lecturer B, 1 9  Septem ber 
2000). 

Even in the shared components of the jointly taught degree there was further potentia l  

for tension. The orientation of  programmes is  very much a theme in the debates o n  

m issions and goals that surround inter-institutional relationships general ly. For 

instance ,  the U niversity of South Austral ia merger raised issues related to the applied 

vocational orientation of the colleges and the research/teaching emphasis of the 

university. In that instance the strategic planning group for that merger noted that: 
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. . . there was an apparent d ichotomy between the views of those 
supporting education for its own sake and those wishing to strengthen 
the U niversity's m ission to apply knowledge and sustain l inks with 
industry and commerce. The Committee believed that this was an 
artificial d ichotomy and that the m ission statement does al low for the 
spirit of enquiry to drive the institution with in an appl ied model of 
teaching and research (quoted in Bradley, 1 993, p. 1 26). 



A note of contention was introduced into the period of the review by an analysis of 

ratings of papers in the course made by BEd and BA students. This was undertaken 

within the U niversity and summarised in an internal Auckland Univers ity Education 

Department memorandum (25 October 1 995 ). lt was stated that "these figures confirm 

the considerable amount of anecdotal evidence of ACE students' preference for 

University over College courses. "  This was countered by Maeve Landman, Dean of 

Learning and Research Development at the Auckland College of Education in a 

Col lege memo (30 October 1 995) which questioned the conclusions on the grounds 

that they did not flow from the data used and described the assertion about "anecdotal 

evidence" as "nothing short of mischievous." At d ifferent levels, in the submissions and 

in incidents such as this, tensions between the two institutions were clearly present. 

Inevitably there were tensions in relationships between two institutions which, despite 

their ostensible similarities, are from different histories . The experience of the Hamilton 

Teachers College and the University of Waikato merger in 1 991  after many years of co

operation in preparing teachers, confirms this. Alcorn ( 1 995) described the potential  

source of such tensions as: 

• Combining research imperatives with the demands of 
professional involvement in schools. 

• Contesting narrow views with in the University over what 
constitutes appropriate and rigorous research. 

• Maintaining the crucial importance of teaching in an 
institution which does not require its staff to be 
professionally tra ined for this role. 

• Providing students with a theoretical base to inform their 
reflection on practice so they are not constrained with in 
their own experience.  

• Preparing teachers to be effective practitioners in  schools 
as they exist as wel l  as innovators, change agents and 
questioners. 

• Maintaining a professional concern for students which 
provides support yet develops professional independence. 

• Maintaining the q ual ity of programmes in the face of 
demands for local delivery and shrinking financial 
resources. 

• Maintaining genuine partnerships with schools in an 
increasingly market driven educational system .  

• Maintaining a balance between involvement in  and crit iques 
of national policy developments. 

(p .27) 

Many of these issues reflect a view that the location of teacher education is a powerfu l 

control l ing factor on the nature and content of programmes. The discussions about the 
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content of teacher education programmes is often a discussion about the location in  

both a physical and philosophical sense of  such programmes and this is a further 

source of tension. The Jordanhi i i/Strathclyde relationship grappled with this issue right 

at the beginning of negotiations. 

To be more specific, it was argued that the inclusion of teacher 
education in  the "University" portfol io of courses would enrich 
opportunities for undergraduate and postgraduate study for its 
students, whi le at the same time facil itating the expansion of teacher 
education in areas of shortage. For Jordanhi l l ,  integration with a wel l
establ ished university offered the best framework for its future 
development, and would g ive it new and important opportunities to 
enhance its research and consultancy activities, while also enabling it 
to forge l inks with a much wider range of professional ly-oriented 
d isciplines (Arbuthnott & Bone, 1 993, p . 1  04) .  

This potential to  increase course offerings i s  mirrored in other relationships (Breuder, 

1 996, p .52) but, it is argued , increased opportun ities seen in any proposed relationship 

m ust be related to academic purposes of the institutions (Arbuthnott & Bone, 1 993, 

p . 1 09) .  In the case of the Lincoln/La Trobe merger, academic rationale and goals were 

establ ished for each of the institutions and for the amalgamated university on the 

grounds that any successful merger had to be based on academic grounds (Gamage, 

1 992a, pp .B0-8 1 ) .  The relationship between the Auckland College of Education a nd the 

University of Auckland in  offering the jointly taught degree had no such philosophical 

foundation . The review concluded with some recommendations: 
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That there be an improved articulation of the phi losophy underlying the 
Bachelor of Education Degree. Discussion and articulation of this 
p hi losophy should i nclude the following issues : 

• learned professional vs skil led craftsperson (theoreticians I 
practitioners spl it) 

• breadth of study versus depth of study debate 
• issues of content for a professional education degree 
• futu re issues for professional ed ucators 
• assessment of current structures with in  the Bachelor of Education 

That proced u res to i mprove commun ications be in itiated, with 
particular reference to: 

• current poor relationships ACE/UoA 
• counselling/advice giveri to students by academic staff 

That a com mittee be formed to manage admin istrative matters within 
the Bachelor of Education .  Particular issues include: 

• E FTS sharing 
• academic records held by institutions 
• lack of written agreement of co-operative venture 
• roles of co-ordi nators with in  U niversity papers 



• l ibrary access I funding 
• enrolment matters 

That the Early Childhood Education U nivers ity content of the Bachelor 
of Education Degree be further developed to more adeq uately meet the 
needs of students pursuing Early Chi ld hood Ed ucation. This m ight 
i nvolve: 

• more Education papers within early chi ldhood 
• appointment of more staff in the early chi ldhood area. 

That particular attention be g iven to meeting the n eeds of: 
• Kura Kau papa M aori 
• Distance Education - North land Bachelor of Education teaching 

and offerings. "  

(Bachelor of Education Review Committee, 1 995a) 

The review was to a certain extent the product of a changing environment. 

The review came out of . . .  the joint board of studies or joint board of 
something or other and we were aware of unease in both respective 
staffs about the tension between world views, tensions between 
cultures, tension between sites . . .  The review was really prompted 
by . . .  the publ ication of the tertiary review group or the paper that 
effectively made it possible for providers other than universities to 
offer degrees ( I nterview, Lecturer 4, 28 June 2000) , 

There are fundamental differences in the culture of un iversities and colleges that create 

tensions and pressures in a relationship. Certain ly the defin ing characteristics of a 

college are different from those of a university and the difference in the "actors" in 

terms of their knowledge, skil ls and disposition are considerable. This being the case, a 

jointly taught degree would inevitably become a site for tension . 

Impact of the Jointly Taught Degree 

There were positive gains from involvement of College staff in the teaching of the 

degree, which justified the effort made earlier to win such involvement. 

The people who were involved in teaching on the degree with the 
University were forced into the academic world of the University and 
one of the things that it has real ly done for us is that, I bel ieve , we 
have a really good sense of what 1 00,  200, and 300 levels papers 
look l ike and what the expectations would be for each of those a nd I 
relate those now to the Q5, Q6, and 07 for our degree ( I nterview, 
Management 5, 6 November 2000). 

The knowledge we had gained from working in  the old BEd actual ly 
al lowed us to fly in  a very short t ime (Interview, Management 7, 1 0  
October 2000). 
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One of the spin-offs of our relationship with Auckland University was 
that if we were to hold our own in that relationship then we needed to 
become more focused on teaching and practicum and research. We 
sti l l  have those three arms, but at that stage the teaching and the 
practicum were the main focus of Col lege and research wasn't. If we 
wanted to be able to work in a real partnership relationship with the 
University then we needed to be doing that and it was around about 
that stage that we were starting to challenge all those ideas. N ot 
necessari ly here but world-wide I think teacher education was 
beginn ing to realise that if it wanted to hold its own it needed to be 
working in that way ( I nterview, College Lecturer C, 1 3  November 
2000). 

Getting to know what each other did was important. The expectations 
of work. I taught a University paper so we were members of the 
Auckland University. We could go to their meetings which I did very 
rarely - just got to know each other - a gl impse ( Interview, College 
Lecturer C, 1 3  November 2000) . 

The point is that there is no doubt that the staff at that time at the 
University were better versed in education and the critical 
perspectives of education than the College staff and the College staff 
came from an experiential base . . .  I think it was a very positive 
relationship because one can 't exist without the other I don't think. So 
my memory sees it as a more positive than a negative thing at that 
t ime ( I nterview, College Lecturer F, 25 September 2000) . 

Education staff were very fortunate because we had to teach actual 
U niversity papers as opposed to some of the other centres that sti l l  
carried on doing thei r  own thing but didn't have to work with the 
people at Auckland University . . .  I think we got a much better idea of 
what a degree paper or programme would be l ike . . .  things l ike 
m oderation and assessment and . . .  module booklets and developing 
th ings in  some sort of more coherent way. So I think those were al l  
g ood positives for us (I nterview, Management 1 ,  6 Novem ber 2000). 

l t  had an important impact on teacher education . . .  Education kept on 
feel ing insecure and running out and trying to persuade them that we 
were better than they were, that our exams are harder than University 
exams so that's why we're better for instance. But the subject areas 
had n o  effect. What happened was that the l inks between the Engl ish 
department of the University and the Engl ish department here . . .  
weren't competing they weren't even in the same discipl ine real ly 
( I nterview, Management 8 ,  1 3  November 2000) . 

I actual ly thought [the degree] forced us to look at ourselves and what 
we d id academically (I nterview, College Lecturer C, 1 3  November 
2000) . 

I nvolvement with the University had extended a group of staff at the College in a 

number of ways. They were involved in new levels of programme development and 

became aware of the importance of research. By being,  as one participant described it ,  

"forced into the academic world of the University" they became increasingly cognisant 
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of the demands of a degree programme. Philosophical ly their view of Education as a 

d iscipline seemed to be extended and expanded. While this input was largely confined 

to those working in the Education area of the College, the impact on the programmes 

was also reflected in the presentation of these programmes general ly. 

More of the staff have actually undertaken their own University 
qual ifications and they have been able to make comparisons between 
what they had done as personal study and what they have had to do 
in terms of producing modules at equivalent levels as a Stage 1 
Stage 2 Stage 3 paper. That has had a large effect on the way that 
modules have developed over the years (I nterview, Management 2, 6 
November 2000). 

The sort of attitude that I felt was around was that there was imposing 
a much more academic orientation and that wasn't necessarily 
leading to good teaching with in the College. We were doing things 
because of the Univers ity connection and I think that has continued 
even more into the BEd (Teaching) degree where we have taken a 
much more academic approach to teaching (I nterview, College 
Lecturer D, 28 August 2000) . 

The positive impact on and gains by the College staff teaching in the degree 
programme were: 

• a developing realisation of the importance of research ; 
• increased attention to the particular phi losophic characteristics of teacher 

education; 
• an awareness of the academic world ;  
• increased collegial ity with the University; 
• a better idea of the organisation of modules; 
• a better qual ity input at the development stage of programmes; 
• more intense academic scrutiny; 
• a developing view of a degree as a benchmark level for qualifications; 
• an increased general academic orientation . 

University/College Staff Relationships 

The final stages of the degree review were coloured by a series of events that occurred 

during the period of September to November 1 995. As the Chairperson noted in the 

Review Report: 

During the course of the Review the Committee learnt of an initiative 
by the Auckland College of Education to explore the possibi l ity of a 
College-based degree for teaching . . .  Although the development of 
such a degree would have profound impl ications for the current 
Bachelor of Education degree offered by the University of Auckland, 
the Committee resolved because of the exploratory nature of the ACE 
proposal ,  to continue the current review according to the in itial terms of 
reference. 

(Bachelor of Education Review Committee, 1 995a) . 
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The initiative by the College, at this particular time, to explore the possibi lity of a 

College-based degree exacerbated existing tensions. Tensions were not new to the 

relationship between the U niversity of Auckland and the Auckland College of Education 

and had been openly acknowledged by the Principal of the Auckland College of 

Education when he wrote to the BEd Review Committee summarising the views of 

College staff. He concluded: 

There is obviously a real concern with mechanisms for 
communication .  The consensus of ACE staff opinion is that it is sti l l  
not c lear ( in spite of the best efforts of Faculty admin istration) how 
and whom they should approach for a number of the concerns 
expressed above, i .e . , the relationship between the Faculty and the 
Department appears very unclear and forced at times. lt appears that 
the Department, through "consensus and democracy" can override 
the opinions of the partner i nstitution . . .  

There is ,  I bel ieve, qu ite a deal of resentment, ind ifference and even 
anger existing amongst many of our staff. This is directed to the 
University and the Department of Education .  There are a great many 
staff who would seek an alternative qualification which better meets 
the needs of students studying to be teachers." (McGrath, 1 995a). 

I n  col laborative institutional relationships there are issues that centre on the 

relationship between the staff from the different institutions and the level of respect they 

accord each other. The University of New England experience i l lustrated this when 

anxieties felt by un iversity staff about merger with a " lesser institution" were matched 

by those felt by college staff about the loss of status (Harman, 1 983, p. 1 1 9) .  S imi larly, 

at Bendigo, it was reported that "fear and suspicion affected the behaviour of academic 

staffs in both colleges" (ibid , p . 1 20). I n  commenting on mergers in higher education 

general ly ,  Harman ( 1 983) further reported that: 

Another m isconception in the United States about mergers in higher 
education ,  is that they are generally a 'marriage of equals' .  Frequently 
mergers are publicly presented as unions of this kind but often the 
views of ind ividual participants are different, or soon change (p. 1 23). 

Critical to the jo intly taught degree was the nature of the relationship between the two 

g roups of staff, the Auckland Col lege of Education on the one hand and the University 

of Auckland on the other. This study sees that relationship from one side only - through 

the eyes and from the hearts of the College staff. There is inevitably another view of 

this relationship - that of the U niversity of Auckland staff. The Col lege staff certainly 

held a view of the U niversity staff that was critical , negative and perhaps even hostile .  
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Some of the feel ings were both based on and aroused by the perceived views about 

theory/practice differences. 

The old BEd degree . . .  was taught half or more than half at times by 
n on-practitioners, the University academic-type staff. I guess the idea 
of teaching as pedagogy wasn 't necessarily there in a cohesive way 
in [that] first degree (I nterview, College Lecturer G, 1 1  September 
2000). 

And it was that down-valu ing , that our bit was the practical bit and 
theirs was the good theoretical part and that was valued more 
( I nterview, McGrath, 5 July 2000) . 

They used to think that we were the practitioners and they were the 
head people. I think we could see that we had a better, closer 
relationship with our students rather than a un iversity del ivery 
( I nterview, College Lecturer G, 4 April 2001 ) .  

At the heart of this issue was the degree of perceived esteem that the College staff felt 

was being accorded to them by their University colleagues. 

The relationship . . .  between the two organisations - not between the 
two organisations so much but between the Education Faculty and 
the College - didn't have a culture of respect ( I nterview, Former 
Lecturer E, 29 June 2000) . 

My perspective too was the University lecturers considered that their 
papers were of a far higher quality than the papers offered by the 
College and that they looked with suspicion at some of the lecturers 
of the papers here with regard to whether they had enough 
qual ifications to provide that paper for the students (Interview, 
Lecturer 4, 30 October 2000) . 

Having been intimately involved with the University I have to say we 
made strange bedfel lows . I felt our dissatisfaction with working with 
the University was getting greater and greater. Being in Education 
there were a great many frustrations about working with them 
because we were seen as the dogs-bodies. We were the people who 
did the administration, they were the academics and they made that 
very clear to us ( Interview, Management 5, 6 November 2000). 

I mean one of the things that used to stick in  my craw every time I 
went in there ,  the agenda for the meetings. Everybody instead of 
having simply surnames or Christian names, the University would 
insist on using Professor, Associate Professor, dah di dah di dah, and 
then simply leave any titles , Mr Mrs Ms or anyth ing else off ours. You 
know there was this real power game all the time and it tended to 
obscure the real goals of trying to set up a programme of trying to 
meet the needs of students (I nterview, Lecturer 4 ,  30 October 2000). 
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I can remember g oing to faculty meetings where the Dean of the 
faculty used his voice and titles really to put us in our place. You 
know it was "Yes, Associate Professor . .  " or "Yes, Dr So-and-so . .  " and 
of course that effectively ruled all of us out, not now so much, but it 
certainly did then.  So those things were very controlled by the 
U niversity and I saw that as being part of the official reason to 
develop our own degree ( I nterview, Management 5, 6 November 
2000). 

But on a personal basis the lecturers from here and the lecturers from 
Auckland University tended to work really well together but the 
decisions were always, it seemed to me, centred at Auckland 
U niversity so that [they] made decisions for the Auckland College of 
Education and I th ink there was a strong feeling at that stage that we 
were big enough to make our own decisions (I nterview, College 
Lecturer C, 25 August 2000). 

I th ink there were qu ite a few people who thought we needed the 
Auckland University who had that sort of mindset that they are jolly 
chaps and they g ive us status and they give us depth and credibi lity 
and there is that respectfu l un iversity awe that some people held for 
the university status. But from what I could make out the Auckland 
U niversity itself acted in very hegemonic ways and simply had its own 
agenda and was marg inalising us quite significantly to the point 
where we could no longer operate with them because we had to play 
footsie around them rather than their accommodating us in any way . . .  
But I sti l l  think that a lot of people here felt that our attachment with 
the U niversity gave us credibi l ity at an academic level that in an 
autonomous institution would be lost (I nterview, College Lecturer E, 6 
September 2000) . 

The feel ing that there was "no culture of respect" points to suspicions and even 

misgivings that the one group had for the other. There was no confidence that 'parity of 

esteem '  existed .  This manifested itself in some important areas, such as opinions 

about qualifi cations,  knowledge and credibi l ity as well  as in other seemingly trivia l  

ways, such a s  the use of titles and names. 

Even though some staff felt awkward in the relationship, there was a feeling that 

despite the d ifficulties it was better for the College to be associated with the University 

than not to be. This ambivalence was also reflected in the views that at a persona l  

level ,  relationships were sound but that at an institutional/structural level they were not 

strong and that the University was not treating the College with respect, " it was being 

treated as the factory real ly" ( I nterview, Management 8 ,  1 3  November 2000). I n  

com ments o n  the reasons for the demise of the relationship, a focus on the quality of 

relationships emerged. 
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So we had real ly positive relationships with people we worked 
alongside but at the structural level there was the feel ing that teacher 



education wasn't heard ,  the voice of teacher education wasn't heard. 
There was all that stuff about parity of esteem really ( I nterview, 
Management 7, 1 0  October 2000) . 

That hiatus wasn't the University so much as the two departments, 
the two Education departments. I think those contributed significantly, 
its not one sided, this argument you know. But it was those g roups as 
opposed to other parts of the University . . .  There is a Jot of h istory, for 
example, in  my area, [Subject P] , it was quite the opposite. The 
conversations at all levels were hugely positive and indeed the 
l inkages between here, this College and the University right through 
to the University senate were seen as being incredibly valuable . . .  So 
there was two-way respect in some areas but in the area which was 
a third of the degree, the seven papers of Education ,  there was 
conflict, there was mistrust (I nterview, Lecturer 1 ,  30 October 2000). 

Oh yes, there had been increasing tension, increasing tension and 
part of that was personalities . . .  But I don't think that people were 
really saying 'oh how great, let's have a relationship'. I don't think 
necessarily everyone was totally committed from either the U niversity 
side or our side (I nterview, Management 7, 1 0  October 2000). 

There was considerable tension in the relationship between our 
Education people on the one hand and the University Education 
people on the other . . .  I th ink there is always tension when your actual 
patch comes under scrutiny from somebody else and that almost by 
definition there is a disparity between the world view of teachers who 
have become tertiary educators and tertiary educators who are not 
teachers (I nterview, Lecturer 4, 28 June 2000). 

Well my perception of that - because we were involved with the 
[Qual ification A] at the time so I was going to a lot of meetings at the 
University and it seemed al l  qu ite jolly - and, if you want my personal 
take on it, I think it was personal ity stuff more than academic 
outcomes but this is only my perception.  We had tension between 
some key people at this institution and at the University and it wasn't 
necessarily always academic tension . . .  So there was a hierarchical 
structure, the University was seen as above there . . .  But I couldn't 
help feel ing that those tensions were generated by that kind of thing 
( I nterview, College Lecturer F ,  25 September 2000) . 

The relationship between the two Education groups was seen as deteriorating while 

other College/University relationships appeared to remain sound. As teacher education 

developed a voice, there grew a feel ing that it was unheard and inevitably there were 

perceptions of status associated with such commentaries . The College view was that 

they had low-status membership of the al l iance and this feel ing existed from the 

Principal (who is clear in his views) right through a range a staff. 

Eventual ly we got to a point where they heard that I was unhappy. 
This was the Dean, and I was almost excluded from a lot of the th i ngs 
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that happened. To such an extent that I said I needed a bigger role so 
they made me a Deputy Dean and I think the only thing I ever did as 
a Deputy Dean was read out the names once at a g raduation 
because the Dean was overseas. And I think I did it competently but 
they didn't ask me to do it again (I nterview, McGrath, 5 July 2000). 

When I eventually decided that I should be the Deputy Dean to try to 
weld the partnership together a bit more strongly rather than having 
al l  the significant positions in  there, I was just excluded . . .  So it was a 
status thing . The U niversity owns the degree, the University wil l  make 
the rules and regu lations and admin ister it, and you blokes can teach 
some of it ( I nterview, McGrath, 1 4  November 2000). 

In terms of the qual ification , one lecturer felt that the structure of the programme at the 

time of the jo intly taught degree divided students in an unfortunate way. 

lt raised a class d istinction I suppose you'd say because some people 
could come out with a degree related to a university . . .  I think there 
were definitely two classes. A superior thinking or feeling with this 
group compared with that group. So people who chose to do the 
diploma were often thought of as lesser status . . .  I felt sorry for some 
students who chose the d iploma because of whatever reason but 
they were immediately seen by the general public as perhaps not 
having the ab ility . . .  the B team (Interview, College Lecturer B, 1 4  
November 2000). 

What was perceived was that the College was the underling partner 
and the College real ly taught the diploma bits so the University held 
the degree. Whereas if we held the degree it might have improved 
our status. But I certainly think that a publ ic perception is that a 
q ualification from a university has al l the connotations of knowledge 
and respect and a l l  those sorts of things whereas qualification or 
degree from a college certainly doesn't have the same (Interview, 
Management 2, 28 March 2001 ) .  

l t  is clear that the experience of teaching the BEd degree with the University raised 

strong feel ings about, a rticulation of, and views on status in general , academic status, 

and institutional status. The development of a m ind-set on this was an important stage 

of psychological growth in moving towards a College degree. 

Another set of problems was related to the difficulties the students encountered i n  

m anaging the demands of a programme taught across three sites - the U niversity, the 

College and their teaching experience schools and, consequently, having three  

d ifferent masters. 
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The other thing that was inherent in  that degree was an incredible 
tension betwee n  three sites. I think there were real issues about 
students having  to work between Epsom, Auckland and for practicum 
placement. The notion of a student being on practicum out in a school 



and having to dash off two half days a week to University lectures 
was j ust an anathema to Principals who felt that they needed to 
concentrate on it ( I nterview, Lecturer 4, 28 June 2000) . 

There were real pressures on the students because of their loyalty to 
three competing organisations - the College, the University and the 
s ite of practice. And it was the practicum that was one of the key 
issues because the University programme didn't change for the 
practicum . . .  For the two organisations not to be able to resolve that is 
actual ly an indictment on the organisations who needed to have the 
focus on the students ( I nterview, Former Lecturer E, 29 June 2000) . 

When it came to students' being spread across sites of University, 
schools, and College, the University got preference because they 
were University papers that they were passing . . .  So it started to 
erode the whole of the structure of the qual ification and yet the 
University could never see that those were real problems. They 
wouldn't change, apart from Education which was put on at 
compatible times. Most of the other subject areas l ike anthropology, 
geography and so on - they wou ldn't change the timetable, they 
wouldn't say well when the third years are out on teaching practice 
with blocks of time we will suspend our lectures, we wil l put those 
people into a tutorial and g ive them a special deal .  They d idn't do 
that. They just said no, no this is our timetable, this is our programme, 
you come in and do them. So it  became pretty frustrating (I nterview, 
McGrath, 5 July 2000) . 

This issue of d ivided loyalty was seen by the College staff and management as being 

at the heart of the problems with the degree as perceived by the College. 

Increasingly, working with the University, became more d ifficult on a 
structural level .  But one of the main d ifficulties was for the students 
because they had to do seven of their papers from other than 
Education. Now we had no control over the timetable so in effect what 
was happening was that the practicum was being compromised . . .  
[The programme leader] had this saying "the small leash syndrome". 
Our students wouldn't go to South Auckland because they couldn't 
get back to Auckland [University] in  time. Now we sti l l  suffer from the 
effects of that. We don't place students in South Auckland . . .  The real 
p roblem for me was the fact that we were actually losing credibi l ity 
with our school community, I am talking about Primary, and also that 
our students were not getting a real go at practicum . . .  The rea l  issue 
was that the students were stretched across the three sites. And I 
don't think that we can underestimate that - it really did have a huge 
i mpact (I nterview, Management 7 1 0  October 2000) . 

The students were not excluded from being involved in this as the risks that came with 

any perceived lack of parity of esteem were understood. 

I guess a concern was that it was unclear where the loyalty of the 
students was and was going to be in terms of where they had 
received their education. And that is quite important in the longer term 
of things . . .  Given that a degree outweighs a diploma, the a im a mater 
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was go ing to be the degree granting institution. And there were risks 
around being the jun ior partner in there ( Interview, Former Lecturer E ,  
29 June 2000). 

By the time the Review concluded the relationship between the University of Auckland 

and the Auckland College of Education had changed. Any changes aimed at improving 

the quality and admin istration of the jointly taught degree in a way that could have 

addressed these issues were too late as no students were enrolled in that programme 

for the 1 997 academic year, 

The Review Outcome 

The Review itself d id not result in any decisive action. 

I thought it  had fin ished but there wasn't anything to finish. lt j ust 
seemed that we had done a review and there were some complaints 
from the College and some complaints from the University and there 
were fourteen of those and three of these and two of those and the . . .  
I had been i n  and complained and I said look we have these big 
d ifferences between us and we are not getting on , what can we do 
about it? So  we had a talk  with [the Registrar] and we established this 
wider group ( Interview, McGrath,  5 Ju ly 2000). 

We were trying to open up the whole issue of what was a BEd for 
teacher education.  After that we real ised that nothing was going to 
change because we were just talking past [each other] . When we g ot 
into g roups in the afternoon [at the review conference] it was the first 
time that we had ever talked as a group to the University colleagues 
and we just real ly talked past ourselves and I think that came back to 
the fact that we didn't ever start from an agreed philosophic base and 
we could never meet the divide.  Because what we [the College] had 
was a belief in professional education and (not unnatural ly) what the 
[University] Education department was actually looking at was a 
l iberal arts type focus. So I don't think it was anyone's fault but it was 
just that we were coming from two different perspectives and 
traditions . . .  we had no bridging . . .  it would have been a phi losophical 
thing (I nterview, Management 7 ,  1 0  October 2000). 

A response of the institutions to the Review was to establish a wider group, a 

Management Committee of both the University of Auckland and the Auckland Col lege 

of Education to oversee the management of the jointly taught degree programme. This 

Committee met for the first time in  March 1 996 and continued to meet until the end of 

1 997. A Memorandum of Agreement between the University and the Auckland College 

of Education was pre pared and agreed for the 1 996 academic year. 
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At a meeting of the University of Auckland Senate held on 1 July 1 996, the Vice

Chancel lor reported that the University would be entering teacher education in 

response to the Ministry of Education's pro-active role in making teacher education 

contestable and the strong support for such a move from the Department of Education 

at the University fol lowing the withdrawal of the Auckland Col lege of Education from the 

BEd programme.  

Co-operation had been replaced by competition - it had been the reported position of 

the Dean of the Education Faculty that if the Auckland College of Education wished to 

"compete" with the University through offering its own degree, a joint programme and 

co-operation would no longer be possible. The demise of the BEd degree led, within a 

year or so ,  to the BMusEd (a special ist music education degree also jointly taught) 

being withdrawn by the University. The College argued for transition procedures for 

students in  the programme but by then noth ing was easy. 

I was reprimanded by the Dean of Arts for even contemplating the 
m ove into teaching our own degree and those sorts of things. What I 
was trying to do was to negotiate a continuance of the programme for 
the betterment of students but what he was trying to do was to rub my 
nose in it and say we have to take this away from you because we 
know best and we can do it better than you . . .  we tried when we ran 
i nto those problems.  We then set up this wider group and it met a few 
times but it was too late , it was genuinely too late (I nterview, 
McGrath, 1 4  November 2001 ) .  

The experience of the Col lege i n  teaching the BEd degree had led to a set of 

circumstances into which the innovation of a provider degree could be introduced. This 

environ ment, which had become fertile for such an innovation, was characterised by: 

• College staff who had tasted the excitement and growth of working in a degree 

setting ; 

• a College which had developed a sharper view of its integrity as a teacher 

education provider through having worked in a setting that made explicit both 

phi losophical positions and theoretical paradigms; 

• a College that generally had had its pride wounded and which sought to exert its 

status and integrity; 
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• a College which had seen the d ifficulty of programmes that lacked coherence and 

integration through requ iring students to work over three s ites, through only 

involving some of the staff in  jo int activity in  the degree and through having no 

binding phi losophic under-pinning for the q ua lification. 

Summary and Analysis 

The College had somewhat belatedly entered into a relationship with the U niversity to 

teach a joint degree programme and in doing so opted for a conservative model that 

posed l ittle chal lenge to the existing programmes in both institutions. The exception to 

this was the set of j ointly taught Education papers on which College and University staff 

worked together. However, from the point of view of the College staff, there was no 

parity of  esteem between the two groups. Certainly there were positive ga ins for 

College staff from working with their University colleagues, such as immersion in the 

academic world of the university, g rappl ing with issues related to teaching at degree 

level and the intellectual stimulation of research and theory. But overal l ,  College staff 

were never comfortable and the a l lure of developing and delivering a College degree 

became compell ing. Consequently, the relationship between the College and the 

U niversity fel l  apart untidi ly at the conclusion of the review of the BEd. The arrival at 

that t ime of competition in  teacher education thwarted any real attem pt to resolve the 

d ifficulties of the jointly taught degree. 

The next chapter deals specifically with the development of that provider degree.  A 

summary related to the change narratives , based on the shift from a jointly taught 

degree and the introduction of a provider degree, is presented at the end of that 

chapter as it is evident that the two are inextricably l inked. 
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Chapter 9 

Deg rees of Change: A Col lege Provider Deg ree 

As outlined i n  the previous chapter, the College had in 1 995 reviewed its BEd degree 

taught jointly with the U niversity. While there had been gains for the College in that 

relationship ,  by 1 996 the strains were compounded by the onset of competition in 

teacher education. The sequel to the review, a new management group and a stated 

commitment to improving the relationship ,  was never able to show results as the 

College announced its intention to develop a provider degree. In McGrath's words it 

"was by then too late" to rescue the jointly taught programme. This chapter deta ils the 

development of the College's BEd (Teaching) and its impact on pre-service teacher 

education .  
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The review of the BEd degree had encouraged the College to consider the 

development of a provider degree, an option that had become avai lable to the College 

as a result of the development of the National Qualifcations Framework under the 

control of the New Zealand Qual ifications Authority. 

Background to the Development 

There had been earlier h ints that the Auckland College of Education was looking at a 

new qual ification of some kind. During the 1 994 restructuring of the College "there had 

been talk about the idea that we should have done it in the first place" (I nterview, 

Former Lecturer E, 29 June 2000). But the clearest signal came in a paper written 1 995 

by the Principal , Denn is McGrath on behalf of the Strategic Leadership Team in  early 

September. The paper, A Proposal for an A CE Teaching Degree (McGrath , 1 995c) 

began by declaring that "the decision to investigate a college-based degree for 

teaching has not been taken l ightly. " The paper went on to discuss a series of key 

issues and areas such as the rationale of the programme, its duration and structure 

and the relationship of such a degree to the National  Qualifications Framework. lt also 

dealt with issues such as the relationshi p  with the University, the College's research 

culture and proposed a structure of working and consultative groups for achieving the 

development. 

McGrath ( 1 995c) urged that the development produce an explicit rationale for any new 

degree. He questioned the knowledge, skills and values that Auckland College of 

Education graduates would have and noted the positive impression created by the 

University of Waikato's BEd presentation at the July 1 995 BEd Degree Review 

Conferen ce, where a clear, overt phi losophy and rationale for that qual ification was 

explicated . He also noted that the then current jointly taught BEd degree did not have 

explicit principles and phi losophy, a theme that had become prominent at that t ime i n  

the Auckland College of Education submissions t o  the review of the jointly taught 

degree (McGrath, 1 995a). 

He went on to consider the length of the programme and while acknowledging the 

current practice of four years for conjoint Dip loma of Teaching/BEd programmes, 

emphasised the need for a three year exit point in order to meet Min istry of Educatio n  

demands. He posited several ways i n  which the three year exit point could be  

articulated within an overall four year programme. 
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The programme,  he asserted, need not be constrained by the then current programme, 

but he noted the increased professional education component in the University of 

Waikato's BEd degree, the fact that the 'market' for graduates and the acceptabil ity of 

the qualification to it were important considerations, and that the development had to 

take account of the issue of 'content knowledge' .  

The means by which the College could have its own degree programme were 

described in  terms of the options opening up under the National Qual ifications 

Framework - i .e . , a degree registered on the framework and based on the unit 

standards then under development in the Qualset development (Gibbs & Aitken, 1 995). 

Two further possibil ities were put forward : ( i) a "provider qual ification" that would see 

the Auckland College of Education registered and accredited to teach its own degree 

programme based on specified outcomes, or (i i) a combination of the two approaches -

i .e . ,  a provider degree but based in part on the unit standards for in itial teacher 

education . The abi l ity of the College to have the qual ification approved by the Teacher 

Registration Board was seen as essential  but not problematic. 

Clearly, the suggested development would have an impact on the relationship between 

the Auckland College of Education and the University of Auckland, institutions which 

were , at the time of the publication of this paper, in the m idst of reviewing the jointly 

taught BEd programme and McGrath acknowledged this, warn ing that "this wi l l  be a 

problem for discussion . . .  If we pul l  out of the BEd with the U niversity there will be 

EFTS and staffing implications for both institutions . "  He then moved on to raise the 

issue of competition .  

We also have to consider the possibil ity of  the University of Auckland 
deciding to offer teacher education and compete for EFTS with us 
and we have, too, the possibi l ity of Massey University offering teacher 
education at Albany. We note the recent statement that Unitec will 
offer secondary teacher education - presumably in technology but 
this is not confirmed yet (McGrath , 1 995a). 

McGrath then drew attention to the importance of the research culture in a degree

granting institution. 

A key to any institution being accredited to teach degree programmes 
is the research culture to support the programme. We need to ensure 
we can record and defend our record here. We have tried to 
emphasise this in recent years and we have the advantage of 
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accepting the NZQA defin ition of research which again features in 
TAG papers (McGrath, 1 995a). 

In concluding this paper McGrath outlined a means of proceeding by recommending 

the establishment of a steering group, a consultative group and an external advisory 

group, recommendations that were subsequently adopted for the development. The 

paper was accompanied by an invitation to staff to consider the key questions and to 

communicate their views to the steering group. "We can assure you all ideas will be 

heard even if we can't assure you al l  ideas wil l  finish up in the final version . "  The 

"starters to ponder'' were l isted at that point as: 

1 .  Name of the q ual ification? 
2 .  Duration? 
3 .  Balance of subjects/themes? 
4.  P lace of practicum? 
5. Use of technology? 
6. Generic or specific? 
7 .  Role of research? 
8. What cross-crediting? 
9 .  Further study possibil ities? 
1 0 . Ph i losophy? 
1 1 .  Rationale? 
1 2 . What is the ACE graduate profile? 
1 3 . What group of teachers are we catering for? 

Early Chi ldhood (0-5 or 0-8?) 
Primary 5-1 2  or 5-1 0  ages? 
Secondary What about year 7- 1 0? 

(McGrath, 1 995c) 

The review of the jointly taught degree and the move to develop a provider degree 

were related. 
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I think it real ly arose out of the July . . .  when we talked with the 
University and nothing was going to happen as a consequence. lt 
was a report that g lossed over things and highl ighted some issues 
and concerns but I th ink it was then we began to think seriously, wel l  
i f  we are not g oing to get any control ,  i f  we are not going to get our 
share of resources, then probably we should be doing something 
about it ( I nterview, McGrath , 1 4  November 2000). 

Dennis McGrath was very careful to say al l the way through . . .  that 
we needed as an institution,  as part of this review, or parallel to it ,  
to be working to see whether there was an alternative . . .  But at the 
same time it was kept fairly much as an adjunct th ing rather than 
as a part of [the review] . lt was sold, and I think conceptual ised, as 
a seeping exercise to see whether it was viable for us to look at a 



stand-alone degree . . .  I think it added a certain spice to the review 
process. I think there were strong assertions and assumptions 
made by many that this was almost a decision that was made and 
the review was perhaps to window-dress it. I think there was a 
certain  amount of animosity about us being a l ittle forked-tongued, 
that it wasn't just a seeping exercise (I nterview, Lecturer 4 ,  28 
June 2000) . 

McGrath recalled raising the possibi l ity of a new degree informal ly with a senior 

U niversity staff member. 

I remember coming out of one meeting and saying to [Senior 
University Staff Member] on the pavement, I don't know, probably 
August or September, and I said look, we are going to see if we can 
do our own degree. We just don't see we are getting enough progress 
in this programme. He just said [exclamations] and walked off. And so 
I came back and said well he doesn't seem to care very m uch. So, 
that paper that I wrote in September was sti l l  tentative. lt was actually 
saying well these are the issues that we would have to face if we did 
our own degree and are we prepared to face them? And people said 
'Yes let's do it ! '  So then it became very much of a rush (I nterview, 
McGrath, 5 Ju ly 2000). 

The move was further aided by an examination of the components of the jointly taught 

degree. There appears to have been something of "road to Damascus" event. 

lt was in Ju ly,  if I remember, and by that stage the kind of work that I 
was doing both in terms of TEAC and the qualifications group [TAG] I 
could see there were possibi l ities . . .  My personal feeling was that we 
would be better to run with the University rather than sett ing our 
sights out in  our own track. I think it was some talking with [a group of 
senior staff] in here and I drew on the white board what it would be. 
Then I suddenly had the vision that if we stripped out the l iberal arts 
stuff we could get a degree within three years. That would be very 
marketable and then we could have a specialisation in the fourth year 
for those people who really wanted four years. I remember drawing it 
on the board (I nterview, McGrath ,  5 July 2000) .  

We actually started to tease out  some ideas and i t  was a lmost a 
revelation when we looked and discovered that a quarter of it was the 
l iberal studies sort of stuff, l iberal arts , and if we pul led that out we 
would be left with a focussed professional degree. And if we had a 
focussed professional degree, who would offer it? Wel l  al l  that stuff 
that I had been doing with TEAC and TAG . . .  helped [us] to think wel l ,  
yes, we could do that because I knew al l  about provider degrees and 
so on ( I nterview, McGrath , 1 4  November 2000) . 

I remember [a group of senior staff] sitting with Dennis and we were 
really worried , we just d idn't see how we could carry on because what 
we were believing in was being compromised [by the jo intly taught 
degree] . . .  and I remember Dennis said wel l  we could do this you 

1 99 



know, a provider degree. He was getting that feedback from that 
TEAC stuff and I remember thinking wel l  should we do it and h im 
saying why not. And that was kind of  right! And from there i t  kind of 
went whroom! ( I nterview, Management 7, 1 0  October 2000). 

Now the . . .  success of the development was based on quite a lot of 
things. One was because there was this real frustration of being l ike 
the h andmaidens and we couldn 't have control of our own destiny 
and our  beliefs about professional education ,  teacher education .  That 
had been growing because there had been qu ite a lot of debate 
through the PSTE Board and through staff meetings and through 
seminars etc. . .  I was l ike wel l ,  · yes, let's take charge of our own 
destiny, let's develop our own degree. So I think where we were 
coming from was quite critical in terms of getting things going really 
quickly. The fact that we had a short timeframe real ly focussed 
peoples' m inds because you could only focus on the detai l ,  on the 
important stuff. You couldn't get caught up in the all the extraneous 
stuff. Structurally it was really good because we released [Staff 
Member] to head the steering committee and he reported to members 
of the Strategic Leadership Team . . .  That was really important 
because he could use us. . .  he could drive it but didn't have to 
a l ienate people by m aking negative decisions. lt could be us and also 
he had us as a sounding board. Then there was a steering committee 
that was carefully chosen to actually have a combination of skil ls and 
personal ities etc and then underneath that there were the groups, the 
Heads of Centre representatives that were l ike reference groups and 
then we ran external reference groups. So I think the structure of it 
was real ly profitable, plus the driver that we had a short timeframe, 
p lus the fact that we were coming out of what was perceived as a 
negative situation .  Then [University Senior Staff Member] wrote in  the 
education review that we had actually been thinking of it for a long 
time because how on earth could we have developed something in 
effect in such a short t ime. That was actually not correct but where we 
were coming from plus the knowledge we had gained from working in 
the old BEd actually al lowed us to fly in a very short t ime (I nterview, 
Management 7, 1 0  October 2000) . 

The speed with which the Col lege had to work in the development was in part 

precipitated by the reaction of the University to the proposal which came along at a 

t ime when there was active promotion by the Min istry of Education of contestab il ity i n  

teacher education and when the relationship between the two institutions was strained 

fol lowing the review of the jointly taught degree . 
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I don't think we real ised quite how abruptly it would close that door. 
So what we did then was make a commitment that we would phase it 
out. Some of the other colleges, when they went into their degrees, 
they started with Years 2 and 3 and transferred people over and did 
things with obscene haste because they would s imply just repackage 
things that they had got whereas we structured it [the new degree] 
from the beginn ing and planned a sequence and we said that we 
would start with Year 1 and move through. We took qu ite a lot of 



opposition from the students who wanted to change immediately, 
obviously from a diploma into a degree, and wanted to finish up with a 
degree without having to spend four years doing the conjo int BEd 
( I nterview, McGrath, 1 4  November 2000) . 

Because having said that [the College] was going to do it, the 
response of Auckland University meant that it had to either go 
absolutely whole for it and take the absolute high ground or it was 
going to die in the ditch . lt actually cou ldn't at that point s imply 
repackage . . .  because it wou ld simply be seen as going back to what 
had been in 1 989 and you would have had a choice between an 
academic rigour and whatever ( Interview, Former Lecturer E, 29 June 
2000) . 

Once we had decided that that was something that we could pursue 
(and that was summarised in the paper in September where I tried to 
capture the kind of flavour of what was going on at that point and set 
out those issues) and then there was almost a ground swel l  of people 
saying 'yes we can do this,  we can buy into it' , without really realising 
the extent to which that was going to change the College actually. 
Because if it was a degree, it had to be at a different level from 
d iplomas and it had to be structured in a way that you couldn't just 
use your old stuff re-packaged. You had to start again and that was 
the key, developing the idea of the matrix, and the research base, 
and all those sorts of things ( I nterview, McGrath , 14 November 2000). 

Not that the "rush" was seen negatively. lt was described by one person as "critical" 

and not al lowing "time for people to kind of track off. " (I nterview, Management 7, 1 0  

October 2000). 

Factors Giving Impetus to the Development 

There was a variety of other reasons that were perceived as having g iven impetus to 

the development. 

Accru ing greater status. 

Unashamedly, we wanted to be the leading col lege and as the 
leading college you have to take a few risks on occasions. We were 
the first to decide to do it. The others al l  accused us of changing the 
face of teacher education ,  wel l  we did, we brought in a degree 
(I nterview, McGrath, 1 4  November 2000) . 

Moving away from tensions and fai l ing relationships with the U niversity. 

Its relationship was broken with Auckland University (I nterview, 
College Lecturer E, 6 September 2000). 
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I think on the one hand there was an  increasing sense of tension and 
almost to the point of anxiety that the conjoint arrangement we were 
working in was fai l ing to meet the needs of students and staff and to 
some degree the profession ( I nterview, Lecturer 4 ,  28 June 2000) . 

F irstly there was the need to get away from Auckland University per 
se, and I think there was a sense that it was a way of perhaps gaining 
some kind of market share,  that i t  was a sense that something was 
needed to change the process of teacher education and the way to 
do it was to introduce a new kind of degree ( Interview, College 
Lecturer D,  25 September 2000). 

Becoming more competitive. 

I th ink one of the key reasons is the competition from other 
institutions.  lt was seen that that was going to happen and to attract 
students here because I th ink that the numbers and the quality of 
some people coming through was changing . . .  I think it was 
competition from other institutions ( I nterview, College Lecturer B, 1 9  
September 2000) . 

If we were to stand, even in a co-operative relationship with the 
University, we had to be better at teacher education than we were. 
There was a lot of teacher education which was content or selected 
studies in the primary area anyway, there was a lot of it which wasn't 
in  my m ind integrated so if we were going to l ift the standard at all 
then it had to be l ifted by involving people in  a research type of 
approach ( Interview, McGrath, 5 July 2000) .  

Wel l  I think i t  was al l  about being competitive. l t  needed to . . .  look at 
how it was going to replace what the University provided but it also 
wanted to look at providing a more streamlined three year degree so 
that we were actual ly more competitive ( I nterview, College Lecturer 
E ,  6 September 2000). 

Exhibiting institutional m aturity. 
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[Staff member] was talking about we've got to have our own degree. 
H ow come Unitec is going to have its own degree and we haven't got 
a degree? Our people do three years and they come out with a 
crappy dip loma ( I nterview, Management 6, 1 5  June 2000). 

Some people had always been wanting our own degree and other 
persons even thought we shouldn't be doing a BEd [with Auckland 
U niversity] , we should have been doing our own degree from the 
beginn ing .  But I think it was fairly important to g ive us the confidence 
to actual ly develop our own (I nterview, Management 7, 1 0  October 
2000) . 



Clarifying phi losophical orientation. 

I think that perhaps the College here saw a need for the degree to be 
m uch more teacher pedagogy focussed than perhaps the theoretical 
approach that the U niversity had. So although we remained with a 
theoretical background,  that whole thing about the professional 
practitioner was a real ly key aspect of what we could produce through 
this degree. So I think it was a genuine desire to create a really gun 
teacher who was good in the classroom but also to attract people in 
because i t  was a shorter degree. So the challenge was to create a 
shorter but very good degree (I nterview, College Lecturer E ,  6 
September 2000) . 

We keep on under-sell ing ourselves as a profession. There is no 
reason why teachers should study for three years and get a measly 
d iploma when in many other, most other d iscipl ines, that's the route 
to a degree. I think there was a feeling that this l ibera l arts rationale is 
a sham , that it doesn't del iver what its defenders are saying it del ivers 
(I nterview, Lecturer 4 ,  28 June 2000) . 

Much more of a focus on what is the practice of teaching. What is the 
underlying philosophy of the practice of teaching? That is where our 
core expertise and research and thinking and ana lysis needs to fit 
( I nterview, Former Lecturer E, 29 June 2000). 

The catalyst for change in this instance was the experience of College staff of working 

in a degree environment, the external development of the National Qual ifications 

Framework and a College ready to respond to these by "stepping up" to its own degree 

programme.  The College was ready for change. 

The Change Environment 

McGrath had set in train a series of events that had led rapid ly to a decision to develop 

and introduce a College provider degree. Whi le in part the deteriorating relationship 

with the U niversity was a motivating factor, the development found more powerful 

m otives in the opportunities offered by NZQA, the perceived increase in status such a 

development might bring ,  the feeling that the College wou ld be more mature and 

competitive and the desire to have a clear phi losophic orientation to its work. 

I n  their paper, Seizing the Opportunity, Lomas, Windross and Landman (1 997) 

described some of the wider trends and discussions within the College that had led up 

to the publication of the McGrath paper. These included what they described as 

" international trends", such as an increased focus on outcomes in teacher education 

programmes and a concomitant debate about competence versus competency. Staff 
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at the Auckland College of Education ,  the paper claimed, "saw teacher education as 

based on conceptual isations of teaching as a highly complex, richly textured 

professional practice involving a myriad of interactions, judgements and integrative 

reflection on practice and theory" (Lamas, Windross & Landman, 1 997, p . 1 4) as 

opposed to a view of teacher education centred on a ski l ls-based approach which 

described the processes of teacher education in increasing detai l  and scale. "All that 

was certain  at th is point was the turbulence of the context" (Lamas, Windross, & 

Landman, 1 996, p . 1 76). 

This h ighl ighted the theory/practice tension that had been a recurring theme through 

the review of the jointly taught degree and was to remain an ongoing factor well beyond 

the development of the provider degree. This tension is reflected in comments such as: 
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I th ink there has been a big move in Primary towards reflective 
practice, it is a big key, it is one of the three big keys in the new 
degree . . .  I think there is too much of a push there and I would l ike to 
see a bit more of a ski l ls based approach in the degree (I nterview 
Community C, 1 8  October 2000) . 

I th ink some of the teacher training overseas was appall ing .  lt's been 
far too theoretical ,  it hasn't been anywhere near skil l-based . . .  I think 
we have got people on the staff here who are reasonably close to the 
classroom but I think they have got to be very careful about whether 
they say let's make sure we have got the status of [a degree granting 
institution] and the really rigorous assignments and so on ,  and they 
are not doing the work l ike lesson preparation, demonstrations, voice 
projection,  management ski l ls - all of that which we want in a 
beginner teacher education course as wel l  as some theoretical 
underpinn ing . lt 's getting that balance right which I am sure is a 
continual di lemma in  this institution { I nterview, Community E, 1 8  
October 2000). 

I thought they [i . e . ,  the University] were al l  theory and no practice . . .  
you have al l  the theory but you don't actually balance it out with 
practice and practical appl ication. . .  The principals say can the 
students go out there and start teaching? That we have to show them 
how to teach when they go out to the schools and that is the thing 
about a degree - they think it is about theory. But surely there's a 
balance ( Interview, Management 4, 6 November 2000) . 

And I think that perhaps College here saw a need for the degree to be 
much more teacher pedagogy focussed than perhaps the theoretical 
approach that the U niversity had ( Interview, College Lecturer E, 6 
Septem ber 2000) . 

Our current modules are much more based in  theory . . .  The old 
modules I would describe as much more the sort of "the hundred 
handy hints" for the start ing teacher whereas the new modules are 



much more theoretical ( Interview, College Lecturer E, 6 September 
2000) . 

I think that there has been a very strong attem pt to make the 
connection between theory and practice so that the practitioner is 
theoretically informed . . .  I wonder if sometimes the theory is 
s ignificantly sort of segmented out from practice whereas I think this 
degree has attempted to bring the theory and practice much closer 
together (I nterview, College Lecturer E, 6 September 2000) . 

So [the University staff] see themselves as researcher/scholars within 
a particular d iscipl ine. People here [at the College] see themselves as 
teachers (Interview, Former Lecturer F, 29 June 2000). 

Some of the discussion had also centred on views of teacher education that had been 

characterised by Snook ( 1 993) as a tension between seeing teaching as a "learned 

profession" and considering it to be a "craft" (i .e . ,  a technicist approach) and which had 

been the subject of a teacher education conference paper at Auckland in 1 995. 

Snook's descriptions were as fol lows: 

The first sees teaching as a practical craft centred on classrooms and 
the meaning of ch i ldren's needs. The good teacher understands 
children ,  has sound teaching methods, a general fami l iarity with al l  
aspects of the curriculum and the abi l ity to control a class. A!! these 
elements are important and need to be preserved but the model is 
l im ited and quite inappropriate to the challenges ahead. 

The second sees teaching as a learned profession.  Its practitioners 
have a broad grasp of school ing in its social historical and political 
context. They are able to provide expert advice on the theory of 
education and on education pol icy. Their approach to teaching is 
informed and critical .  Their m ethods are based on the best research 
available though they know very well the l im itations of this research. 
They are highly educated in  the content they teach. They understand 
the nature of the various discipl ines and thei r  l imitations. 

(Snook, 1 993, p .20) .  

I n  teacher education nationally there had been a general move away from stating the 

emphases of a teacher education programme only in curriculum terms towards forms 

of categorisation such as the " learned profession"/"craft" descriptions used by Snook. 

I th ink it was probably that teaching was a learned profession - that 
shift from training to education.  That it is a very learned profession 
and you need to recognise that and that had not necessarily been the 
case in primary school teacher education previously. I talk a bout 
reflective, the critical reflection that teachers need to be able to 
exercise critical reflection . I think probably also underpinning was that 
need for teachers to m eet the socio-economic demands of the 
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classroom as they are in the n ineties ( I nterview, College Lecturer C ,  
25 August 2000). 

The techn icist approach was characterised as follows: 

I guess that there were a couple of things happening at the time 
which had the potential  to l iterally blow teaching apart into a whole lot 
of fragments and you wi l l  recall the rhetoric about NZQA - you can go 
to Auckland College of Education and pick up this bit in nose blowing 
and this bit in shoe lace tying and then you can go to another col lege 
of education and the database will track you and we will assume that 
by the time you have picked up all those. Well what was it up to at 
one stage? There were 263 unit standards. None of which wil l have 
any d imension of demeanour or personal ity ( Interview, Lecturer 4, 28 
June 2000). 

A further set of emphases was developed at the Auckland College of Education in the 

matrix for its Bachelo r  of Education (Teaching) degree, which was built around four 

domains and a series of statements about professional d imensions, knowledge, 

disposition and performance for each (Windross & Lamas, 1 998a) . These domains 

would subsequently be codified in a teacher education "matrix" - a philosophic and ski l l  

schema - to u nderpin the degree. 

The description of the background to the development (Lamas et a l . ,  1 996) also 

detailed further aspects of the changing context with in which teacher education was 

operating in New Zea land at the time the provider degree was being considered. 

I mportant factors in  this changing landscape were the l ikely introduction of competition 

to the traditional teacher education providers through the government pol icy of 

contestab il ity and the pressure to shorten courses to meet a demand for primary 

teachers. 

I nternal factors at the College that had an impact were the 1 995 organisationa l  re

structuring that created the Pre-Service Teacher Education ("PSTE") g rouping with in  

the College from which had come the impetus for the development of this new degree 

( Lamas, Windross & Landman,  1 997, p. 1 5) .  This had led to focussed discussions o n  

the nature of teacher education. " In  early 1 995, the re-organisation was fol lowed by 

d iscussion at the Pre-service Teacher Education Board level . . . on the nature of 

teacher education" (Lamas et a l . ,  1 997, p. 1 5) which focused on the "ideal g raduate" 

and the teaching and learning principles that would inform a programme to produce 

such a g radu ate. Prevai l ing practice was being challenged and new phi losophic 

orientations were being developed and articulated. 
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Alongside these internal events was the development of the unit standards for teacher 

education through the Qualset project (Gibbs & Aitken, 1 995). A seminar sponsored by 

the College considered their place in teacher education .  This appears to have resulted 

in the development of a concern about the number and degree of specificity of the 

standards and the tension between choosing on the one hand "atomisation" and on the 

other a "hol istic and integrative" approach (Lomas et al . ,  1 996, p. 1 76). 

These issues echoed those being debated among College staff, 
focussing on concerns about the atomisation of the complex and 
richly textured practice that is teaching.  These l inks were highl ig hted 
in a post-seminar ACE discussion . I ndeed, th is d iscussion was critical 
for the crysta l l isation of ideas on key issues and the identification of 
the need to pursue these within the College (Lomas et a l . ,  1 997). 

The recommendation at a second Qualset seminar that a moratorium on the further 

development and introduction of unit standards in teacher education was to leave the 

College with fewer options as the external "atomised" version of teacher education was 

not to become avai lable. 

Among "other significant and timely events" at this time was the publication of 

consultation papers in August 1 995 by the Tertiary Action Group, a New Zealand 

Qual ifications Authority working party charged with developing l inks between the 

qualifications framework and tertiary institutions and qualifications (New Zealand 

Qual ifications Authority, 1 995) . This report had proposed two kinds of degrees - one a 

national degree based on unit standards (a proposal subsequently thwarted in teacher 

education by the moratorium) and the other a provider degree developed with in  an 

institution that was accredited to deliver it. A further key event was the review of the 

BEd degree then jointly taught by the University of Auckland and the Auckland College 

of Education. 

This review had identified that the jointly taught degree suffered from a lack of effective 

communication ,  a problematic spread across three sites and the lack of a clear 

phi losophy. There were also significant d ifferences between the two insti tutions which 

made expl icit the frustrations felt by those involved (Lomas et al . ,  1 997, p . 1 6) .  At that 

t ime the College was also considering a "stand-alone professional focus of a 

meaningful qual ification" ( Interview, Lecturer 4 ,  28 June 2000) . 
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Lomas et a l .  ( 1 997) went on to describe the galvan ising effect of the Tertiary Action 

Group report and the subsequent events surrounding the slowed development of 

national degrees a longside the option of provider degrees. In their view, it was 

acknowledged in the College that what were opportunities for the College were also 

opportun ities for competitors and speed became essential fol lowing the Col lege's 

signal to the New Zealand Qual ifications Authority in August 1 995 of its i ntention to 

submit a proposal (op.cit . , pp. 1 7-1 8) .  Lomas et a l .  ( ibid) described the shift from 

" investigation" to "development" as "more an acknowledgement of a gathering 

momentum than a decision" (p. 1 8) .  Staff and students shared "a clear sense of 

stimulation, passion , and anticipation" and motivation ,  coming from a wish to be "pro

active" in  facing  both the challenges and the competitors ("including new providers with 

tenuous connections to the profession of teaching") ,  was high as "the stakes grew 

higher and a charged atmosphere pervaded the project" (Lomas et al . ,  1 997, p . 1 8) .  

Having signa l led the development of a provider degree, the Col lege establ ished a 

process that would enable work to proceed at high speed. Issues such as the tension 

between theory and practice and the general orientation towards a "learned profession" 

view of teaching were addressed. At the same time, with the development of unit 

standards for teacher education having become stal led, the provider degree emerged 

as the only o ption for the College. A philosophy crystall ised into a matrix that would 

assume sign ificance in the degree development. 

The Degree Philosophy 

Central to the development of the BEd (Teaching) degree was the "specifically crafted 

phi losophy statem ent and a carefully researched and structured matrix of the 

d imensions of teacher education" that the College developed (Lamas & Windross, 

1 998; Windross & Lomas, 1 998b). In the second of a series of three papers, Lomas 

and Windross ( 1 998) described the motivation for the development of the phi losophy 

and the matrix as a feel ing that the phi losophy of the existing diploma/degree 

programmes was deficient. While the writers "had confidence that the sum total of a l l  

the bits making up  these programmes was a solid grounding for beginning teachers" 

they went on to state that "there was l ittle formal articulation of how or why this might 

be so" and indeed asserted that for existing program mes "there was no clear statement 

of phi losophy or overall art icu lation of outcomes for existing programmes" (Windross & 
Lomas, 1 998b, pp.8-9) . With the support of the Tertiary Action Group for a clear 

statement of programme outcomes, the writers declared their determination at that time 
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to "start from scratch in  a re-visioning of ACE's approach to teacher education" 

(Windross & Lomas, 1 998b, p .9) .  

I n  l ight of  the experiences in the jointly taught BEd degree, i t  was not surprising that the 

phi losophy of the degree should be distinct from that conventional education degree, 

which was firmly based in the l iberal arts tradition. The basic premises adopted for the 

new degree were that the degree would prepare students for entry into the profession 

of teaching and that teaching was a professional activity (Auckland College of 

Education, 1 996, p. 7) .  This was to be, therefore, a "professional degree" bui lt on a 

base of professional knowledge derived from the world of the teacher and reflecting the 

different areas of knowledge that contribute to effective practice: knowledge of 

educational ends, purposes and values, subject matter, the curriculum, learners, and 

pedagogical knowledge both content and general .  In addition to this, the degree would 

also include a dimension of disposition alongside those of knowledge and performance. 

Much thought went into this philosophical underpinning.  

We did a lot of work, really questioning our view of learning and 
teaching . . .  Part of it was related to the fact that we were actually 
getting different types of learners coming in. We were getting a far 
less homogeneous group. We were having a strong Maori and Pacific 
Islands group, some of them were fai l ing through the old BEd, so it 
was trying to actually review and re-look at how we did things in terms 
of enhancing learning . . .  The more face-to-face, the more dependent 
the model you have in terms of learning,  not only is it not positive for 
the students but you also have to think of the effect on the lecturer. 
The BEd (Teaching) philosophy was actual ly based on that whole 
view of developing independent learners. And that is something we 
learnt. The BEd, the old one, didn't have any phi losophical base . . .  
Whereas with the BEd (Teaching) the fi rst thing we wanted to develop 
was a phi losophical base statement which was then refined 
(I nterview, Management 7, 1 0  October 2000). 

To be a teacher you have to know curricu lum but you also have to 
know how chi ldren learn and the environmental conditions which is 
Education. But there are a lso those other generic skil ls about 
reflection. At that point I don't think reflection was signalled as clearly. 
But there are a l l  those other kinds of ski l ls and knowledge and 
dispositions that were lost, that aren't real ly about Education ,  they 
don't fit in Education, especial ly if Education became more and more 
focussed on its own area, but are really important to being a teacher 
(I nterview, Management 7, 1 0  October 2000) . 

We knew that what we were doing was h igh risk because it was 
changing the face of teacher education and we actual ly wanted to 
address the things that we knew we hadn't been doing right in the old 
degree and that is the relationship of practice to what is happening at 
ACE. Before it was something that was happening separately, 
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something that happened at three sites. But getting those 
interrelationships was the driver for the BEd (Teaching) and why one 
of the phi losophica l  bases was the whole concept of integration 
( Interview, Management 7, 1 0  October 2000). 

I th ink there was perhaps the influence of being involved with the 
U niversity of wanting to have a wel l  informed degree not just a 
collection of practical papers that needed to have a sort of 
ph i losophical and a pedagogical coherence to it ( I nterview, 
Management 2, 6 November 2000). 

We also wanted to have a professional degree. We didn't want to cal l  
it a Bachelor of Education ,  we wanted a teaching degree, that is why 
it is cal led the Bachelor of Education in brackets Teaching (Interview, 
Management 4, 6 November 2000). 

The degree is described as having a "strong phi losophy" ( I nterview, Management 1 ,  6 

November 2000), "a strong articulated phi losophy" (I nterview, Management 5, 6 

Novem ber 2000) and even though one senior staff member felt that "it hasn't got a 

strong articu lated philosophy by the majority of staff who teach it" ( I nterview, 

Management 1 ,  6 November 2000) , there is agreement that " in the degree submission 

it had been very carefully thought through and was articulated strongly . . .  it would be 

underpinned by reflection and . . .  integrated with the integrating strand" ( Interview, 

Management 5, 6 November 2000). 

The Degree Philosophy: Reflection 

While undoubtedly elements of the phi losophy were present in the College programme 

previously, there was a strong feel ing that new emphases had entered the palette of 

phi losophy that i nformed the College programmes. Foremost amongst these were 

reflection and critical theory. 

An important component of the new degree was the "pivotal role" g iven to reflection 

which was described as "central to the notion of teaching as a professional activity" 

(Auckland College of Education, 1 996, p.8) .  A set of beliefs and practices centred on 

the notions of  reflection, critical reflection and the reflective practitioner were central to  

the development of  the phi losophic underpinning of the degree. This was very much 

based on the work of writers such as Schon ( 1 987, 1 995), Smyth ( 1 987), Smyth and 

Shacklock (1 998), and Schulman (see Wilson, Schulman & Richert, 1 987). By the time 

the new degree was introduced there was a shared understanding of reflection. 
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The abi l ity to look at what you do and why you do it in a structured 
way and in order to make a d ifference to what you do next ( I nterview, 
Management 7, 23 May 200 1 ) .  

A n  understanding of this went across al l  areas of the programme.  

There was a focus on reflective practice that was new. Wel l ,  i t  was 
[previously] in the Education stream, but it d idn't underpin the 
programme (Interview, Former Lecturer F, 29 June 2000) . 

Rather than it being a concern of only a group of staff in  one area, reflection and al l  that 

went with it became a central feature of the total programme. 

[We] looked a lot at what was happening in teacher education there 
[ i .e . ,  overseas] and looked also at the underpinning approaches that 
were coming through in the research as to what made an effective 
teacher, a lot of the work on reflective practice and the need for a 
body of knowledge about teaching that was the basis the reflective 
practice . . .  I guess it l ined up with a whole lot of concern about 
teacher education's long history in the generic l iberal arts tradition 
there was more research coming that said 'no,  there is a professional 
practice of teaching and that is what a teacher needs to know'. And 
they can't look at a reflective practitioner, creating that reflective 
practice of a teacher as a professional ,  unless they have a framework 
against which they reflect (Interview, Former Lecturer E, 29 June 
2000) . 

There is more of a mesh about why we do things and I don't th ink we 
brought that through before and I think it is to do with the idea of 
reflection. We have taken reflection on board in our centre . . .  
Somebody decided that it was important and for the first two or three 
years of the degree that has been real ly quite a high feature of the 
degree but I am not sure where it has gone recently (I nterview, 
College Lecturer B, 1 9  September 2000). 

lt increased the effectiveness, made them a more reflective 
practitioner. lt certa inly made the students much more thoughtful and 
they are more able to consider their positions and why they are doing 
things. So I feel astonished at the depth of reflection of some 
students. They are able to match an effective approach to chi ldren 
and they are able to analyse why that approach is effective and 
should we be using it elsewhere? ( I nterview, College Lecturer A, 27 
Septem ber 2000). 

lt was out of Donald Schon and al l that work of Schulman. If you go 
back into the education journals at that time there was a focus on 
reflective practice all over the place . . .  So we were all talking about it, 
I am not sure why. I suppose if we were reading the education 
journals it was starting to come up in them . . .  I can remember a 
[Subject K] journal they were talking about what a teacher needed to 
know and I can remember at the time reading that and taking that to 
the steering group. . .  it was not just in the general education and 
professional inquiry journals but right across the board (Interview, 
College Lecturer C, 25 August 2000). 
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Staff developed a view of what reflection was and the ways it would or could manifest 

itself i n  the College programme. 

2 1 2  

I was one of the fortunate people who went o n  the week's course with 
David Smith and I particularly remember him saying two things. One, 
reflection was often about finding things about yourself you don't want 
to know, or mightn't l ike to know. And the other thing he said was that 
we have got to stop talking about doing reflection and we have got to 
th ink about being a reflective practitioner. I like to think that that's 
been a change since we started our degree, that we are trying to do 
[it] with students. We say to them, they have got to do reflection. 
Students think 'wel l ,  what is the formula,  how do I do it?' This has 
been one of the reflective changes staff have made in their teaching 
in  the degree since it started (I nterview, College Lecturer G, 1 1  
September 2000). 

To me reflection seems to be a very fashionable term. But to me it is 
looking back on what you are doing and in some ways critiquing that 
too and looking at what changes need to be done and what can 
continue in your teaching practice ( Interview, Management 4, 1 6  May 
2000) . 

We try to model that in our own classes whereby we tell the students 
- we verbalise our own reflections as it relates to the class that we 
have taught and m aybe it is to do with the content that we have 
covered and how we would do it differently next time. So the reflective 
practitioner is someone who consciously and probably 
subconsciously is asking the question "why" very often and searching 
for, not answers, but searching for more ( I nterview, College Lecturer 
B, 29 March 200 1 ) .  

[Reflection is] the abi l ity to look at what you d o  and why you d o  i t  i n  a 
structured way and in  order to make a d ifference to what you do 
next . . .  And so to the BEd (Teaching) , the Smyth model was chosen 
because of what it had - the reflection and analysis ( I nterview, 
Management 7, 23 May 200 1 ) . 

Critical reflection is m uch more of a social analysis so you are looking 
at specific pol itical ,  h istoric, economic, cultural ,  traditional , lega l ,  
ethical issues and factors that impact on how our society is structured 
and particularly how education is structured. So it is understanding 
how those influences and those factors impact on teachers practices 
i n  schools today and making that connection and making that 
analysis is critical reflection ( I nterview, College Lecturer E ,  22 March 
200 1 ) . 

[Reflection] is the vehicle by which we at first structure a 
consideration of things that are more than just the knee-jerk g ut 
reaction response to a particu lar setting or issue or context or 
di lemma. Using models of reflection from the outset of the 
programme students are required and, I would hope , internal ise over 
time the need to think more deeply about what they have done, what 



they are going to do, what they are doing while they are doing it. 
( Interview, Lecturer 4, 1 1  April 2001 ). 

[Reflection is] a kind of structured way about what you have done, 
what you do about your practice and the ideas of reflection seem to 
have had a big impact on the approach which is taken in a large 
number of areas in  the curriculum with in the College. I think it is an 
important dimension of being a teacher and being a lecturer and I 
think that it is important. . .  Well the reflective practitioner I would say 
is somebody who practices their profession on the basis of thinking 
about their practice in a fairly structured way and tries to bui ld into 
their future actions the results of their thinking about what they have 
done in the past. So that they modify their actions on the basis of 
some kind of critique of the way they have behaved i n  the past 
( Interview, College Lecturer D, 1 2  April 200 1 ) .  

The above responses suggest that the concepts of reflection had become well 

internalised by the staff working in the degree programme. While it was clear that "the 

underlying phi losophy of reflection has spread . . .  through Early Chi ldhood and Primary" 

( I nterview, College Lecturer B, 1 4  November 2000) , not all the responses to it had 

been uncritically positive. 

I use the word every now and again with the students and they cringe 
- they hate it - it has really developed an affl iction . I take the view that 
without reflection you cannot have education and it is as s imple as 
that. But what we have done is formularised it - you do this and you 
do that and you have got reflection. I don't think it is l ike that. . .  S imply 
grabbing hold of what someone's model for reflection is unfortunate in 
my view { I nterview, Lecturer 1 ,  27 March 200 1 ) . 

Well reflection is something you do when you sit around and look at 
your stomach. Reflection is very poorly defined and it can itself 
become qu ite a hegemonic process and the reflection can become 
very self blaming. I l ike people to define what they mean by reflection 
so it can be anything from looking at your stomach to gett ing into a 
depressed cycle of self blame (I nterview, Col lege Lecturer E ,  22 
March 2001 ) .  

lt is  a phrase which is used a lot and possibly there is  a fee l ing 
amongst people that it tends to be overused and that everything is 
becoming reflective . . .  maybe it has become sl ightly gl ib ( I nterview, 
College Lecturer D, 1 2  Apri l 2001 ) .  

Reflection itself, I mean it i s  just l ike this loose term that sometimes is 
met with a loud groan when you mention it. So I think it needed to be 
much more clearly defined within the context of College itself 
( I nterview, College Lecturer E, 6 September 2000). 

I sometimes feel there is a lot of cynicism and I would share it at 
times. You know, where you just ta lk about reflection ad nauseum 
and there is a great deal of danger of reflection just deteriorating i nto 
something sl ightly meaning less . . .  I think that at times it becomes a 
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mantra which is used meaning lessly. I think that in general ,  probably 
a degree of cynicism has crept into the staff about the idea of 
reflection which is possibly not good. I think that in  some cases it i s  
justified (I nterview, College Lecturer D ,  22 August 2000). 

The notion of reflection might also be embedded within particular cultural contexts. 

The other thing it had was this reflective practitioner and critical 
reflection and so on and I supported that and I suppose some of us 
d id  down there but there was this tension of  those on our  reference 
group who were older, who I would cal l  traditional Maori and that is 
not necessarily a Maori thing, you know, questioning yourself, 
questioning those around you, constantly saying are we doing the 
best thing, is there another way we could be doing it and so on.  So 
that was a tension as wel l  ( I nterview, College Lecturer G, 1 1  
Septem ber 2000). 

Reflection may have brought a new tension into the College/school interface through 

highl ighting the theory/practice argument in  a new way. Compare the fol lowing 

perspectives, first a perspective from a lecturer: 

The feedback I hear from various people about visiting associates [ is 
that they] think it is good our students are reflective - they can ask 
questions - they can think about 'what am I doing the best thing and 
what else can I do, why did that happen, and so on' .  However I also 
believe reasonably strongly that some schools are not ready for that 
and some associates and some principals - you know the 
questioning ( Interview, College Lecturer G, 5 December 2000). 

S econdly, two perspectives from school Principals: 
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I think that we are finding that the students are turning themselves 
inside out reflecting and I want to know about, and know how to and I 
think there is a bit of a problem there. I think there is too much of a 
push there and I would l ike to see a bit more of a skil ls based 
approach in the degree. Because we need to appoint beginn ing 
teachers who can come in and get the programme up and running 
and they are reflecting themselves inside out and that's fine too but I 
suspect that that is at the expense of a real ly strong practit ioner 
based programme (Interview, Community C,  18 October 2000). 

The reflective practitioner came through very strongly in the last two 
years which I think is a huge move forward - they are doing it in  
funny ways - but i t  was an effort obviously to  address that critical 
reflection that makes a teacher a good teacher ( Interview, Community 
D, 4 December 2000). 



Reflection had become in  the years fol lowing the introduction of the degree, a key 

orientation in the philosophy of teacher education at the College. This was a d irect 

consequence of the development and introduction of the BEd (Teaching) degree. 

The Degree Philosophy: Critical Theory 

The emphasis on reflection was placed alongside "critical theory" and the importance of 

a range of contexts, which include the crucial partnership between the Col lege and 

schools and centres. The development of the BEd (Teaching) a lso introduced staff to 

critical theory, a further key thread in the phi losophic underpinning of the degree and a 

phi losophy well-attuned to the commitment of a professional degree. Staff views of 

critical theory and its place in the programme indicate the extent to which an 

understanding has been assimilated .  The "official" or accepted view of critical theory is 

first captured in  the following extract . 

Critical theory . . .  engages directly with real problems, using them as 
both the subject and the justification for its theorising. l t  seeks not 
simply to explain those problems, but to provide the means of 
resolving them by enabling people to gain more control over their own 
l ives . . .  If you go into any school in Great Britain and ask teachers,  
'What do you know about critical theory?' ,  n ine times out of ten (at a 
conservative estimate) the answer wil l  be 'nothing' .  Even though 
critical theory has been written about for over fifty years, its impact on 
teachers has been negligible . . .  

Why should teachers be interested i n  critical theory? Paul H i rst 
recommends it because it seems l ikely to enlarge our 
understanding of how we may rationally justify educational action .  I 
wish to make wider claims. I bel ieve it addresses itself to questions 
which are of vital concern to al l teachers: why do some chi ldren  
persistently fail at school? Why are some pupils so  unmotivated 
and so difficult in the classroom? Why do we teach what we do? 
Why are schools organised as they are? These are urgent and 
famil iar questions. Critical theory attempts to explain the orig ins of 
everyday practices and problems, but it goes further. lt c la ims to 
offer replies to those awkward questions which ask what should be 
done? What should be the relationship between teacher and pupi l ,  
teacher and teacher? What should b e  taught? How should schools 
and classrooms be organised? Critical theory is not s imply  
explanatory, but i t  i s  committed to enabl ing change towards better 
relationshi ps, towards a more just and rational society. I n  
identifying the biases and d istortions which prevent healthy 
personal and social g rowth , it helps teachers to free themselves 
and their pupi ls from those malforming constraints. In assert ing 
that individuals and groups should be in  control of their own l ives , 
it has as its goal that people should be able to determine their own 
destinies (Gibson, 1 986, p. 1 -2) .  
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Another writer asserts that critical theory m ust be essentially reflective, reflexive, and 

i ronic rather than positive , objective and methodologically formalistic. lt m ust adopt the 

goal of guiding human actions to realise greater emancipation in the l ives of people 

today and it must acknowledge the cultural and psychological g roundings of the people 

it addresses (Luke, 1 99 1 , p .2 1 -23). 

In d iscussing critical theory, Smyth and Shacklock ( 1 998) feel that the explanation put 

forward by Cox is one of the more concise and straightforward of what it means to 

operate critical ly. 

[To be critical is to] stand apart from the prevail ing order of the world 
and ask how that order came about. [There are two purposes for the 
place of theory], to take the world as it finds it, with the prevai l ing 
social  and power relations and institutions into which they are 
organised, as the g iven framework for action . . .  and to open up the 
possib i l ity of choosing a different valid perspective from which the 
problematic becomes one of creating an a lternative world (p.2) .  

The quotations from lecturers reveals a far less secure grasp of this phi losophic 

element than had been the case with reflection. As these responses to questions about 

critical theory show, College staff general ly share a range of definitions, 

understandings and responses to this emphasis on critical theory. 

I n  some cases staff could not distinguish reflection from critical theory. 

As I say to the students it doesn't mean criticising everything and 
throwing everything out. I think it means raising questions about what 
is go ing on here - what might be underpinning what I am doing, who 
is being advantaged . . .  who's interest is being served . . .  l t  is real ly 
about knowing which way you are predisposed and making sure that 
in your learning that you actually take account of that. There is no 
rig ht answer ( Interview, College Lecturer G 4 April 2001 ) .  

There was a Marxist interpretation. 
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Critical theory is actually the euphemistic term for Marxist analysis 
which came in the post war years of 1 950, 60's so critical theory then 
g ot picked up by a number of l iberation theorists . . .  And to the extent 
that it is present in our programme? lt is a euphemism for thinking 
critically which is not the same as critical theory. Critical theory is 
attached to people l ike Habermas, it is Marxist and it is structural 
( I nterview, Management 8, 4 April 200 1 ) .  



Some simply didn't know. 

I think people don't know what it is ( I nterview, Management 5, 28 
March 2001 ) .  

l t  i s  supposed to  underpin our  degree because we have a reflective 
framework that is based on it. . .  Even the people here don't know -
even the people who have been here for years . . .  ( I nterview, 
Management 1 ,  28 March 200 1 ) . 

But, typically, lecturers had some grasp, albeit idiosyncratic, of what was 

understood by critical theory. 

lt is meant to underpin but in fact when you come in as a new 
lecturer, who sits you down [and says] this is what our phi losophy is 
and this is what you should be reading about to be informed and I wi l l  
he lp you and how can I support you? So you are from the classroom 
to here and suddenly critical theory (I nterview, Management 3 ,  28 
March 2001 ). 

Critical theory is where one searches for the underpinn ings of one's 
behaviour, looks deeply at the reasons why. The place in that is 
predominantly in Professional I nquiry/Professional Development but it 
is moving out wel l  into the curriculum areas too and we are 
encouraged to look at that (I nterview, College Lecturer C, 20 March 
2001 ) .  

Critical theory I see as probably the major theory that is  informing the 
BEd programme and it certain ly the whole thing around critical 
reflection and Smyth's model buys into the critical theory 
assumptions . . .  lt is the construct of education as we use it. lt is a 
paradigm of thought. lt evolved out of Marxism but uses an analysis 
not so much as an economic base as a power structure base within 
society. So it looks at how power and status is used in society to 
keep certain groups in power and other groups marginal ised but it is 
not necessarily tied back to an economic bas. But there is often a 
logical l ink there (I nterview, College Lecturer E ,  22 March 2001 ) .  

Critical theory to me is looking at al l  sides of  an argument o r  a 
debate . . .  There are a lot of assumptions about Education for 
example, assumptions made about chi ldren's learn ing and teaching 
and so on and for me critical theory g ives you an opportunity to go in 
there and do an analysis of the learning or whatever it might be . . .  
You look at things - you are critiquing things and analysing them in 
terms of whether it  be teaching or learning or whatever. And that to 
me is critical theory. lt is a really important part of our BEd 
programme (Interview, Management 4, 1 6  May 2001 ) .  

The Col lege has become more critical rather than technicist s o  critical 
theory, which I believe is essential , is dominating but at the expense 
sometimes of technicism or technical and practical reflection which 
students also need and without the technicist, without the strateg ies 
and the practical aspect they lack confidence. They need to h ave 
both ( Interview, College Lecturer A, 27 September 2000). 
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What [critical theory] does is make students look at something from 
different angles and to be qu ite critical about each one and then come 
to some idea of what would be the most appropriate way. They may 
be gu ided to do that, they may not, but they are more thinking 
individuals as a resu lt of it which means that when they get into 
schools they may challenge what is a lready happening in some 
schools and teachers don't l ike that ( Interview, Lecturer 2 ,  27 March 
200 1 ) .  

I th ink one of the major themes that stemmed from the development 
of the Bachelor of Education (Teaching) and I am talking about that 
quite specifically was the notion of critical theory . . .  [The] monitor was 
with others qu ite adamant about this. In fact they required us to 
rewrite elements of the matrix, of the dimensions of teacher 
education, to ensure that elements of critical theory were there.  
Students in reflecting on and considering their work . . .  would l ink 
through to issues of society, history, cu ltural pol itics. One of the 
consistent themes, as we commissioned annual independent reports 
and engaged in d ialogue with students, was the extent to which that 
notion of critical reflection and critical theory particularly has 
developed through Professional Inquiry and Education but also 
across the programme - it is even in  the kinds of com ments they 
make ( I nterview, Lecturer 4, 1 1  April 2001 ) .  

A s  the new degree took shape the staff across the Col lege developed new 

u nderstandings based on a professional qualification and principles of coherence and 

integration ,  with the phi losophic underpinnings based fi rm ly on the constructs of 

reflection and critical theory. 

The Degree Philosophy: The Matrix/Chart 

The expression of the phi losophy for the new degree was the matrix ( i .e . , a chart that 

summarised the key emphases of the degree) .  This document disti l led the key 

elements of the programme in a way that al lowed them to be operational ised. The 

m atrix (see Appendix D) - the central organising principle for the new degree - drew i n  

its development from a number of sources. The Qualset work (Gibbs & Aitken ,  1 995) 

on the development of unit standards for teacher education provided three of the fou r  

categories in  the vertical axis ('Works with Students' , 'Works with Colleagues . . .  and the 

Wider Community' and 'Develops Self') whi le the fourth ('Develops Professiona l  

Perspectives') was a new category introduced in  th is development. Each of these 

categories is expanded under the headings 'Professional Dimensions' ,  'Knowledge' ,  

' Disposition'  and  'Performance' . These were developed "using a synthesis of the 

community of practice's 'common knowledge' and terminology applied in a related 

context by the ' Interstate New Teacher Assessment and Support Consortium' . "  
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(Windross & Lamas, 1 998b, p.9). This latter was a development i n  the United States 

that produced discussion material on standards for beginning teachers and for the 

certification of teachers at the start of their careers (the equivalence of which in New 

Zealand would be provisional registration). 

What we wanted to do in developing [the matrix] was to actually 
develop again that 'permissive' (which was Maeve's word which was 
really important) kind of framework that would actually al low a whole 
lot of development. So even at that stage we were th inking ahead to 
Secondary, so if we were going to develop a secondary one that 
whatever was done for the BEd (Teaching) would have to be inclusive 
enough to allow for other things. In itially the Huarahi  Maori was 
wanting to develop a programme, a degree of their own, but then [the 
Dean] said that it should be a pathway and that was a real ly positive. I 
guess it was a really good ind icator that what was being developed 
was what the vision actually wanted . That it was a perm issive type of 
framework (I nterview, Management 7, 1 0  October 200 1 ) . 

What do we want to achieve if we were to have a degree that 
focussed on teaching? . . .  [We] cast a bit of a net over the international 
l iterature about outcomes for teacher education programmes, the 
professional standards stuff in the States, the stuff that was 
happening in New South Wales, the whole gambit of stuff, Gordon 
Fulcher's stuff in the UK, the Qualset stuff, as far as it had g ot .  And at 
the same time [we] asked internally for feed back from staff about 
what they felt were the most essential elements of their current work 
with student teachers in terms of outcomes and what references and 
underpinnings they felt were most relevant to defend that statement. 
What that did, it enabled us to us to draft two things. The first one was 
a kind of a embryonic phi losophy statement about things we felt were 
important to teacher education and an embryonic set of outcomes 
which tried to avoid the pitfalls that the Qualset stuff was rapidly g oing 
down, thousands of bits. And, also in response to the l iterature, it 
d idn't shy away from the stuff that we al l  know is important and that's 
the kind of dispositional ,  fla ir, passion,  commitment, that most 
teachers would say were crucial .  So we got those two things done. 
[We] a lso put together a series of possible structures, you know 
keeping a real big picture. What are the options here? Four years 
degree? Three year plus honours or postgraduate diploma? Three 
years? And looked at a whole range of possible chunk s izes, how 
much ,  how big? (I nterview, Lecturer 4, 28 June 2000). 

The teasing out of the matrix domains (which reflected the Qualset unit standard titles) 

under these headings ('Professional Dimensions' , 'Knowledge ' ,  'D isposition' and 

'Performance') was seen to be consistent with "a professional degree's ultimate 

obligation to produce informed and effective practitioners" and a clear signal that 

"dispositional factors are inextricably positioned between knowledge and performance 

and act as a form of critical catalyst between the two" (Windross & Lamas, 1 998b, 
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p. 1 1  ) .  The text for the matrix, this teasing out, was driven by a number of sources and 

activities, which included the following: 

• review of l iterature; 
• contributions from Auckland College of Education staff of material 

that was a l ready influencing their work; 
• " best practice" from within the College; 
• Qualset un it standard materials; 
• Primary Teacher Education Generic Skil ls Profi le developed at the 

Auckland College of Education; 
• developments in describing competencies expected of newly 

q ual ified teachers in the Un ited Kingdom;  
• descriptions of the desirable attributes for beginning teachers in  

New South Wales, Austral ia ;  
• New Zealand Teacher Registration Board material on the 

"satisfactory teacher". 
(Windross & Lomas, 1 998b, pp. 1 1 - 1 2) 

This wide-ranging process produced a matrix, described as "robust and credible" by 

Windross et. al .  ( 1 998) who quote others as describing it as "most impressive . . . .  

[showing] how the new degree has been planned as an integrated whole and not j ust a 

collection of separate subjects . . . .  [and] how l inks are to be made across the modules 

by its coherent approach" and later as a "highly developed matrix . . . .  exemplary" (p. 1 3) .  

The phi losophy and m atrix of the BEd (Teaching) degree led to the development of the 

three structural strands around which the degree was organised ; professional 

education and knowledge, curriculum knowledge and practice, and professional inquiry 

and practice (Lomas & Windross, 1 998). They go on to further describe the strands: 

The professional education and knowledge strand encompasses 
areas of study that develop students' professional knowledge of a 
generic nature rather than that of a curricular specific nature. As such, 
it includes education ,  information technology, tikanga Maori and 
Pasifika .  The curriculum knowledge and practice strand deals with the 
National Curriculum [sic] and the documents associated with the 
designated seven essential learning areas as wel l  as the early 
childhood area . . . . . .  Professional inquiry and practice stands as the 
central strand ,  a crucial acknowledgement that practice is essential 
for a graduate teacher who,  on exit from the programme, is 
adequately prepared to begin [the practice of] teaching with suitable 
guidance - that is, to enter into a professional internship (Lomas & 
Windross, 1 998, p .31 ) .  

McGrath also saw the importance of the curriculum framework and the need for 

students to be prepared to effectively implement it in the schools. 
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I have spoken, and written ,  on numerous occasions of the need to 
ensure there is integration of our courses into a coherence that 
'makes a teacher' (McGrath, 1 994d) .  

He went o n  to ra ise questions about integration between courses, the issues raised by 

the challenging of traditional notions of knowledge, opportunities for learn ing and for 

reflecting on that learn ing , and the impact that a ny re-organisation of teacher education 

in the College based on the New Zealand Curricu lum Framework would have on the 

College as a whole. Indeed he had based m uch of the earl ier restructuring on the 

structure of the New Zealand Curriculum Framework in establishing centres based on 

the essential a reas of learning (see Chapter 6 above). 

Early Chi ldhood Education with its Te Whariki curriculum document did not qu ite match 

the curricu lum "subject" orientation of the New Zealand Curricu lum Framework. 

One of the big debates that came out of the Primary/Early Chi ldhood 
sort of l ia ison was how comfortable is it to work in separate centres of 
learn ing for early childhood people? . . .  The big debate that cam e  out 
of this was that the early chi ldhood position that it has all got to be 
hol istic and integrated was absolutely blown apart by the q uestion 
"Well how do you know it is integrated when you don't know what it 
was in the first place?" . . . And that has been one of the most 
sign ificant kinds of things, the most sign ificant example of the k ind of 
debate that I think has actually been productive out of it. I know there 
were lots of down sides but it is that kind of real isation that has been 
really positive. lt came as an immense surprise to me to find that the 
core that the qual ification had, once you had looked at each of the 
discipl ines. Now let's get a lot of integrated modules running as Q7 
[level m odules] where the holistic ideal of Te Whariki is paid homage 
to. [They] were qu ite hard to get g oing ( I nterview, Lecturer 4, 
1 1  November 2001 ) .  

On the basis of the established philosophy, the matrix and the strands created the 

landscape in which the module ( i .e . ,  papers) were developed and del ivered . "The 

module structure details the l inks between matrix elements and associated learning 

outcomes and thus the basis of delivery and assessment for each module is 

established" (Lomas & Windross, 1 998a) . 

Lomas et al .  ( 1 998) asserted that the new degree was based on a clearly detai led 

phi losophy, wh ile it had been agreed to some extent that the previous BEd degree was 

not (Bachelor of Education Review Committee,  1 995a). The writers arg ued that the 
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process used to develop the degree was central to its keeping fa ith with the phi losophy 

established. 

The m atrix was developed and refined through various dialogue [sic] . 
This resulted in  an increasingly clear articulation of phi losophy. Using 
m atrix and underpinning phi losophy as a basis the shape, structure 
and detail of modules, with in the degree structure, was set. Detai led 
module writing then proceeded with d irect reference to the domains 
and d imensions of the matrix. I ndeed, the central plank of the actual 
programme of study is the matrix of the dimensions of teacher 
education, which is the touchstone for all modules. On this basis we 
kept faith with our phi losophy and fundamental principles we have 
establ ished for the ACE brand of teacher education (Lomas & 
Windross, 1 998, p .4) .  

lt is clear that the development of the BEd (Teaching) moved at considerable pace, 

after the in it ia l  memo to staff from the Principal (McGrath, 1 995c) and, by early 

December 1 995,  Windross was able to report that the structures were in place and that 

the matrix had been completed along with the ACE Philosophy For Teacher Education 

(ACE Teacher Education Degree Proposal Development Project, 1 3  December 1 995) .  

The matrix d idn 't su it everyone. 

I th ink we tried to fit course objectives into the framework that was 
provided and I don't th ink that framework actually worked for what we 
were doing . I think that we searched very hard to find a statement on 
the framework that we could actual ly use as an assessment for the 
course and I think sometimes it was not appropriate . . .  The wording of 
the m odules had to be fitted to the matrix elements . You knew what 
you wanted to do but there wasn't really a matrix element that fitted it 
so you found the closest and you twisted it and your were creative in 
how you interpreted it and sometimes I think we ended up  with 
learn ing outcomes which were not as good as the learning outcomes 
we would have had if we had just said wel l  what is it that we are trying 
to achieve in  this course? ( Interview, College Lecturer D, 22 August 
2000).  

The process i nvolved in the development of the matrix did not please everyone and 

some felt that the development had not involved them. 
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[Our involvement was] l ittle in terms of the degree because the matrix 
was set up by somebody . . .  we were presented with the matrix 
( I nterview, College Lecturer B, 1 9  September 2000). 

I don't know where it came from . . .  I am not actually sure where that 
matrix came from but I presumed it was put together perhaps with 
consultation with people who were degree organisers. I imagine they 



probably consulted with recognised educators, I hope they did ! 
( I nterview, College Lecturer E, 6 September 2000). 

Well from my recol lection ,  personally I don't remember having any 
input i nto the matrix at all . lt seemed to arrive on the doorstep . . .  I am 
sure there was a committee, or several committees, that wrote it .  And 
yet I think it is a sort of swings and roundabouts thing (I nterview, 
College Lecturer D, 22 August 2000) . 

This last quoted lecturer however recognised its importance. 

What it did was give a coherence to the degree so from that point of 
view it was important. lt was probably quite a radical step in many 
ways. To actually have everybody working in the same direction 
towards the same sorts of goals. So on balance I guess you know the 
positives might outweigh the negatives, but I sti l l  th ink that not every 
part of the curricu lum fitted in as wel l  as others should have done 
(I nterview, Col lege Lecturer D, 22 August 2000). 

The matrix was something of a rallying cry and it was seen to have a clear purpose and 

became something l ike a founding document for the new degree. 

You had to start again and that was the key, developing the idea of 
the matrix and the research base and a l l  those sorts of things . . .  
Nobody saw how you could come u p  with a matrix to fit the bits 
together to make a coherent [framework] with the dimensions we 
came up with (I nterview, McGrath , 1 4  November 200 1 ) . 

To provide a cohesiveness . . .  They started with the end point . . .  with 
the matrix. What would you want a beginn ing teacher to look l ike? 
And then worked backwards to say these are the components of the 
degree with these parts that you would need if you are to produce 
that beginning teacher (I nterview, Management 5, 6 November 2000). 

So you would have this matrix . . .  some sort of overall picture of what 
teachers should be able to demonstrate ( I nterview, Management 1 ,  6 
November 2000). 

The concept that was introduced really for the first time was learn ing 
outcomes and performance criteria,  that there was a set of standards 
against which a graduating student could be, so-called, measured 
(I nterview, Management 2, 6 November 2000) . 

So they had some work on the d imensions of the beginning teacher . . .  
So we were starting to look at the profile of what the end product 
would be (I nterview, College Lecturer C ,  25 August 2000). 

There was the introduction of the BEd modules, etc . ,  with the m atrix 
etc. ,  so that immediately gave people frameworks with in which to 
operate. Now I think people perhaps saw that as, the options of 
having frameworks would become like directives (I nterview, College 
Lecturer E, 6 September 2001 ) . 
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I n  addition to the announcement of the matrix, Windross also announced that decisions 

had been taken to submit a proposal to the New Zealand Qualifications Authority by 1 

March 1 996 and that it would be for a three year degree with articu lation to 

postgraduate programmes. The message to staff about their involvement was clear. 

"The fact is that with the timeframe as it is we can only encourage and invite your input 

and com ment. . .  it m ust be u ltimately your decision either as a tea m  or as an individual 

whether you choose to offer your input and support" (Windross, Memo to Staff, 1 3  

December 1 995).  

Breaking New Ground 

Inevitably there were comparisons between the existing qual ification (the jointly taught 

four year BEd degree) and the proposed three year provider degree which would have 

"the equivalent professional ly-related material as the current, joint programme" (Lomas 

et a l . ,  1 996,  p . 1 78) . The key difference was the removal of the l iberal arts element -

the "other seven papers". These papers were seen as ending u p  as a "choice [that] 

reflects very personal interests and may represent a desire for a genera l  education -

i .e . ,  personal growth and development of the 'rounded' person - rather than 

preparat ion for a specific occupation.  The student experience can ,  however, become 

an idiosyncratic acqu isition of largely unrelated fragments, often because of practical 

d ifficulties ,  and this detracts from the positive goals of personal g rowth" (ibid, p. 1 78).  

This was contrasted with the proposed degree , which as a "professional degree was . . .  

a specific programme to certificate entry i nto a profession" (ibid , p . 1 78). 

The extent to which this new degree was seen as "breaking the mould" nationally in 

terms of qual ifications in col leges of education is captured in  a recent history of 

Dunedin Teachers College, which had been considering its relationship with the 

University of Otago during 1 996 and 1 997. 
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Pol icy changes implemented by the Auckland College of Education 
destroyed the basis of the Dunedin College and University of Otago's 
jo int BEd operation. Concerned at the atomizing effect of unit 
standards with in the context of teacher education , finding itself 
competing in a market environment with other providers of teacher 
tra in ing,  and conscious of 'difficulties associated with d ispersed 
del ivery sites' and 'phi losophical and cultura l differences' with 
potentia l  partners, the Auckland College, in September 1 995, began 
investigating 'the possibi l ity of offering an [autonomous] provider 
degree for teaching. lt did not bel ieve that the New Zealand 



Government would fund a four-year programme and therefore 
developed a very ful l  schedule for a projected three-year Bachelor of 
Teaching [sic] course. I n  a spirit of short-sighted solidarity, other 
colleges in New Zealand encouraged Auckland's move [emphasis 
added] (Keen, 2001 , p .79) .  

The emphasised portion of the quotation is attributed to the then Principal of the 

Dunedin College of Education.  The issue of the three-year or four-year degree was not 

quick to go away. There was a clear understanding of the importance of the 

development described by one lecturer as a "trend setter in some ways because now 

everyone offers three year degrees" ( Interview, Management 4 ,  6 November 2000) and 

assessed by another as "unfortunately . . .  a trend that not everybody wou ld th ink was a 

positive one" (I nterview, Management 5, 6 November 2000). 

We were working at the edge and we only needed to hear what some 
of the commentators at the other institutions when they got a bit of a 
ear on it. . .  were saying to . . .  I remember going to a conference and 
airing some of this prel iminary work and I guess that this is another 
indicator, you know to be seeking feedback, we actually took it to one 
of the teacher education conferences and said "here is some 
prel iminary work on the outcomes and phi losophy for a new 
qual ification . What's your response?" and I remember on a bus trip to 
some boozy do afterwards, being, not quite assailed , but, you know, 
"you won't get away with it but if you do, God, you are going to cause 
us problems" kind of comments ( Interview, Lecturer 4, 28 June 2000). 

There was also a push for a three year degree when the rest of the 
world is actually going to longer and longer teacher education 
programmes and I think that was quite significant and I am not sure 
why that happened although it may have something to do with 
students (I nterview, Management 5, 6 November 2000). 

The challenge for any organisation is to actually innovate but keep 
the community alongside . . .  The BEd (Teaching) was a really 
important interesting example because when we developed it we 
knew that we would change the face of teacher education in New 
Zealand . Now we actually had to take a deep breath and say are we 
brave enough to do it because even though the Min istry would stil l 
fund four year degrees [emphasis added] we knew that well whoever 
broke ranks first, I mean everyone else would basically (I nterview, 
Management 7, 1 0  October 2000) . 

The underl ined section of the interview extract contrasts interestingly with other 
perceptions. 

You had to have an exit point after three years, that's what it was, it is 
a funding issue. They will only fund you over three years ( I nterview, 
Management 1 ,  6 November 2000). 
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lt seems as if the notion that the College was "changing the face of teacher education",  

as one participant described the development of the provider degree, was in itself an 

energising factor in the development. The year 1 996 was to be characterised by the 

writ ing of module content to g ive l ife to the skeletal module outlines submitted with the 

accreditation and approval materials in March 1 996. There was considerable 

d iscussion throughout the year about detai l  in  the overall structure and layout of the 

degree and it was not unti l a PSTE Board meeting on 1 6  October 1 996 that it was 

final ised. 

Huarahi Maori: Unintended Scope 

One of the features of the BEd (Teaching) was the H uarahi  Maori Pathway that was 

developed alongside the mainstream qualification. The orig inal proposal submitted for 

accreditation to the New Zealand Qual ifications Authority characterised it as part of the 

intended targeting of the q ual ification for specific groups and went on to describe it in 

these terms. 

Related to this point [i .e . ,  the targeting] is the realisation within the 
proposal of the H uarahi Maori (Maori Mainstream pathway) . lt is in 
recognition of the College's obligations under the Treaty of Waitangi 
that this pathway is included as an integral component of the degree. 
Huarah i  Maori wi l l  be developed to provide teacher education in 
Maori as an authentic pathway cognisant of the fundamental tenets of 
the Treaty, of partnership, of tine rangatiratanga and equality. 
Students taking this pathway wi l l  focus on their development as 
competent bi l ingual ,  bicultural teachers. Modules offered within  the 
degree structure wi l l  address Min istry of Education in itiatives and 
requirements regard ing Maori education and offer a viable route with 
regard to the awarding of the Bachelor of Social Sciences (Teaching) 
degree. The essence of Huarahi  Maori is te reo and tikanga Maori. lt 
is an infrastructure that provides teacher education in te reo Maori as 
a viable alternative pathway within  the programme rather than a 
peripheral kaupapa attached to a core course (Auckland College of 
Education ,  1 996, p.4) . 

The documents submitted to the New Zealand Qualifications Authority (Auckland 

Col lege of Education, 1 996) presented a core degree that offered three pathways 

through the programme. 
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The BEd Teaching was described as a degree that had three 
pathways within it, one that was an immersion pathway, Huarahi 
Maori ,  the second which was Primary and the third which was Early 
Chi ldhood ( I nterview, Lecturer 4, 6 November 2001 ) .  



However, the proposal for the Huarahi Maori pathway was at the t ime of submission 

rather more l im ited in its scope than the pathway that ultimately developed. The Kura 

Kaupapa Maori group in the College was pressing at one time for a separate 

qualification - this in itself had led to "a lot of tension" ( I nterview, Management 9, 6 

N ovember 2001 ) based rather more clearly on an immersion model than on the 

bi l ingual approach advocated in the early BEd (Teaching) development. 

Orig inally there was no intention to develop a parallel [qual ification] 
with the Huarahi in the same timeframe. The orig inal decision was to 
be a BEd (Teaching) and at some future point there was to be 
Huarahi Maori pathway. The orig i nal concept did not include a Maori 
medium pathway. However I think that the Dean was quite adamant 
that there had to be one. This in turn led I think to the decision to 
al low three modules. So the orig inal  proposal was that three modules 
were identified and they were Maori in the Mainstream modules 
( Interview, Management 9, 6 November 2001 ) .  

Prior to reach ing this point, much work had been undertaken by staff associated with 

Te Puna Wananga and other Maori programmes as the steering group grappled with 

the idea of a Maori presence in the degree. 

I remember going to several meetings and I don't know how they 
came about. [The Dean of Te Puna Wananga) was there and they 
were talking about having Maori parts of the degree . . .  They used 
to have what they called a bi l ingual g roup that was located with in 
Te Puna and some of the students who came in  were qu ite strong 
in Maori language and when that got started there was ta lk about 
we would do some of our classes in Maori, but the aim is the three 
year p lan,  the four year p lan ,  the five year p lan ,  whatever, that 
eventual ly they would al l be in Maori . But what happened in real ity 
was that the papers in Te Puna were del ivered at least bi l ingual ly 
but in other departments they weren't ( I nterview, College Lecturer 
G, 1 1  September 2000). 

The existence of "Maori" papers in other centres was something of an i ssue and the 

development is seen by a staff member as unfolding in this way. 

Some students got quite vocal about being fobbed off in other centres 
when there was no Maori to work with them and about being told 
there was going to be a Maori pathway eventually and so on and so 
forth. So when the degree steering group, whatever it was cal led, 
started somehow or other the staff at Te Puna had these meetings 
and the Dean talked about we have got to get some Maori papers into 
this degree for Maori , not just making the mainstream papers Maori .  . .  
And my understanding was that we were going to g o  for a separate 
application through NZQA because at the time the steering group was 
meeting to get this application up for NZQA and so a lot of writing was 
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done, the ph i losophy and a l l  that stuff ( I nterview, College Lecturer G ,  
1 1  September 2000). 

I think we saw it as having a Maori focus and that what's interesting 
particularly in  Primary and juniors. I n  the primary area we talk a bout 
teaching i n  an  integrated manner and we used to do these integrated 
units both in the mainstream and bi l ingually because I taught in  
both . . .  Also we real ly need to incorporate Maori tikanga in what we 
do and with the students here so we saw it as being phi losophically 
d ifferent. We also felt that it needed to be in  te reo,  Maori language, 
and of course if you have got Maori language you cannot actually 
separate out the culture or the phi losophy or the tikanga whatever the 
tikanga m ig ht be. So we were going down those sort of l ines . . .  And 
then somewhere along the line after a lot of work had been done, 
from on high, we actually got this edict that came via Dennis that we 
couldn 't have our own degree, we would we were only allowed to 
have three papers and they were te Reo, Pangarau and Putaiao, 
Maths and Science because they were the only curriculum 
documents that were written . . .  at that t ime in Maori. And I remember 
that we were al l  deflated. We had spent a lot of t ime . . .  We felt real ly 
let down , disappointed, a lot of things, blown away really, we were 
very u pset over it because one of the other things that had been done 
was by that stage we had got the m atrix ( it was getting near the 
NZQA panel) and they had got the matrix out and the module 
structure . . .  and what had been done was that an outline had been 
written of that for what it might look l ike for Maori ( Interview, College 
Lecturer G, 1 1  September 2000). 

The rest of the departments or centres or whatever they were called 
at that stage ,  had a token Maori but didn't seem to address the notion 
that there, in their centres, they have to have Maori content in their 
paper as wel l ,  and it is a lmost as if, wel l  it is Te Puna's job, they wil l  
do it, the Maori bit, we just get on doing with what we had to do.  That 
was what happened . . .  So we did talk about well hang on a m inute, 
how much empowerment is there here for Maori? .. And one of the 
things was that we debated at the time about having a pathway and 
we used this bicu ltural continuum of Mason Durie's about should we 
be paral lel or would we be independent? And of course going back to 
the kura kaupapa Maori group they came in on the early stages and 
we tried to keep them informed but they said no, no we actual ly want 
to be independent, we don't actually want parallel because it started 
coming through that as I said we can do whatever we want to do but it 
has to be paral lel .  So we started questioning wel l  how much of this is 
real ly Maori and what are we al lowed to do? There was a lot of 
unclarity [sic] in there and the fact that a Maori representative just got 
latched on to this committee but never really felt part of it ( I nterview, 
College Lecturer G, 1 1  September 2000). 

Quite a lot of work was done on what was going to be its own 
pathway and we got told no. So that sort of got shelved because a 
huge amount of work had been done on timel ines, and how this might 
fit into that, and what our structure might look l ike, that we needed a 
programme leader, a programme board and al l this stuff. Who was 
going to be our advisory committee? We felt that we could h ave our 



own l ike an academic board that became a sub-committee of the 
main academic board that reported to council and . . .  a huge amount 
of work had been done and then when we got told we could only have 
three papers. Virtually that just got wiped l ike, hey that is not there 
(I nterview, Col lege Lecturer G ,  1 1  September 2000). 

The actual event of the accreditation visit from the panel turned out to be something of 

a turning point. During d iscussion, questioning focussed on the provision of a Maori 

pathway, which developed into a discussion of what the report would later describe as 

a "significant new amount of information concerning Huarahi Maori" .  

I n  the accreditation process with NZQA it became apparent that 
although it wasn't conditional on it certainly a strong message was 
sent by NZQA and the accreditation panel that there should be a 
parallel Maori medium development al igned with the Huarahi Maori 
pathway ( Interview, Management 9, 6 November 200 1 ) .  

What had been done was that al l the material that had been developed had been kept 

in an orderly manner and was able to be shown to the panel even though it did not form 

part of the formally presented material for the degree accreditation .  The phi losophy, the 

modules, the general descriptions were all there, describing a fu l l Maori pathway. While 

the promotion of a full immersion pathway had not been intended, by the end of the 

accreditation visit it had crystal l ised into a fu l l  scale immersion model degree 

developed out of the proposed bi l ingual model Huarahi Maori pathway which was 

embedded into the BEd (Teaching) but which gave full expression to the principles and 

practices of fu l l immersion education. 

And we got asked what we had done, the folder was handed in 
and the thing that just blew us away was that i t  just happened , and 
no-one anticipated i t  would happen and I think we were a l l  
surprised and so taken by surprise that nobody said anything. B ut 
when the NZQA panel made thei r  final pronouncement they in 
effect said 'yes there is a Maori pathway' . And it just got accepted, 
boom, there is a total Maori pathway and so we were amazed 
because it meant that because work had been done on the 
structure we could go ahead . . .  (I nterview, College Lecturer G,  1 1  
September 2000). 

The official accreditation of the degree programme came from the New Zealand 

Qual ifications Authority on 12 July 1 996. In granting approval the accred itation report 

noted with regard to the Huarahi Maori development: 

The degree proposes two pathways , one in te reo Maori , known as 
Huarahi Maori ,  and the other in Engl ish. Both pathways wi l l  have the 
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same learning outcomes for each common module, but d ifferent 
special isations wi l l  occur. In 1 997 and 1 998, the education 
com ponents of the Huarahi Maori pathway wi l l  be delivered primari ly 
in Engl ish .  This wi l l  a l low for the planned development of appropriate 
resources to support the total immersion in te reo Maori. 
Requirements have been made for this pathway involving the 
development of an implementation plan with defined goals and target 
dates to ensure appropriate resourcing is in place by 1 999 (New 
Zealand Qual ifications Authority, 1 996) . 

The report noted that, during its visit, a "sign ificant new amount of information 

concern ing H uarahi  Maori" had been considered. This information identified a variation 

from the other pathway, contained a revised structure for the Huarahi  Maori ,  a d iagram 

identifying the exist ing structure of Te Puna Wananga (the management structure for 

the pathway) and the possible future structure, detailed estimated staffing needs for 

the planned total immersion programme due to commence in 1 999, deta iled current 

staffing and the scoping resource plan. lt described as a strength of the proposal the 

"options avai lable for Maori students through the Huarahi Maori and the commitment 

of the College to resource this pathway" (New Zealand Qualifications Authority, 1 996). 

In reporting on the requirements and recommendations, the report, in respect of the 

Huarahi Maori Pathway, required : 

• That an implementation plan be provided for Huarahi  Maori to 
provide reassurance that al l  requirements for del ivery of the 
degree in te reo Maori will be ful ly resourced by 1 999. 

• That a monitor be appointed for Huarahi Maori and that the 
monitor's role be to review progress on meeting the 
implementation plan. 

(New Zealand Qualifications Authority, 1 996) . 

The approval of the Huarahi Maori was, in essence, for a pathway that had been 

dreamed of by Maori staff but not included in the orig inal submission. The differences 

are reflective of the d ifferences between a bi l ingual model and an immersion model of 

education.  In the former, the Maoriness of the programme is reflected in the content 

and the varying degrees of use of the Maori language in the programme, while in the 

latter, the integration of te reo Maori and tikanga Maori was such that it cannot be said 

to be separate from the content of the programme. In the former the emphasis is on 

what is taught while in  the latter the way in which it is taught is of prime importance. 

The orig inal  proposal for the BEd (Teaching) saw the Huarah i  Maori as a pathway 

through a mainstream programme, with Te Puna Wananga l in ing up with the other 
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centres to offer its compulsory Huarahi Maori module. The three curricu lum areas for 

which curricu lum documents existed in Maori at that t ime were to be the responsibil ity 

of the respective curriculum centres outside Te Puna Wananga and others, as they 

became available, were to be similarly located with in other centres. 

The earlier disappointment of the Maori staff at the restricted nature of the Maori 

offerings in  the proposal remained as something of a subtext of the letter of support 

written by the Maori Reference Group, which acknowledged "the opportunity for input 

into the ACE degree" and endorsed it "since [it] provides for an authentic Maori 

pathway. " They went further in expressing pleasure that the institution was 

"demonstrating a real and total commitment to systematic training and development of 

bi l ingual/bicultural teachers."  However, there were messages in the letter - "As Maori 

we would be demeaned should the degree view Maori Knowledge, theory, phi losophy 

and importantly tikanga and te reo Maori as mere appendages to the core business of 

the College."  The group saw the need to remind the College in their letter of support 

that they needed to "continue to consult us" if the "potential of Huarahi Maori as an 

option with integrity" is to be "fu lly realised". 

What happened was the reference group that was set up qu ite clearly 
said that three modules is not enough - it is just the old bi l ingual 
model resurrected in  another name (I nterview, Management 9 ,  6 
November 2001 ) .  

There is no doubt, however, that any misgivings about the frustration of the l imited 

bi l ing ual model bui lt into the degree proposal were more than compensated for by the 

pleasure at the significance of what had been achieved . Those earlier d isappointments 

were to be replaced by great pleasure at the subsequent prominence g iven to the 

move to an immersion model for the Huarahi Pathway by the NZQA panel at the time 

of accreditation - what was described as "a  significant nudge" ( Interview, Management 

9, 6 November 200 1 ) .  

Writing i n  a n  undated edition of Te Kuaka, the College newsletter, one of the lecturers 

who had been involved in the development stated: 

To me the most wonderful thing about this pathway to teaching - and 
I have got to say it did bring tears to my eyes - was what was said by 
the Chairman of the NZQA panel and also one of the Maori 
representatives on the panel . What they said was that it's now 
possible to enter an institution as a Maori and leave as a Maori. 
That's such a big step because in the past, when entering  an 
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educational institution one usually had to leave one's Maoriness 
behind.  But our students taking the Huarahi  Maori path wil l  do so as 
Maori and will graduate as Maori too. That's just wonderfu l !  

What had happened had represented a significant sh ift i n  both the p lace of Maori in the 

College and the expression of t ino rangatiratanga in the programme. This was a move, 

started earl ier and in  a more painful manner through the kura kaupapa Maori 

p rogramme, which had asserted clearly the need for programmes for Maori to be in 

M aori , control led by Maori ,  and to have the status and credibi l ity of "mainstream" 

programmes. 

I think there has been a shift from, probably a Maori s i lent voice, to 
Maori invisible, to Maori friendliness. I th ink there are at times a 
pretence of Maori centredness that really ended up being Maori 
friendl iness, meaning that in the past we have been led to believe 
things would happen and they haven't. . .  The idea was that Te Puna 
Wananga was told they could have Maori papers down here and 
(someone] wil l go and do the Maori papers in other departments and 
the idea was that the College wil l eventually get a Maori in each 
department and the idea was bi l ingual . . .  The aim is we wil l  move 
towards,  on a continuum,  total immersion . Now that had been 
promised for some time but it had never eventuated . . .  I guess that is 
why we real ly welcome the Huarahi  Maori because I th ink that was 
the first big shift ( I nterview, College Lecturer G, 5 December 2001 ) .  

That the College could "pul l  i t  off' ( I nterview, Management 9 ,  6 November 200 1 )  was 

testimony to the "academic credibi l ity" ( I nterview, Management 9, 6 Novem ber 200 1 )  

able to be brought to the development. 

Impact of the Provider Degree 

The impact of the introduction of a provider degree into the major teacher education 

programme at the College was considerable. Staff confidence was one area in whi ch 

this was felt and which is captured in this response. 
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I th ink it was tremendous. I think it invigorated us, it set us up on a 
par, we felt because we were no longer somehow the second partner 
and I think we had often been feeling l ike the junior partner with 
Auckland University and so we were taking responsibi l ity ourselves. lt 
was a very invigorating time, it was exciting actually. lt was a huge 
time of development because it was al l  going on al l  at once . . .  at the 
centre level it was also very very exciting too really, we were meeting 
and talking and developing our ideas. So there was that strong, really 
strong strength that comes from talking professional things, that 
everybody was doing it because we had to - there was no ducking 
it . . .  ( Interview, College Lecturer C, 25 August 2000) . 



The development of the provider degree also led to an increase in  the degree of 

positivity, cohesion and self esteem with which staff worked. 

People real ly wanted that [positive] feeling too. If you are coming from 
a negative situation and you have the chance to develop your own 
[degree] , that is a really positive thing as well ( I nterview, Management 
7, 1 0  October 2000) . 

No longer did we spend heaps of time looking at whether we would 
have a yel low dust bin or a white dust bin, it became really 
professionally focused. So the content of the debate, actually both the 
subject and the content of the debate, changed markedly. In terms of 
al l  the centres. In Early Chi ldhood and Primary, I think because they 
actually had to work together to develop modules, there was that 
real ly breaking-down of those si los so that there was increasing 
respect from both sides (I nterview, Management 7 ,  1 0  October 2000). 

There is also that confidence of actually developing and implementing 
and continuing to offer a degree that is actually recognised as h aving 
been able to produce quality graduates and the fact that more and 
more teachers are coming back in is a real endorsement. So I think 
there is that kind of confidence and pride factor. I th ink it has 
certainly upped what we do and how we do it .  lt is a lso required 
massive upgrades, scholarship and research (I nterview, Management 
7, 23 May 200 1 ) . 

The associated emphasis on research in the teaching of the degree and the 

development of a research culture in the College also provided staff with a set of 

opportunities. 

You can have the thought we are doing the degree therefore we have 
to write papers and research. [We] are more l ikely to say I write 
papers and research - it contributes to the degree ( I nterview, 
Management 8, 1 5  June 2000) . 

The demands of research were only part of a set of generally increased demands 

made of staff by the new degree programme. 

I think that the in itial work in setting up the BEd (Teaching) degree 
was probably very valuable to us because it forced us to go back to 
basics, to think about what we were doing and how we were do ing it 
and what the basic principles were and to try to g ive some coherence 
to the course, to the programme I suppose. So I mean it was a lot of 
hard work at the time and I can remember al l  the meetings and 
planning committees and so on that were involved but I think that we 
made a lot of progress in actually, using that word, "tidying up our act" 
again .  I think that we became much more focussed on what we were 
doing and we had a better idea of how we were doing it and I th ink 
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that some of the work that went on in evaluation and assessment was 
good. I n  a way I don't know that it went far enough really ( Interview, 
College Lecturer D, 22 August 2000). 

I think in our  centre we are sharper . . .  What we deliver is sharper. lt is 
current. lt is  based on something , not that it wasn't before, but it's g ot 
some guts to it that perhaps we didn't have in the past. . .  Now I think 
we, there is m ore of a mesh about why we do things ( I nterview, 
Col lege Lecturer B, 1 9  September 2000) . 

lt forced Early Chi ldhood to actually define what the hell they were on 
about ( Interview, Management 8 ,  13  November 2000) .  

The primary courses have tightened up the way the courses are 
designed and organised . . .  The sort of attitude that I felt was around 
was that there was a kind of imposing a much more academic 
orientation .  That was happening and that wasn't necessarily leading 
to good teaching within the College but we were doing things 
because of the University connection and I think that has continued 
even more i nto the BEd (Teaching) degree where we have taken a 
m uch more academic approach to teaching . . .  I l ike the idea of more 
academic rigour in what we do. But I th ink that what we have tended 
to do is to have a degree that is created from a whole lot of m ix and 
match options and so it is a matter of j ust total l ing up the options a nd 
eventual ly you get enough and you've got a degree whereas I th i nk 
before there was much more a sense of the kind of hol istic process. I 
mean that sounds pretty broad and waffly but I think there was a 
sense that. . .  there was much more emphasis on educating the 
students as a complete process that went from beginning to end, 
whereas the modularisation doesn't lend itself to that ( I nterview, 
Col lege Lecturer D, 22 August 2000). 

The BEd (Teaching) forced Primary and Early Childhood to work 
alongside each other to develop the programme and the degree and 
the modules ( I nterview, Management 7 ,  23 May 200 1 ) . 

The impact on secondary staff was less marked. 
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[The new degree] would have had min imal impact on secondary 
people because they weren't involved in the [previous] Bachelor of 
Education degree. Primary people, yes, I think it obviously had a big 
influence on the way they taught and the way they acted. I think 
there was a lot of m ixed feelings - some people were highly involved 
and had good relationships with people at the University and others 
felt that there was sort of animosity between them and lack of respect 
so for the secondary people, apart from people involved in  the 
Graduate Diploma of Maths Education perhaps and the Music 
Education people most secondary people wouldn't have known there 
was a univers ity degree at a l l .  . .  I think in itially that had little impact on 
secondary people too because most were not actual ly involved in the 
planning and preparation. I was involved in  the writers group and so 
on,  so I felt that I was pretty much involved in it but I don't think that 



many secondary colleagues were (I nterview, College Lecturer D ,  8 
March 2001 ) .  

Well in it ial ly the biggest impact was the introduction of the BEd 
(Teaching) which impacted on Primary and Early Chi ldhood . So it 
provided students with a pathway that gave them a degree and to my 
mind created a more academic, more professional student. The 
Secondary I have seen l ittle difference ( I nterview, College Lecturer E ,  
6 December 2000) . 

The introduction of the degree had a marked impact on the structure of the programme. 

The impact . . .  was having to downsize our degree from four years to 
three . . .  I think it is fa ir to say that the staff here would l ike to have 
seen a four year degree where we could have al lowed students to 
choose areas of content or the arts if you l ike to strengthen the 
individual content knowledge as well as do the professionalism and 
the teaching and so on, pedagogy. . .  I don't know if it was there 
before but this notion that we are l ife-long learners and you may go 
out there with your degree but you are not an expert teacher. I n  order 
to be the best teacher you can be, you have actually got to go along 
with ongoing professional development because we only g ive you a 
driver's l icence ,  a learner's licence to start if you l ike ( Interview, 
College Lecturer G, 1 1  September 2000). 

This new structuring m ight not always have achieved what had been intended. 

I think inevitably, even though you may not want to, the pressure of 
bringing on l ine al l  these new courses in  such a short period of time 
means that you tend to do things in the same way. You tend to 
transfer, whatever can be transferred , across tends to be transferred 
across. . .  I th ink we tried to fit course objectives into the framework 
that was provided and I don't think that framework [i .e . , m atrix] 
actually worked for what we were doing . I think that we searched very 
hard to find a statement on the framework that we could actually use 
as an assessment for the course and I think sometimes it was not 
appropriate (I nterview, College Lecturer D,  22 August 2000) . 

The "fitting in" of al l  the parts was not without tensions. 

You are presented with these common sense type arguments that we 
are getting the same amount of time as everyone else and this sort of 
thing and that [the different parts of Essential Learning Area Q] were 
just bunched as a set, a sort of subject or discipl ine and that m ight 
well be the general perception , it might wel l  be how the document 
appears on face value, the curriculum document. The fact is that they 
are very different sets of knowledge and ways of coming to deal with 
it so you can't actually have a course, have eighteen hours of [Part 
A] , eighteen hours of [Part B] and pretend that you have a good solid 
background in those areas. So on paper it looks l ike [Essential 
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Learning Area Q] gets . . .  a fair deal ( I nterview, College Lecturer F, 25 
Septem ber 2000) . 

lt was probably quite radical step in  many ways. To actually have 
everybody working in the same direction towards the same sorts of 
g oals .  So on balance I guess you know the positives might outweigh 
the n egatives but I sti l l  think that not every part of the curriculum fitted 
in as wel l  as others should have done ( Interview, College Lecturer D 
22 August 2000). 

Some of the impact of the degree was on the most visible parts of the programme, the 

content. This was an aspect that was not without controversy as staff grappled with 

q uestions about the content of a teacher education course. Agreement could be 

reached on the professional content but the selection of curriculum content was 

problematic. What was the d ifference between a l iberal arts degree and a professional 

degree in terms of content? Questions such as these challenged the staff. 
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We keep getting into other things - process or content - that 
argument those curricu lum of teacher education means doing 
Science or Engl ish or 6th Form, that stuff, and that gets compl icated 
because the BEd (Teaching) covers absolutely no content - they 
come in with the content of having had a 5th Form . That is what you 
can g uarantee what they have all had . . .  because some of them have 
dropped out of school after the 5th form (I nterview, Management 8, 4 
April 2001 ) .  

When the degree was being developed because that was the debate 
about how many compulsory modules each centre would have. Some 
obviously were clearly more deserving of more compulsory modules 
such as language and Mathematics. Now at the time Science had 
becom e  real ly strongly Science and Technology were recognised by 
the M in istry and the commun ity as being important, now at that stage 
Technology d idn't really have much of a base in Technology at all and 
Science had one very smal l  25 hour compulsory modu le I think so 
there was argument that for Science and Technology they needed to 
have some compulsory modules as wel l .  Now that meant that some 
of the areas that may have in the past received a lot of time l ike Art, 
Drama,  Music were looking at receiving less, Physical Education is 
another one and so there was quite a bit of debate at that stage 
( I nterview, College Lecturer C, 1 3  November 2000). 

l t  is also that di lemma of how much content knowledge do we expect 
people to come in with and I guess in a secondary model there is that 
assumption - you bring in that content knowledge with your degree in 
Engl ish or Maths or whatever and you focus on the professional 
aspects. With in Primary there has been a neg lect of some of that 
content knowledge and it particularly comes through in areas l ike 
language knowledge. . .  [the three year degree] probably made it 
impossible to do both but I suppose one of the di lemmas is how much 
should one expect that content knowledge is brought with them 
( Interview, Management 2, 28 March 200 1 ) .  



Terrible, the three year degree has made it almost impossible to do 
both [ i .e . ,  curricu lum content and professional content] ( I nterview, 
Management 3, 28 March 2001 ) .  

Part of this discussion was the debate about a " l iberal arts" qualification , which one 

lecturer described as "focussing on lots of things that are not related to a profession" , 

and a "professional" qual ification, described by the same lecturer as "focussing on what 

the profession does." ( I nterview, Management 4, 1 6  May 200 1 ) .  

I n  a l iberal arts degree, my impression i s  that i s  content based 
whereas a professional degree is the learning of how to and the why 
and what effects it has in looking at the outcomes intended and 
unintended rather than just focussing purely on content. I want to say 
I am wondering whether we have thrown out the baby with the bath 
water and whether we have swung too much to the process and not 
enough to content and the area I feel particularly strongly about being 
on my hobby horse and that is Mathematics. I don't think you can 
teach something wel l  if you don't have an understanding yourself and 
I th ink Maths in particular (I nterview, College Lecturer G, 4 Apri l 
200 1 ) . 

I feel that l iberal arts as being not specifically for any particular 
profession but having said that I think it is a great shame that we have 
given up a l iberal a rts degree myself . . .  a professional degree is a 
credential and the l iberal arts degree is a qualification . . .  I think this is 
a real dampener in our current programmes. We haven't got enough 
content knowledge in there - we haven't and then how can you teach 
things without some sort of basis to bui ld on? ( I nterview, 
Management 5, 6 November 2001 ) .  

I n  the professional degree your eyes are very firmly focussed on the 
graduate and what you want the graduate to be and the fact that that 
graduate is graduating for a particular career - it is l ike a law degree 
or medical degree - they are professional degrees whereas l iberal 
arts is where people can go off and have a wonderful time and study 
sort of things which they can engage in intellectually but are not 
necessarily going to be useful ,  I think on a very simple level 
( I nterview, College Lecturer C, 20 March 2001 ) .  

Others saw the d ifferences in terms of the outcomes of the programme. 

The difference would be that the professional degree is focussed very 
much on that word education and its teacher education and not 
teacher train ing . I suppose a l iberal arts degree looked at producing 
a practitioner that operated within the classroom with qu ite a lot of 
skil ls and maybe not a lot of evaluative thought whereas the 
professional one is much more on the thinking teacher, the teacher 
that is quite critical ly discerning and able to think d iscern ingly about 
their profession rather than just operate as a technician. So I think 
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probably the d ifference for me between the old degree and the new 
degree is that hopefully we are not just producing a technician.  
Hopefully. 

I see a professional degree as having a major focus related to the 
profession to which the degree is being worked on. L iberal arts 
degree I see as a degree which possibly has - which has a broader 
base and the person could utilise possibly in more directions 
( Interview, Col lege Lecturer B, 29 March 2001 ) .  

A l iberal arts degree i s  about thinking and thinking about phi losophy 
thinking about thinking - questions about cultural studies, history, 
thinking about society - a professional degree is a focussed 
vocational much more narrow . . .  [lt has thinking in it] only to the extent 
that it is related to the vocational purpose (I nterview, Management 8, 
4 Apri l  2001 ) .  

Th is  then somewhat went fu l l circle back to the technicist/learned profession debate 

that informed the development of the degree (see above), which saw lecturers having a 

very clear picture of why what they do is "teacher education" and not "teacher training" .  

The professional qualification was seen to have a much closer relationsh ip to the 

practical world with more demands placed on it  by the community as compared to a 

l iberal arts qual ification. 

A professional degree is rooted in  the world of the practitioner and 
m ust be validated by the community of practice those graduates are 
entering into, whereas a l iberal arts degree doesn't have a vocation 
so it is more perm issive in terms of what the individual can choose to 
take . . .  I th ink there is a difference in terms of how the individual 
perceives themselves and the relationship they have with their 
communities, whether they believe they are l iberal arts focused or 
professionally education focussed . The professional educators then 
seems to be a greater emphasis on good teaching and good field 
supervis ion,  whereas,  and I may be wrong, in the liberal arts there is 
probably a stronger focus on your own research in forming your own 
paper. So there is I think in terms of your relationships, in l iberal arts 
a stronger focus on the individual ,  because you drive your own 
curriculum in a way - your papers arise out of your own research 
interests and expertise etc. As a professional educator you have 
actually got far m ore demand coming in and driving what you do 
( I nterview, management 7, 23 May 2001 ) . 

The impact of the introduction of the new degree was succinctly stated by a lecturer 

who said "the odd student connected but we now plan for connection . "  ( I nterview, 

College Lecturer B, 29 March 2001 ) .  

There had been a certain amount of criticism among staff of the College programme in  

the pre-degree days of the  d iploma and whi le i t  might have been somewhat of a n  
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exaggeration to characterise those days as fi l led with "chart making l ike we used to do 

under the diploma days" ( Interview, Col lege Lecturer G, 5 Decem ber 2000) , there is a 

view that the College programme had been at a lower level and not integrated. The 

traditional College programme had an element of " looseness" about it. 

The old diploma at any rate which was a bit. . .  sort of low level some 
of it. . .  Not very rigorous, not academically rigorous, qu ite a lot of play 
I th ink ( I nterview, College Lecturer C, 25 August 2000) . 

I get the feeling that we were very much hands-on ( I nterview, Col lege 
Lecturer G, 4 April 200 1 ) . 

Some of this might have been the result of what is seen as an anti-intel lectual thrust 

that traditionally marked the colleges in New Zealand . 

I think that there is a perception , which is part of the anti
intellectualism of New Zealand, of the pragmatic - there is in a way 
the number 8 wire philosophy - if it can 't be fixed, it can't be fixed with 
number 8 it can 't be fixed. There is academic knowledge which is 
theoretically in the books and then there is real knowledge which is 
what you learn on the job .  Becoming academic in that term is 
pejorative - for people l ike me academic means studied scholarly, 
thought about, open to debate, open to question , recogn ising that 
there is a body of knowledge and whether you need assistance 
( Interview, Management 8, 4 April 2001 ). 

lt is almost as if they are using the word academic as a derogatory 
term . . .  a degree will not make a good teacher but a degree wi l l  make 
a good teacher better. I think there is with in New Zealand society as 
a whole and with in the profession a kind of anti-academic anti
intel lectual stigma or prejudice or something ( I nterview, Lecturer 4, 1 1  
April 2001 ) .  

The development from the diploma through the jointly taught degree to the College's 

own degree was seen as a progression in both increased complexity and 

sophistication. 

lt was a stepping stone because we went from simplistic teacher 
education sort of subject-based, selected studies I think they used to 
call it, where you did some art or - it was l ike a seventh form or eighth 
form type of approach - where you studied a bit more in depth and 
where you honed your ski l ls and so on. But you didn't ever get to the 
nub of what education was about or what social pol icy was about or 
what assessment was about. These important things were not really 
dealt with peripherally perhaps, whereas I think we have a much 
more substantial programme as a consequence of what we did 
( Interview, McGrath, 1 4  November 2000). 
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I couldn't see how we were provid ing something that made sense 
coherently to [the students] ( I nterview, Former Lecturer E,  29 June 
2000). 

The new programmes that had been developed were seen as tightening up the 

courses and leading to a more sophisticated course than those they replaced. 

I thin k  these papers were also quite different from the diploma papers 
which I think were quite practical, whereas these were a lot more 
theory based, backed by research and things l ike that. . .  I wanted our 
students to do the un iversity papers and they wanted to do the 
un ivers ity papers too and we felt that they actually were more 
academic and had a lot more theory and research involved in those 
papers (I nterview, Management 4, 6 Novem ber 2000). 

I am thinking, p icturing people in the Centre at that time, some of 
whom would have delivered quite a strong academic paper, others 
who would have been very strongly technical focussing on the how to 
survive in teaching [Subject Q]. Others who did a paper based on 
something l ike toys in [Subject Q] which sort of let students play so to 
speak but it d idn't have much theoretical i nput into it ( I nterview, 
College Lecturer C, 1 3  November 2000). 

I would say it was extraordinarily loose. l t  seemed to be very relaxed 
indeed. Now that was just my impression coming from a school 
background. There seemed to be an enormous amount of freedom 
and autonomy here and no answerabil ity at all ( I nterview, College 
Lecturer E, 6 September 2000). 

A key factor in this was the greater cohesiveness of the programmes as they moved 

towards the degree. 
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I think there was a greater congruence about what we do too . . .  
between the parts because the structure was such that everybody saw 
their p lace in the structure and the l inks, you know the professional 
p ractice and inquiry strand up the middle of the degree where 
everything feeds i nto that and that somehow or other ties it all together 
ideally (I nterview, College Lecturer C, 25 August 2000). 

We had never had across programme approaches to things. So 
before, Department A would do this, Department B would that, or 
whatever, but this way everyone was going to use the same 
processes a nd structures and policies and it was really exciting 
because it just felt l ike we knew where we were going ( I nterview, 
Former Lecturer F, 29 June 2000). 

We just did the bits here and they did the bits there sti l l  and hoped l ike 
hell the students would put it all together, which was a false hope. Yes, 
Education did things, Social Studies did th ings.  Nobody saw how you 
could with a matrix fit the bits together to make a coherence with the 
dimensions we came up with (I nterview, McGrath , 1 4  November 2000) . 



Now I th ink there is more of a mesh about why we do things and I don't 
think we brought that through before and I think it is to do with the idea 
of reflection (I nterview, College Lecturer B, 1 9  September 2000) . 

The driver for the BEd (Teaching) . . .  was the whole concept of 
integration ( Interview, Management 7, 1 0  October 2000). 

The net result of the changes was a perception that the College had introduced more 

rigour into its programmes and become more academic. There was not necessarily a 

shared understanding as to what "academic' means in this context and views ranged 

from a view that "you have got to be more didactic and we have got to be far more 

harsh and we can't relate to the students as i ndividuals, it's al l  hard slog , you can't 

real ly smile" ( I nterview, Lecturer 4, 30 October 2000) through  to more developed 

analyses. 

Academic is probably not the surface stuff that you see - it is what 
underpins your practice and it is harder - people perceive it as harder 
- than practice (I nterview, College Lecturer B ,  29 March 2001 ). 

lt is trying to simply say that pursuit of increased academic flavour 
with in the institution is at a cost to the grounded notion of being a 
teacher, where teachers make decisions invariably on a pretty 
pragmatic basis ( Interview, Lecturer 1 ,  27 March 2001 ) . 

There is an assumption that if it is academic it is going to be more 
difficult, more challenging,  I wouldn't say the word stimulating,  but far 
more challenging because of the nature of the mature students you 
are working with ( Interview, Management 4, 1 6  May 200 1 ) .  

I think the demands are certainly higher . . .  more academic. I think that 
goes back to when we actually located ourselves in a school we 
probably had more of a craft approach . . .  That has changed but I think 
the whole world has changed. Everyone has got sharper and more 
outcomes (I nterview, Management 7, 23 May 2001 ) .  

I th ink we have lost a kind of flexibi l ity and a human touch to the place 
and we have taken on board a m uch more professional approach, a 
much more academic approach which can be both positive and 
negative ( Interview, College Lecturer D, 22 August 2000) . 

As the programmes were perceived to be more academic there were some 

consequential costs such as the possibi l ity of dislocation from the community of 

practice. 

This College has turned inwards as opposed to outwards and I think 
we are seen l ike that. We thought we were progressing towards a 
keener edge and more competitive but I th ink we have turned into 
ourselves and I think it is i l lustrated with a number of committees, 
meetings and junk stuff that are real ly taken nowhere - talking to 
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ourselves instead of talking to the market out there (I nterview, 
Lecturer 1 ,  27 March 2001 ) .  

So there was a disconnection between practice and what was going 
on here.  I hope that we are beginning to . . . .  reconnect to practice, you 
know, and we have to (I nterview, Lecturer 1 ,  30 October 2000). 

The increase in academic activity also resulted in less time for previous activity 

Well there is less of everything . . .  There is less of everything . . .  
because - and I know there is a strong argument from management 
that there isn't less with this degree but there is (I nterview, 
Management 5, 28 march 2000). 

There is less of the curriculum (I nterview, Management 2 ,  28 March 
2000) .  

Some of the sad things I guess are the lack of t ime that we spend 
with our student. I mean the structures, restructuring of a whole lot of 
things has meant that we now have much less time in  a year to work 
with our  students (I nterview, College Lecturer C, 25 August 2000) . 

This was seen by one lecturer to result in changes to the relationship between staff and 
students. 

Some of the more personal communication has gone. For example 
we used to have a lecturer with a group of students for whom they 
were responsible professionally . . .  That has gone and I think there is 
some sadness with that. There is not the feeling of professional ism, 
togetherness or something. So I think the relationships between 
students and staff have changed. You are more there to get through 
the programme and get the modules taught rather than to be walking 
alongside the students for their professional growth and development 
( I nterview, College Lecturer B, 1 4  November 2000) . 

On the other hand there were also perceived gains such as a the possibi lity for a 

g reater professional focus on the teacher education, with its increased rigour. 
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Teacher education has been the poor re lation, I bel ieve, in many 
institutions, not just ACE. Over a long period of t ime, even in the 
universities, teacher education has had to fight for a place and so 
departments of education with strongly psychological or sociological 
aspects of education and then there's teacher education . That's been 
seen as the sort of the l ittle technocratic . . .  the application side and so 
I believe that for qu ite a long period of time it wasn't funded, not 
strongly researched on anything and then there seems to have been 
this growing world-wide [interest]. We've got an enormous 
prol iferation of journals that focus on teacher education at all levels, 
pre-service and in-service, and so the voice of teacher education is 
now much stronger and its stronger professionally and it never used 
to be. That is a g lobal thing not just an institutional thing (I nterview, 
Col lege Lecturer C,  1 3  November 2000). 



I think it has become much more professional ,  much more rigorous, 
much more responsive to its community, much more thoughtful in 
terms of what it does and much more research based and that is very 
strong, much more informed by the research it is doing itself but also 
the research that is being done around the world. So it has become 
m uch more academic (Interview, College Lecturer C, 1 3  November 
2000). 

Rigorous means avoiding those off-the-top-of-the-head statements 
(I nterview, Management 8 ,  4 Apri l 2001 ) . 

lt is again moving away from that idiosyncratic and individual ised 
"tricksy" good ideas - this is what worked for me - to try and say well 
here are some principles that have been grounded both in practice 
and in research . Here are some theories about the ways in which 
certain processes, learning and teaching being one of them, have 
been shown to work more effectively (I nterview, Lecturer 4, 1 1  Apri l 
2001 ) .  

There were also changes in the nature of the students. 

[The introduction of the BEd (Teaching)] upped the ante, I am qu ite 
sure, because it made us select people. I was always on about 
selection of people as wel l .  But I thought it was criminal that we used 
to select people with one sixth [form certificate subject] , if you had 
one sixth certificate pass you were el igible for application for a 
col lege, which was just crazy. So if we are going to take people i nto a 
degree then you could say three C's for bursary. lt upped the ante 
altogether. So you start to get better quality people, more intel lectual 
people coming into the place and so on. And there were quite a few 
people who had to get special permission over the age of twenty one, 
ad eundum admission and the Dean used to sign those up for us and 
things l ike that. So the first effect was that it upped the ante in terms 
of qual ity of people coming through (I nterview, McGrath, 5 July 2000). 

Well I have noticed a significant difference in  the students. Quite 
significant. And I feel that, l ike I felt somewhat sorry for the old 
students, the old modules, the old courses, because I felt l ike that 
students were no longer perhaps getting the deal that the new 
students were getting. But then that was a reflection of how the two, 
the diploma/degree had changed into this one degree (I nterview, 
College Lecturer E, 6 September 2000) . 

I think on the whole I would characterise [the students] as being m ore 
focussed . . .  I think that over the recent years since the BEd 
(Teaching) degree came in, I get a sense that the q ual ity, the 
academic qual ity (which is a nasty phrase), of the students has been 
higher than it was before when it was a diploma course ( I nterview, 
College Lecturer D, 8 March 200 1 ) . 

Certainly more demanding and more up-front in  terms of complaining 
or asking why their expectations haven't been met. I am not sure 
whether that is the fact with the introduction of fees - paying fees 
where any consumer becomes more vocal - or whether it is the 
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i ncrease in  competition for jobs so therefore their work at College 
becomes more high stakes (interview, Management 7, 23 May 2001 ) .  

I found that the degree students, o u r  current degree students, are 
much more critically d iscern ing than the previous groups of students 
were . . .  They understand social structures and they understand things 
l ike i nstitutional practices so they are able to apply a critica l ,  what I 
would cal l  a socially critical d iscernment. I n  other words they look at 
the structure or the practices that are in  place and they are able to 
say these g roups are d isadvantaged, these groups a re advantaged, 
this particular structure promotes the status quo, this particular 
structure challenges it ( I nterview, Col lege Lecturer E,  6 September 
2000). 

These changes in the College which have been reflected in  the students and the 

program mes have also had an impact on the staff working in the College. That impact 

can be g rouped under a series of headings. 

• Increased staff confidence/competence 

Working with the University gave people a g l impse of what a degree 
was and what a un iversity was, what their cu lture was . . .  I always said 
it was a stepping stone (I nterview, McGrath , 1 4  November 2000). 

I th ink it was tremendous. I think it invigorated us, it set us up on a 
par, we felt because we were no longer somehow the second partner 
and I think we had often been feel ing l ike the jun ior partner with 
Auckland University and so we were taking responsib i l ity ourselves. l t  
was a very i nvigorating t ime,  it was exciting actual ly ( I nterview, 
Col lege Lecturer C, 25 August 2000) . 

• The impact of working across programmes and sectors 
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Started moving them towards each other. Stil l a separateness but a 
togetherness I think started to develop then (I nterview, College 
Lecturer 8,  1 4  November 2000) . 

I mean if you bring together a g roup of people who are predominantly 
teaching in Primary and a g roup who are predominantly teaching in  
Secondary together, that act of  sorting out your common beliefs is  
go ing to strengthen you as a team.  So from that point of  view it 
probably could be so ( I nterview, College Lecturer C, 2 5  August 2000). 

I now teach very broadly . . .  Huge, huge change. Huge challenge to 
my th inking and my way of working. I think it has real ly enriched what 
I do but it has been hard, hard work getting my head a round a l l  of that 
and doing it properly ( Interview, College Lecturer C, 1 3  November 
2000).  



• Increased intensity and professional focus in the teaching 

I think the changes in lecturing staff over time relate to the content 
that we teach . So as we have become more focussed on what we are 
here for, I think the lecturers have cut out that peripheral stuff that 
used to be popular - you know students would ask if they could be in 
so-and-so's class because they have just come in from a school and 
they wil l  have the good ideas. That I think has gone and I think 
generally speaking in centres there is more team consistency, 
whereas before I think there was lots of inconsistency really because 
lecturers weren't in the direction they thought or felt was appropriate 
(I nterview, College Lecturer B, 29 March 2001 ) .  

Intensification in that there's a lot more stuff to  get through in  a 
shorter amount of time, but a lot more paper work and a lot more 
documentation and a lot more what I call the 'clothing of qual ity' as 
opposed to the - you know 'the labels' are al l there - whether the 
undergarments are of a matching qual ity is neither here nor there. 
And so we spend a lot of time in meetings theoretically being 
concerned about moderation and arguing points of view and coming 
to some shared understanding of what it means (I nterview, 
Management 8, 1 3  Novem ber 2000). 

More focussed on perhaps subject curriculum type of emphasis , more 
naive about how for example information technology fitted into 
teaching across the curriculum, more apprehensive about being 
involved with secondary schools because there were strange th ings 
that I didn't know much about (I nterview, College Lecturer 0, 8 March 
200 1 ) . 

• Higher levels of compliance and accountability 

Head of centres don't see themselves as managers, they see themselves as 
prefects - their job is to prefect, is to manage in a negative way. Tell staff off, 
make sure . . .  Yes they desperately need to know the rules, as opposed to being 
responsible for the occupational health and safety and professional 
development of their staff. Different perspective . . .  ( I nterview, Management 8, 
1 3  November 2000). 

To me it would mean that our behaviour both as lecturers and students are far 
more under scrutiny than they were a decade ago - just l ike everyone - so al l  
our behaviours have been reshaped haven't they. I was always professional -
that is what people would say (I nterview, Management 7, 23 May 2000). 

• Increased pressure on staff 

Well every year the screw gets tightened just a l ittle bit more . . .  Every 
year people have less and less time . . .  So less time for their fam i l ies 
so there is more time spent at work, and then within work there is less 
time for thinking because they are doing al l the time so there is not 

245 



t ime for networking and chatting which is really I bel ieve a vital 
component (I nterview, Col lege Lecturer A, 20 December 2000). 

I think possibly [ I work] more hours but also more rigorously. I th ink 
that the whole institution has in a way tightened up a lot of procedures 
and ways of doing things and some cases this has meant more 
formal isation of procedures which before were fairly relaxed about. . .  I 
th ink that also it may not be anything to do with the institutional 
changes but that the students have become more demanding over 
the years and we have tried to set higher standards in things l ike 
documentation and objectives and a l l  those kinds of things related to 
courses (Interview, College Lecturer D,  8 March 2001 ) .  

• Changes in self-perception of the staff 

At the moment I think we are kind of l ike in the middle, we don't see 
ourselves as we used to, which is l ike teachers coming in and 
teaching people to be teachers but we don't see ourselves as 
professional educators ful ly whose work is informed by research both 
their own, our own . So we are kind of in the middle and the tension is 
played out with lecturers where they want a lot of face-to-face time 
because there is that belief that [students need such contact] 
{ I nterview, Management 7, 1 0  October 2000). 

A shift in  the way that teacher educators see their work was summed up by one 

lecturer in  the following terms: 

You notice there are more people appointed with higher degrees 
perhaps and it may be that perhaps that might have precedence over 
teaching experience for example but I wouldn't be able to really judge 
that I don't think . . .  I think that possibly once upon a time there was a 
feel ing at one time that it was a peak of your professional career to be 
at the Auckland College of Education but now I get the feel ing that 
that is not the case that perhaps it is the remuneration that is 
responsible for that and there are probably more people that are 
coming in on short term contracts and going out again which is to a 
certain extent is probably good for the institution but there are 
obviously balances between that and developing expertise and 
experience in teacher education which I bel ieve is a speciality and is 
learnt and developed (I nterview, College Lecturer D, 1 2  April 200 1 ) . 

Summary and Analysis 

The review of the BEd degree taught jointly with the University made manifest the 

nature of the relatively strained relationship between the two institutions. I nitia l ly the 

BEd degree had been introduced to bring the Col lege into l ine with other colleges 

which had progressively developed such programmes over the previous twenty five 
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years or so. There was, therefore, both an i mplicit and an explicit pressure to do this -

the College was behind the play. 

The model adopted, however, was typical of the national pattern for college/university 

partnerships - a conservative one that required only a small g roup of College staff to 

have direct professional contact with University col leagues. The introduction and 

review of the jointly taught degree was the innovation - the initial catalyst for change -

and the response to it (habitualisation) was the set of outcomes that came out of those 

processes. College staff had certa inly gained positively from the relationship in terms of 

professional knowledge and ski l l ,  but the more persuasive influence of the experience 

was the increased confidence it generated amongst the College staff that enabled them 

to respond supportively to the Principal's chal lenge to develop a provider degree (in 

itself a further innovation). This provided a positive outlet for professional energy, 

coming as it did hard on the heels of the relatively negative experience of the review. 

The general  development of a new and shared culture within the degree programme 

(objectification) came from the formulation of the BEd (Teaching) and all that was 

involved in the development of that programme. This included confirmation of the 

commitment to the research culture,  the development of the structure for the 

programme, the evolving philosophy and all of this being accomplished within tight 

time-frames. 

The move from a jointly taught degree to a College provider degree constituted a major 

change in teacher education at the College. I nfluences on this change i ncluded both 

socio-political and institutional .  The impact of the teaching of the BEd degree with the 

University of Auckland, its review and the subsequent development of the BEd 

(Teaching) could be summarised as in Figure 9.2 .  

The environment within which the College found itself in the 1 980's saw clear signals 

that the university status and imprimatur was important to the qualifications that 

students gained at the College. Colleges throughout New Zealand had resolved this 

through a variety of arrangements with their respective local univers ities and the 

College, in developing such an arrangement with the University, was among the last to 

enter such an arrangement. 
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Impact of M ovin g  to a Provider Degree on the I nstitution and Staff 

Element Related to Implications for the Implications for the Staff 
Degrees Institution 

I ntroduction of the degree • College and University staff • Increase in confidence about degree 
taught jointly with Auckland work together level work 
University ( 1 990) • Increased understanding of the nature 

of a degree programme 
• College/University differences in 

pedagogy made explicit 
• Opportunity for College staff to work 

with academics 
• Refined understanding of academic 

levels 

• Increased academic demands on 
• Increased entry levels programme 

Review of the jointly taught • Importance of the philosophic • Widespread discussion of philosophy 
degree ( 1 995) base for programmes made initiated. 

explicit • Importance of a developed philosophic 
programme base understood 

• I ncreased commitment to a theoretical 
base 

• Issues relating to the status • Increased awareness of the importance 
of College staff made of qualifications and research 
explicit 

• Staff develop understanding of the 
• Unevenness in the importance of status within the 

College/University relationship between the College and 
relationship becomes clear other institutions 

• Staff start to consider own degree 
• Issues of ownership of the qualification 

qualification raised 

• Staff start to consider research roles 
• Questions raised about Consideration of the balance between 

valued activity in the teaching, research and school 
academy. partnership activity 

• ECE increases profile and "academic" 
• Early Childhood identified as role 

under-represented in the 
degree programme 

Provider degree developed • Strong philosophic base • Staff argue for a "learned profession" 
and introduced ( 1 995/1 996) developed rather than a "craft" orientation to the 

programme/ Increased levels of 
understanding of philosophic orientation 

• Staff consider the importance and place 
of . . . .  

Reflection 
• Critical theory 

Reflective Practitioner 
Maori Education 

• Staff become more reflective in their 
own teaching 

• Matrix developed as the basis for the 
programme 

• Three year programme • Pressure on space within the 
introduced programme 

• Content teaching diminished 
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Figure 9 .2  

• Huarahi Maori Pathway 
emerges 

• Programme built around 
higher levels of internal 
compliance 

• Programme becomes more 
academic 

Teaching is increasingly 
research-based 

• Maori lecturers empowered to 
developed immersion programme 

• Traditional "looseness" in the 
programme minimised 

Staff perception is that the programme 
is more rigorous. 

Staff competence in both using and in 
undertaking research 

Impact of Moving to a Provider Degree on the Institution and Staff 

The jo intly taught degree, coming as it did out of the socio-pol itical pressures, provided 

an interface at which external  pressures were felt to varying degrees and at which 

institutional factors became critical. While on the one hand the College discovered 

much about the operation of a degree course and developed an understanding of 

academic levels with in a degree programme, lecturers were made wel l  aware of the 

extent to which theory and research underpinned work at this academic level and the 

importance of this. 

Through institutional factors such as perceived equity of work-load, parity of esteem 

and general levels of co-operation between one group and the other, issues of status 

were made explicit. The non-involvement of staff outside the degree courses appeared 

to privilege the group teaching the shared papers and meant that the degree 

experience did not impact evenly on the College staff. 

Furthermore , students were , in the Diploma/Degree environment, apparently split into 

two g roups, one of which received a qual ification that had higher status ascribed to it. 

The practical matter of trying to balance work on three fronts - the College, the 

U niversity and the school - proved to be a decisive factor in  creating a view that the 

jo int arrangements were undermining the standing of the College in  its community, with 

the students' placing more importance on the University component than on the other 

elements. 

lt was somewhat serendipitous that these institutional tensions became articulated 

through the process of review at the same time as the socio-political environment 

enabled institutions other than un iversities, to teach degrees and al lowed teacher 

education ,  once the sole preserve of the colleges of education, to become contestable. 

In the old environment, col leges had a strong hand to play in the relationship with their 

local university. They held the l icence to provide teacher education.  On the other 

249 



hand, universities were the sole provider of degrees. The older relationships between 

colleges and universities were based on th is understanding. lt was, in hindsight, a 

d ifficu lty that the College should enter a relationship with the University at a t ime of 

great change in the socio-political environment that would challenge the institutional 

characteristics of teacher education institutions. I n  this, the College seemingly paid a 

price for its entry into a relationship with the University. 

Developing a provider degree gave the College an opportunity to engage all of its staff 

in an academic environment, not only in the development but a lso in the delivery of a 

degree programme. I n  so doing, increased and shared understandings of ph ilosophical 

underpinn ings such as those based on reflection and critical theory were developed . 

As the central importance of research became increasingly explicit, staff became more 

concerned to see thei r  work take on a more rigorous and more academic character. 

This raised at least the possibi l ity that a new tension was developing between the 

College and its communities of practice. The theory/practice issue continued to be an 

important factor, but the site on which it was played out was shifting from the 

U nivers ity/College relationship to the College/schools relationship.  

Pressure on  the Auckland College of 
Education, the last college to introduce 
a jointly taught degree, to work with the 
University. New q ualifications and 
competitive market developing. 

Innovation + Habltualisation 

A conservatively The Review makes 
structured degree offered explicit profound 
by the two Institutions problems. The 
makes explicit both the onset of 
differences and the need competition leads 
for the College to to the two 
consider Its own Institutions going 
programmes. their own ways 

Two groups of College and University staff 
work together but bring different skills, 
knowledge and dispositions to the 
programme. Significant numbers of College 
staff are not involved in the joint degree -
wide involvement in the provider degree. 

Relationship of Change-Narratives 

• Relationship with other institutions 

• Administrative Restructuring 

Research Culture 

Objectification ....... Sedimentation 
� 

College College becomes a 
develops degree granting 
proposal for a institution In teacher 
provider degree education with a 
with new developing shared 
philosophy and philosophy and 
structure. academic 
Large numbers orientation. 

Figure 9.3 Horizontal Analysis of Moving to a Provider Degree 
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Figure 9 . 3  shows that the decision to develop a provider degree (the innovation) was 

the outcome of external pressures for the Col lege to respond to the new tertiary 

environment. lt required staff to build on their experience in the jo intly taught degree 

and to bring to the development a clear view of the nature and substance of a 

professional degree (habitualisation) .  Having decided to develop such a degree, 

processes were put into place that quickly led to a shared philosophy and structures 

that became the basis for action (objectification). As the previous programme was 

progressively replaced by the new programme, the changes became the accepted way 

of working in the Col lege (sedimentation) .  

To this point the study has outlined the way in which change impacted on pre-service 

teacher education at the Auckland College of Education over the period 1 985 - 2000. 

The sequel to a series of mergers culminated in the consolidation of teacher education 

in the Auckland region at the College. These changes had left the College with a 

structure that that was considered to be not sufficiently robust to meet the challenges of 

the new environment characterised as it was by resourcing pressures, com petition and 

increased compliance.  Added to this was the need for the College to be pro-active in 

promoting a responsive relationship with the community of practice, a relationship 

which had been tested by the jointly taught degree. 

The restructuring that occurred, developed a focus for the College on the nature of the 

academic climate and the role of research . At the same time, a review of the jointly 

taught degree was making expl icit, tensions related not only to the general  relationship 

with the University, but also to the phi losophic underpinn ing of the programme. This 

uneasiness, combined with the impending competition from other providers to offer 

teacher education programmes in Auckland, encouraged the College to embark on the 

development of its own degree. 

The changes experienced have been outl i ned over the past five chapters using a 

framework of five change narratives. The next chapter will bu i ld on the analysis 

presented within each change narrative and discuss the overal l  impact of change on 

pre-service teacher education during the period under study. 
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Chapter 1 0  

Sai l i n g  i n  New Directions:  The Impact on Teacher Education 

This chapter d iscusses the impact of change on the Auckland College of  Education 

generally and on pre-service teacher education in particular. After describing these 

changes in terms of the theoretical model outl ined in Chapter 2, involving the vertical 

axis (i . e . ,  the pressures to change or not to change) and the horizonta l axis (the 

process which leads to a specific degree of impact) , the discussion moves to a 

consideration of the impact of the changes grouped around the change narratives. 

Then fol lows a d iscussion of the findings of the study in relation to the research 

questions and the adequacy of the theoretical model for the purposes of the study. 

The Setting for Change 

Factors that define an  institution include the historical characteristics that make an 

institution a member of a class of institutions and which mark those institutions as 

d ifferent from other k inds of institutions. As described in Chapter 1 ,  the Teachers 

Training Col leges had their orig ins in providing education boards and the Department 

of Education with a means of g uaranteeing a supply of teachers to their schools. They 

were not universities. They had established themselves with a clear role wel l  before the 

advent of special ist technical institutes and polytechnics. Their origins and identity were 

as part of the school ing system of New Zealand. U niversities had, because of this, as 

one commentator said, "been cautious about formalising relationships with institutions 

that are subject to direct government control" (Openshaw, 1 996, p . 1 7 1 ). 

As a resu lt of leg islat ion, new and changing roles and changes in the "market" 

environment in which they operated, teachers colleges underwent considerable change 

during the period of this study. Significant reforms of the economy, of education and of 

the tertiary education system ,  produced an environment in 1 990 that was markedly 

d ifferent from that which previously prevailed . Colleges were autonomous rather than 

"owned" by the boards and the Department of Education , and free of what was 

described as "a considerable measure of central control" (McGrath ,  1 994f, p .50).  They 

were increasingly teaching at degree level rather than at the post-secondary level of 

the past and,  rather than having their territory protected and divided up between the six 

"co lleges" , they were in competition theoretically with all other tertiary institutions. 
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As a result of these largely external changes, styled by some as the "New Zea land 

Experiment" (Kelsey, 1 995), the Auckland College of Education was placed in an 

environment that was suddenly very d ifferent from that in which it had previously 

operated . This environment was characterised by increasing pressure for all school 

leavers to engage in further education and training, raised expectations of degree 

qual ifications for teachers at all levels, demand for more open public scrutiny of a more 

accountable education sector, a tougher compliance environment in  which educational 

institutions were now expected to work and reduced levels of funding. 

The theoretical model outlined the relationship among these external pressures and 

those which "came up" with in the College internally as the change process proceeded . 

The upward pressures were those that had their orig ins in the ski l ls, knowledge, 

dispositions, experience and practices of the College staff. Teachers Col lege staff were 

expected once to simply reflect excellence in classroom teaching , to be top 

practitioners of their craft and, as such, to exempl ify practice rather than theory. This 

led to a confl ict ( see, for example, Snook, 1 996) that would continue into the period of 

this study. The changes experienced in the 1 990's would lead the staff into new areas 

of skill and demands, described by one participant as being "forced into the academic 

world of the University" (I nterview, Management 5, 6 November 2000). 

Being a staff member of a college conferred on personnel certain roles within education 

and opportunities to shape teacher education. The nature of the wider changes in 

education in the period under study were such that those opportunities were sign ificant 

and gave to College staff an autonomy that their colleag ues of previous times had not 

enjoyed. The place of the colleges within  the tertiary education system was to change 

dramatical ly and, consequently, the staff were able to contribute to the changing nature 

of teacher education at both local and national levels. At a local level such changes 

were largely a result of the different mergers - bringing into the colleges early 

ch ildhood education for i nstance. At a national level ,  the development of the provider 

degree was one example of the College shaping teacher education. That the staff was 

conscious of this is i l lustrated by the participant who, in speaking of the i mpact of that 

degree nationally, stated that "the others all accused us of changing the face of teacher 

education, well we did, we brought in a degree" (I nterview, McGrath , 1 4  November 

2000) . 
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The Vertical Axis 

I nserting the features of this changing environment and placing them into the top-down 

or bottom-up categories produced this scenario in which the changes took place:  

Adaptation of the Vertical Tem plate for C hange Analysis for the College 

Teachers Colleges in New Zealand historically had a role in 
providing their owners, the Boards and the Department of 
Education, with a supply of teachers for the school system. 
Refonms in the late 1 980's changed both their position and role 
when colleges were clearly identified as "tertiary". 

Legislation: Role: 

From: From: From: 
Dept of Education 
control 
Provided teaching 
q ualifications only 

Provider of teaching 
qualifications 

Protected market 
for the supply of 
teachers to schools 

• Protected environment 

Minor role in 
undergraduate 
degree programmes 

To: 
Autonomous I self
governing 
Able to offer degrees 
Competitive I 
contestable environment 

To: 
Wider range of 
qualifications 
Degree providers 
Providers of 
postgraduate 
q ualifications 

To: 
Relatively free 
market with 
teaching 
qualifications 
provided by 
institutions other 
than colleges 

Auckland College of Education
'
� A Site t6r Change 

·�- -. -� 
.

. 
· 

.
.. ' -�. ·• � 

. ' 

Change Narratives: • ·  

Impact o n  the nature of 
teacher education (e.g. 
the provider degree) 

•. , , Mergers - Past, Present and Fuiure 
Administrative and Professional, Restructuring . 

· Peveloping a Research Culture
' " 

, , . ,, , . . .  
; . ; Re�iewihg a JointtyJau9ht oe9ree . • �;�:-': ; ;:, 

Role within education 
changes from school 
orientation solely to a 
tertiary orientation (e.g. 
research; changes in 
pedagogy) 

. 
. 

DeV:Moping a Provider Degree ' 
. 

I . •  ' �  

Ski lls I Knowledge Aspi rations/Disposition Experience 

From: 

To: 

Skilled practitioners 
Emphasis on knowledge 
of schools 
High levels skills in the 
craft of teaching 

Skilled in academic 
research and scholarshi p 
Knowledge of theoretical 
underpinnings 
Skill-set located within 
the learned 

From: 

To: 

Leaders among teachers 
Aspiration to be effective 
among teachers 

Aspiration to acquire 
status in the academic 
world of research and 
scholarship 
Skills of research and 
scholarship 
Success as tertiary 
educators 

From: 

To: 

Leadership 
(administrative, 
curriculum) in 
schools 

Sound academic 
qualifications 
balanced with sound 
school experience 

College staff, once required simply to be excellent classroom 
teachers, were now req uired to have the attributes of tertiary 
teachers and in addition to the skills of teaching to demonstrate a 
research capabil ity and a sound grasp of theory and philosophy 

Fig. 1 0. 1  Adaptation of the Vertical Template (Fig.3.5) for Change Analysis for the College 

The next section of this chapter provides a further and more detai led iteration of th is 

synoptic structure which wil l  show that, when applied to the College, the individua l  

com ponents of  the vertical change process created a situation that was complex and 
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rich in its potential for impact on the College. (The sub-headings in  this next section 

refer back to Figure 3 .5 . )  

Pressures for Change: Top-Down 

Defining characteristics 

Col leges had held a particular place in New Zealand education,  placed between 

secondary schools and the conventional university world of tertiary education.  Under 

the direct control of the New Zealand Department of Education and heavily influenced 

by the different Education Boards, they taught programmes to students with entry 

qual ifications below those required to enter a un iversity. The net result of the changes 

of the late 1 980's, which continued into the 1 990's, was the clear elevation of colleges 

into the tertiary system. At the same time, colleges bui lt on the autonomy of 

governance that had been progressively given to them over the previous twenty years 

to become fully autonomous self-governing institutions. 

License of Colleges of Education in New Zealand 

Col leges had once been required to meet teacher supply demands for the Department 

of Education , in a sense, under contract to that department which owned and controlled 

them. Many of the participants and commentators recognised that colleges had l ittle 

say over the direction of teacher education. They were now given freedoms to operate 

alongside other tertiary institutions with autonomy and its attendant responsibi l ities for 

financial management and control. The College controlled entry into its courses but 

within parameters established by teacher registration requirements with regard to 

qual ifications. Specific features of the changes to that " l icense" include: 

Legislation 

Wide-ranging legislative changes (educational administration, financial and 

economic, and state sector) , wholesale changes to the state sector and its 

management ,  and a range of key changes to education generally and to the 

tertiary sector specifically led to profound change in the tertiary sector. One 

result of this was that the colleges were able to offer degrees at the cost of 

seeing their historically protected field of teacher education become 

contestable. The tertiary sector had been opened up to competition between 
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not only institutions within a class (un iversities, polytechnics, etc) but also 

between institutions of the same kind. Therefore, not only did the College n ow 

have to compete with un iversities and polytechnics but a lso with the other 

colleges which could provide competition through nationa l  recruitment and 

d istance provisions. 

Role 

The role of the Col lege changed from that of a protected institution that even in 

a relat ionship with a un iversity had its area of expertise and experience wel l

defi ned and ring-fenced. Even when teaching a joint programme (e.g . ,  the BEd 

programme) there was no cross-over between the College's area of expertise 

(practicum, teaching methods and such l ike) and those of the university 

(research, h igher level theory, for instance). Where there was cross-over (as 

occurred in the Education component of the jointly taught degree) there was 

l ittle parity of esteem, much tension and unresolved conflict. With the granting 

of the right to offer degrees, the colleges were able to re-assess their position in 

the tert iary system and new opportunities for their work through teachers up

g rading qual ifications, programmes at a postgraduate level and the provis ion of 

o ngoing professional development for teachers. 

Market 

For a century the colleges had a well-defined market niche and operated as 

something of a government sponsored cartel in the field of professional 

qual ifications for teachers. Within  a very short space of time, this market was 

opened to all tertiary institutions and a range of private providers. For instance 

in teacher education in New Zealand the colleges went from being , in 1 989, the 

sole providers in their reg ions to being simply six among many (in 2000, there 

were 1 9  primary, 1 5  secondary and 32 early childhood education government 

funded providers . )  While the impact of this was slow, when it did arrive in  the 

mid-nineties it did so with a force that was to virtually overnight thrust the 

colleges into the competitive market-driven world as tertiary institutions 

competing against each other for teacher education student numbers, the 

crucial determinant of funding. The greater Auckland region became an  

intensely competitive environment, arguably the most competitive area in New 

Zealand tertiary education.  



Pressures for Change: Bottom-Up 

Along with these top-down external pressures for change came pressures for change 

from within the College itself. The interaction of the skil ls/knowledge, aspirations and 

experience of the College staff with those external pressures, provided further impetus 

for change. 

Skills I Knowledge 

The skil l base of College staff had traditionally been in teaching - expert 

classroom teachers recruited with an assumption that they would be excel lent 

teacher educators. The qual ifications required for this work were those of the 

expert teacher rather than those of the tertiary educator with the skills of 

academic research and scholarship that the new environment demanded . I n  

short, staff were increasingly required to  demonstrate the skil ls and knowledge 

not only of best practice in the classroom but also of current theories that 

underpinned that practice .  The debate about teaching as a craft or as a learned 

profession was a real one that had significant implications for the ski l ls, 

knowledge and activities of those engaged in teacher education . Staff were 

being asked to add new skil ls to those of the expert classroom teacher. 

Aspirations 

The aspirations of colleges as institutions were traditionally governed by their 

place within the profession - they were professional leaders , places of 

excellence in teaching and the staff worked hard within teaching and its 

associated professional activities to maintain such a position. Following the 

reforms, staff in the College were faced with a new set of standards to aspire to, 

those of the genuine tertiary educator - advanced degrees and the skil ls of 

academic research and scholarship. 

Experience 

Tradit ionally, staff in colleges were expected to have excellent experience in the 

school classroom and to have shown leadership  in the profession through 

activity with teacher organisations and professional associations. Research and 
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scholarship were added to those expectations as the College moved from a 

bipartite configuration ,  which had previously been focussed on teaching and 

partnership activity ( i .e . , working with students and teachers in schools) , to a set 

of tripartite expectations, which increasingly involved teaching, research and 

scholarship,  and partnership activity with schools .  

Disposition 

The rhythm of the colleges, traditional ly, was that of a school with its periods, 

holidays and admin istrative structures and teaching arrangements that reflected 

those of the school system.  Increasingly, staff were both being asked (and were 

showing an inclination) to work as tertiary educators with the consequentia l  

changes to the structure of courses and arrangements for teaching leading to a 

new balance in  their work. Dispositional changes in the staff would, in the long 

term , be required if the College was to achieve the transformation it set out to 

accomplish. 

The Horizontal Axis 

To this point this chapter has detai led the setting for the changes in  terms of the 

vertical axis. These changes are now discussed in terms of the horizontal axis and the 

five change narratives that have been used as an organising principle for the data used 

in this study. The horizontal axis was summarised in Figure 3 .6 .  

Technological 
Change 

··· ... 

Com ponent Processes of Institutionalisatio n  

Legislation 

Market Forces 

.... ···· 

Innovation 

Habituallsation Objectlfication I � Sedimentation 

� 
lnterorganisation ,...,... 

Monitoring 

� �--------��---.-. -.·. 
t�eorising Positive 

Outcomes 
\ Interest Group 
' Advocacy 

Interest ! Group 
Resistance 

Fig. 1 0.2  Component Processes of Institutionalisation (Tolbert & Zucker, 1 996, p . 182) (Fig. 3.6) 
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The model presented the stages in  the process of change as four d istinct phases that 

have the following characteristics and are reflected in the fol lowing key features in the 

changes at the Col lege. Applied to the present study, the model provides a very usefu l 

way of ordering and presenting the range of changes that occurred at the Col lege 

during the period under study. 

Innovation 

Innovation, as a stage in the horizontal axis, is the act or set of circumstances that 

provide the initial catalyst for change. Key innovations in the change narratives were: 

Mergers, Past, Present, and Future 

• the merger between Auckland Teachers Col lege and the Secondary 

Teachers Col lege 

Administrative and Professional Restructuring 

• McGrath's paper on restructuring 

Developing the Research Culture 

• the appointment of a Dean of Learning and Research Development 

Moving from the Jointly Taught Degree 

• the review of the BEd degree taught jointly with the University of Auckland 

Developing and implementing a College provider degree 

• the decision to develop a provider degree, the BEd (Teaching) 

The setting for change outl ined above provided a set of circumstances resulting from 

legis lation and market forces that provided a clear catalyst for change .  The world of 

tertiary education was changing and the place of teacher education was changing with 

it. 

Over a period of time, a series of mergers and amalgamations had created an 

administrative structure that the Principal judged was not sufficiently robust to meet the 

requirements of the new environment, either from a competitive or an educational 

perspective. The Col lege was facing resource pressure that required a re-examination 

of the use of staffing resources relative to the capacity of programmes to generate 

those resources. There was the impending reality that teacher education would no 

longer be the protected business of the col leges and questions about the connections 

between the College and its communities of practice were being raised. 
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A series of new approaches to national qual ifications was steadily being developed and 

promulgated during this period and this created new opportunities in terms of del ivering 

degree programmes. Questions were being asked both with in the College and within 

the wider  teacher education community about the nature of teacher education.  The 

College, as a result of its experiences in teaching a joint BEd degree with the University 

of Auckland, was also asking itself about the relationship between teaching as a "craft" 

and teaching as a "learned profession", while at the same time grappling with the 

tensions between a university view of education as a social science with in a l iberal  a rts 

qual ification and the alternative view of it as a discipline centered on the professional 

g rowth a nd development of a teacher within a professional qual ification. 

The experiences within the jo intly taught degree had also made explicit the importance 

of a phi losophic underpinning for developing and delivering programmes. By definition ,  

established in legislation and subsequently cemented into the NZQA proposals and 

protocols ,  degree programmes were required to be taught by research-informed staff. 

Traditional ly, college programmes had been taught by staff who, while they might wel l  

have been consumers of research, were not in themselves typically engaged in 

research. The development of a research culture in the College, therefore, became an 

imperative were the College to aspire to being a degree provider. A research culture 

requires more than an environment in which people undertake research activity and 

hence attention was required to be paid to the academic structures within the College. 

Issues of status had also become a factor fol lowing the review of the BEd degree -

wh ile the wider environment was raising the status of the institution external ly, the 

College was becoming aware of the status both of its q ualifications and its staff relative 

to its l ikely competitors in the new environment. The status that derives from 

qual ifications and from the level of programmes was also related to considerations of a 

possible future relationship with another institution. 

Habitua/isation 

Habitual isation,  as a stage in the horizontal axis , is the development of a response to 

the " innovation" that sets out new procedures or policies or structures to proceed with 

the intended development of change. Key features of habitualisation in each of the 

change narratives were: 
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Mergers, Past, Present and Future 

• establishment of the College historically as the sole provider of teacher 

education in Auckland 

• bringing together of Early Childhood, Primary and Secondary with the 

tensions and complexities impl ied by this 

• evolved structures that cemented tensions between sectors and were 

unresponsive to socio-political changes 

• continuing consideration of a merger with a university partner as a 

necessary development 

Professional and Administrative Restructuring 

• series of iterations that led to the structure final ly adopted 

• key features of the structure introduced saw staff grouped into faculties and 

centres rather than sectors and a position created for a Dean of Learning 

and Research Development 

Developing a Research Culture 

• new Academic Board structure developed and implemented 

• position of Dean of Learn ing and Research Development led to the 

establishment of a Research Development Committee 

• research activity initiated by the Research Development Committee 

• staff supported to upgrade qual ifications 

Moving from a Jointly Taught Degree to a Provider Degree 

• review of the BEd degree made explicit profound problems with the jointly 

taught programme 

• onset of competition between institution to provide teacher education 

programmes encouraged the College to develop its own degree 

The different facets of the responses made by the College to the setting described 

above were spelt out in the seminal paper from McGrath in 1 994, which was in itself a 

response to the admin istrative and professional legacy of previous amalgamations and 

mergers. In that paper he outlined a new structure for the College,  signal led clearly the 

fact that the Col lege needed to develop a research culture, noted that the new 

qual ifications environment was opening up new opportunities for the College to develop 

261 



degree program mes and questioned whether the College would need to assess, at 

some point, its capacity to remain as a stand alone institution . 

So while the McGrath paper had as its prime purpose the in it iation of the process of 

developing new procedures, policy areas and structures for the administrative and 

professional organisation of the College, it also led directly to the development of 

structures , policies and procedures for the development of a research culture and 

established the framework of professional teaching centres that later assisted the 

development of the BEd (Teaching) degree. These two developments would be central 

to the College's future d iscussions with other institutions. 

This major restructuring of the administrative and professional g roups in the College 

would be based on the essential areas of learning established by the New Zealand 

Curricu lum Framework rather than on the basis of the traditional sectors of Early 

Chi ldhood, Primary and Secondary. The "centres" established under this structure 

would contribute "modules" to the "programmes" across all sectors. 

The restructuring also resulted in the establishment of the position of Dean of Research 

and Learning Development, which in turn led to the restructuring of the Academic 

Board and the establ ishment of committees to promote research activity, to support 

research initiatives and to the establishment of financial support for staff undertaking 

research and/or upgrading their qual ifications. This was central to the development of a 

research culture .  

This was fol lowed qu ite rapidly by the review of the BEd degree taught jointly with the 

U niversity of Auckland.  The direct result of this review was a series of 

recommendations that, because of subsequent events , had little impact and which 

were at the time made somewhat irrelevant by indirect outcomes of the review, which 

incl uded the commitment to develop and deliver a provider degree at the College. As 

McGrath commented in an interview in this study, " it was simply too late . "  

While the period of the study encompasses fifteen years, these proposals were al l  

developed and in itiated i n  an eighteen month period in  1 994 -1 995. The key changes 

at the College fol lowed and were to take longer to fu lly implement. 
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Objectification 

Objectification, as a stage in the horizontal axis,  is the development of agreement or 

understanding among the actors - that is to say, the processes of explain ing,  up

skil l ing and convincing that support the change initiative. Key features of objectification 

in each of the change narratives were: 

Mergers, Past Present and Future 

• proposals developed to restructure the College professionally and 

administratively 

• developing focus on the qualifications offered by the College within the 

chang ing qualifications environment 

• developing emphasis on the place of an academic research culture in the 

College 

• articulation of the concern for the relationship  between the College and 

other institutions 

Professional and Administrative Restructuring 

• staff developed practices that saw closer co-operation between 

programmes and sectors with the removal of structural impediments to al low 

this to happen 

• staff eo-located within centres 

• Academic Board reviewed and increasing attention given to the academic 

culture of the College 

Developing a Research Culture 

• Research Development Committee instigated activity and support for 

research 

• heavy emphasis on staff involvement in research through upgrading 

qual ifications 

Moving from a Jointly Taught Degree to a Provider Degree 

• College decided to develop a provider degree 

• development of the degree inspired considerable activity in addressing 

questions about the nature of a teacher education programme and its 

phi losophic underpinn ing 
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Typically, the objectification of the changes was a reflection of the manner in which the 

changes were promoted. The larger systemic changes to the tert iary environment were 

factors that seemed to be beyond the immed iate control of the College. This can be 

explained in  terms of the vertical analysis (see Figure 1 0 . 1  ) , as influences on the staff 

as the various changes modified or re-framed the role of the College staff in education.  

However, there was some involvement of College staff in shaping teacher education 

nationally, and foremost among such activities was McGrath's membership of the 

various tertiary lead groups and advisory committees established to advise the 

government on matters such as the funding mechanisms to be used, the development 

of the qual ifications structure at a tertiary level and other matters of national importance 

to teacher education . McGrath was able, through this activity, to bring back into the 

Col lege accurate and detai led knowledge not only of the changes that were occurring 

but also of their impl ications and other related possible changes. His seminal papers 

(McGrath,  1 994c, 1 994d, 1 995c) can,  therefore, be seen as not simply "blue skies" 

speculation but as a series of careful analyses of directions for development in the 

College based on his " inside" knowledge - none of it not available to others but the 

synthesis of which was made easier for the College through the nature and qual ity of 

his engagement national ly with the changes. This capacity for pre-emptive change was 

a clear characteristic of the College during the period of the study and was a factor that 

enabled the development of understanding of and support for the changes 

( objectification).  

Inter-relationships of the Change Narratives 

This chapter has discussed the changes in terms of the three first stages of the 

horizontal axis ( innovation ,  habitual isation and objectification) .  This leads to a 

d iscussion of the sett l ing into the new patterns or ways of working or approaches that 

characterised the College as a result of the changes that are the focus of this study. 

The sedimentation that resulted from the successive changes experienced by the 

College is i l lustrated in  this chapter by considering the impact that these changes had 

on the College, the institution and its staff. 

A separate l inear analysis of each of the five change narratives shows a series of 

events as the bigger picture of change emerged. This risks not capturing the element of 

impact that derived from the accumulation and aggregation of the changes and the fact 

that events in an institution do not happen in a neat and orderly fashion. The 
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connections between the five change narratives are sign ificant and are shown in Figure 

1 0 .3 ,  which shows that the complexity of the relationships between the changes that 

occurred is profound. Key connections include: 

• McGrath initiating two and signall ing the other th ree of the five changes themes 

(narratives) in the one paper; 

• moves to strengthen the research culture coming out of the restructuring arid the 

review of the College academic culture; 

• i ntroduction of the Dean of Learning and Research Development that gave 

prominence to the development of the research cu lture and to a consideration of 

the academic culture of the College; 

• review of the BEd degree making explicit the difficu lties of working with in a jointly 

taught programme; 

• critical importance of the development of a research culture to the abil ity to become 

a degree provider; 

• creation of the centres to replace the sectors through the restructuring thus 

enabling the rapid development of the BEd (Teaching) degree; 

• review of the jointly taught BEd degree that highl ighted not only displeasure with 

the current qualification but also the possibi l ities for the College to develop its own 

degree; 

• the increased understanding of the academic world through the jointly taught 

degree that was crucial to the development of the provider degree. 

Discussion of the sedimentation phase is presented after Figure 1 0.3  (next page) and 

fol lows the order of the change narratives as outlined in Chapters 5 to 9. The impacts 

flowing from past, present and future mergers, as defined in Chapter 5 ,  precede a 

discussion of the impacts of the restructuring outlined in Chapter 6 and an examination 

of the impact of the development of a research culture (from Chapter 7) fo l lows. Final ly, 

the review of the BEd degree (from Chapter 8) and the development of the BEd 

(Teaching) provider degree (from Chapter 9) are discussed . 
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The I nter-Relationships Between the Change Narratives 

Mergers - Past, Present, 
Future 

Up to 1985 
Series of previous mergers and 
the amalgamation of Auckland 
Teachers College with the 
Secondary Teachers College 
create current structures 

The impact of socio-political and institutional 
change on pre-service teacher education at the 

Auckland Colle e of Education 

Administrative and 
Professional 
Restructuring 

� 
• 

1994 

Developing a Research 
Culture � 

Principal's paper o� 
Restructuring ACE 

Relationship with • I I other institutions ..., 
Need to be research driven 
signalled and emphasised 

seen as I important 
• 1 994/95 

1996 

• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
. 
• 
• 
• 
• 
• 
• 
• 
• 
• 

College commences 
discussions with potential 
merger partners 

2000 
Government denies proposal to 
merge with Massey University 

Restructuring takes place 

1 995 I 
PSTE and Centres 
established 

1 995 
Position of Dean of Learn in � and Research Development 
established 

I I 
I 
I 
I 
I 

Landman (1 995) produces 
paper on ACE as an ______. Academic Institution 

• 

Discussions within PSTE on 
'ideal graduate' etc 

I 
Philosophy of Teacher 
Education developed 

I 
I 
I 
I 
I 
' ' 

and on the importance of 
research 

1996 
Academic Board 
Restructured I Research 
and Staff Development 
Committee established 

I 
Research scholarships 
established and research 
activity promoted. Research 
orientation developed 

I ' 
.._ - - _ ...,.. 

+ 
2001 
Postgraduate Studies and 
Research Faculty established 

Fig . 1 0.3 The Inter-relationships between the change narratives 
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Degree to the BEd(fchg) 
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Sedimentation 

Sedimentation, as a stage in  the horizontal axis,  is the stage in which changes are 

embedded into the ways in which the institution works after a change - the impact that 

the change has had on the institution. 

Sedimentation: Mergers Past, Present and Future 

The discussion in Chapter 5 suggested that mergers are an accepted feature of the 

international educational landscape that reflect the broader trend in business and 

society towards larger units of organisation. While once largely motivated by financial 

considerations, the trend has been for them to become more motivated by new 

features of the environment, such as competition , changes in government pol icy and a 

desire for mutual g rowth. 

The series of mergers and amalgamations that saw other early childhood and primary 

teacher education providers in the greater Auckland reg ion closed down and merged or 

amalgamated with the Auckland Teachers College establ ished the College as the sole 

provider of early childhood education and primary teacher education in the north of 

New Zealand. As the staff of Ardmore Teachers College,  the Kindergarten Teachers 

Col lege and the North Shore Teachers College successively joined the staff of the 

Auckland Teachers College, whether through secondment in a smal l  number of cases, 

through winning positions in  a greater number of cases or through transfer in the case 

of North Shore Teachers College, the structure of the Auckland Col lege of Education 

courses and departments remained largely unchanged. Different phi losophies and 

practices were brought together into that teacher education structure which remained 

confidently in place. 

The past mergers all impacted on the College in different ways. The impact of the 

Ardmore/Auckland Teachers College "merger" was largely cultural in that there was a 

relatively minor impact on the orientation of the curriculum; a craft/performing arts 

emphasis rather than the less applied l iberal arts approach that was favoured at 

Auckland. This was described variously as being "more curriculum focussed" ,  "a  

practical focus" and "more craft oriented". The Kindergarten Teachers 

College/Auckland Teachers College merger introduced a critical mass of students into 

the early childhood education area and with the subsequent increase in staff numbers 

al lowed that sector to adopt a more assertive stance in the institution as a result. " I  
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don't think we real ised how good we [i .e . ,  kindergarten lecturers] were" said one former 

lecturer. Both structural differences (i .e . ,  the nature of teaching departments and the 

role of staff in them) and clear d ifferent cultural orientations (and, certainly, clear 

perceived feel ings about the one group for the other) marked the impact of the North 

Shore Teachers College/Auckland Teachers College merger. Differences and tensions 

emerged through comments such as "you don't belong [at North Shore] unless you can 

walk  on water", "there was more rigour there than at Auckland" and "[the merger] was a 

very uncomfortable situation . "  Progressively, the Auckland Teachers College had 

become more plural istic in its professional character. As one lecturer saw it, "a  much 

more what-did-a-good-teacher-need-to-know? mode."  

The merger of the Auckland Teachers College and the Secondary Teachers College 

(one that was indirectly forced but which had the outward appearances of being 

voluntary) saw both institutions concede identity to a new institution, the Auckland 

Col lege of Education .  Although located on contiguous campuses and having shared for 

approximately twenty years a range of faci l ities, the merger of the two col leges was 

achieved so as to g ive effect to a structure that preserved both the separate identities 

of the two major teacher education clusters, Primary and Secondary, and to do so 

with in  structures that would a l low d ifferences in practice and phi losophy to not simply 

continue but to flourish .  For example, in areas of the curricu lum, separate 

"departments" were maintained within the larger "faculties" and "secondary science" 

was administratively separate from "primary science". Early Chi ldhood, which had 

operated somewhat as an independent area in the primary college continued with l ittle 

change. The merger can be characterised as being essential ly between a primary 

teacher education institution and a secondary teacher education institution. 

From the onset of the merger d iscussions, the question of the continuing identity of the 

two largest teacher education sectors was an issue. Whi le an attempt was made to 

provide for d ifferent administrative and professional structures aimed at increasing 

contacts between the staffs of the two colleges, this attempt in  fact had little success. 

To accommodate this an administrative structure was agreed to which wou ld later 

demand change - it was in many respects the "seven heads and ten horns". 

The administrative structure that was subsequently negotiated to provide for leadership 

of the new College of Education was a tri-partite model that saw three principals 

appointed;  a primary principal, a secondary principal and a principal charged with 

overal l  co-ord ination. Again, this model of shared leadership al lowed the separate 
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identities of the originating colleges to continue and in terms of management 

effectiveness was dysfunctional ,  counter-productive and only to last for three years 

prior to being replaced by a conventional hierarchical structure with a sing le principal. 

The series of mergers prior to the establishment of the Auckland College of Education 

had seen primary teacher education and its structures within the Auckland Teachers 

College grow both in strength and perceived importance. Consequently, having 

withstood the arrival of previous groups without changing, the merging of the 

secondary staff could also be undertaken without any marked change in practice 

regardless of the introduction of structures that set out to increase professional contact 

between the two groups. I neffective as these were in promoting joint and shared 

activity between primary and secondary teacher education staff, the structure of the 

schools was ,  however, to provide a basis for secondary teacher education staff to 

consider their place in the face of the greater size of the Primary programme as student 

numbers in secondary teacher education programmes reduced. A scenario developed 

where a strong (numerical ly) and seemingly untouchable group providing primary 

teacher education programmes was placed alongside a group of secondary teacher 

education staff who were becoming increasingly nervous about the security of thei r  role 

in l ight of the reduction in the number of students entering secondary programmes. 

McGrath expressed in one of his interviews that "there was a resistance bubbling away 

down below the surface possibly on both sides. " 

The most overt impact of the merger was the bringing together of secondary staff with 

primary staff into a situation in which they were together but separate . There was 

resentment from primary staff, who saw their secondary colleagues coming into areas 

( i .e . ,  possibly teaching in primary programmes) in which they were not equ ipped to 

work, while secondary staff felt sidelined, a little superior (largely on the basis that they 

taught graduates and were as a group more highly qual ified academical ly) and 

possessed of a feeling that their primary colleagues were not equipped to work in 

secondary programmes. 

This situation was an issue that had become somewhat problematic in the early 1 990's. 

The "unfin ished business" that McGrath referred to was the detritus of the previous 

merger that was to be addressed in the restructuring of the admin istrative and 

professional context. In both these areas, the professional structure and the leadership 

model, the merger of the Auckland Teachers College and the Secondary Teachers 

College was to take until the late 1 990's to complete. This final ly gave effect to the 
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goals and aspirations of one college and produced an administrative structure that 

could withstand the sign ificant socio-political events of the 1 990's. 

The discussion of possible future mergers began with the Auckland Institute of 

Technology (AIT) and the Central I nstitute of Technology (CIT) then, at the request of 

the College Council ,  with the University of Auckland and, following the fai lure of those 

talks, with Massey University with whom an agreement to merge was reached (only to 

be later denied by the government). These talks raised clear issues related to the long

term future of the College as a stand-alone institution.  Those leading the negotiations 

saw in a merger a means of protecting the College from the resource pressures that 

had led to a degree of insecurity about the future. 

The impact of the discussions about future mergers was that staff developed an 

u nderstanding of the impact of the socio-political context on tertiary education and on 

teacher education.  A wi l l ingness to acknowledge the pressures certainly al igned the 

staff understanding of the issues more closely to those of the Col lege management. 

A further impact was the increasingly clearer articulation of issues of "status in  a world 

of m arkets", as one participant described it, and the degree to which a merger with a 

u niversity would help the College. Getting a "university name on the degree" was seen 

as important for the students. Closely related to status was the impact these 

d iscussions had in encouraging the view that the College programme should be a 

" much m ore academic, rigorous sort of thing." Many participants shared the view not 

only that this was desirable but that as a result of developments such as the growing  

research culture and the BEd (Teaching) degree had actually come about. Being "more 

rigorous" and "more academic" was accepted as an inevitable consequence of 

becoming "more professional" .  The various negotiations also raised key issues about 

parity of esteem between d ifferent kinds of institutions (e.g . ,  colleges and universities) 

a nd induced some fears about loss of identity 

The Col lege has positioned itself strong ly within teacher education, and the degree to 

which teacher education was a feature of the merger partner drove to some extent the 

character of the d ifferent discussions. The early d iscussions of merger with a university 

partner were characterised by enthusiasm. Those engaged in the talks (a small group 

of  senior administrators) were motivated by strategic concerns. Those who were not 

(staff generally) saw reasons for seeking a relationship largely as financial ,  a quest for 
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the status of a university, the minimising of the risks of continuing as a mono-technic 

institution and the expression of academic aspirations. 

The AIT/CIT discussions saw high levels of complementarity between the activities of 

the institutions and this al lowed the d iscussion to focus on the admin istrative 

procedures for bringing the three institutions together. Teacher education saw 

opportunities for growth and development in the proposed enlarged institution. The 

University of Auckland d iscussions quickly developed a different character as the 

College confronted issues related to the place of teacher education with in the academy 

and significant issues related to the status of the staff and the parity of esteem that did 

exist and m ight exist between the two groups (the College and the U niversity) . Where 

the focus of a merger was on the bringing together of activities that are simi lar, 

questions of reputation, rivalry and prejudice all came into play. 

The impact of those experiences was a growing awareness of senior m anagement of 

the issues raised by mergers .  lt had become clear that whi le the College had 

strengthened its research profi le and staff were upgrading qual ifications, there was no 

certainty that a merger would be a meeting of equals in teacher education. The 

difficulties of finding the level and point at which the Col lege and the University could 

work co-operatively were added to the mix of features that had earlier led to the demise 

of the jointly taught BEd degree - a lack of parity of esteem, no shared phi losophy and 

an inabil ity to find admin istrative provisions that resolved who taught what and where in 

a manner that impacted positively on teacher education students. Curiously there 

emerged an added and real concern about whether the academic orientation of the 

University was appropriate . This was expressed in an unsettling nostalgia for a College 

which might once have existed but which had long since gone. The College was, as a 

result of those experiences, becoming clearer and more articu late about what was 

important to it. 

The discussions with Massey University reached a positive conclusion swiftly. The two 

institutions agreed to merge after d iscussions at a level of high and general principle 

rather than at a level of detailed talks among the teaching staff. Massey University 

(whose School of Education was the result of a merger between the Palmerston North 

College of Education and Massey University) was an institution with a long-standing 

national reputation for teacher education and had high credibi l ity among teachers. This 

latest relationship was seen by teacher education staff at the College as offering new 

opportunities for growth and research, especially in the area of postgraduate studies .  
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Later d iscussions at a more detai led level of programme organisation and delivery 

were not so immediately conclusive and raised issues about the relative suite of 

programmes at the two institutions (Massey had a presence in Auckland at its own 

campus at Albany, North Shore) and the relationship between them .  When the 

Government perm ission to merge was delayed, through the usual pace of such 

processes, com pounded by a change of government and the delicacies of local politics 

on the part of the Min ister with responsibi l ity for tertiary education, such issues were 

conveniently put to one side. An agreement to establish a Graduate School of 

Education in  which there would be co-operative ventures at the postgraduate level in 

both teaching and research, while much heralded, resulted in no discern ible action. 

Teacher education staff at the College balanced their pleasure at the possibi l ities of 

increased contact with their teacher education colleagues at Massey with clear 

anxieties about a further loss of identity and status. Their College of Education 

colleagues at Palmerston North had merged with Massey in 1 996 and were perhaps 

seen as being a l ittle further down the track in terms of positioning themselves within a 

un iversity envi ronment, an environment that the Auckland teacher education staff 

generally viewed positive ly. 

In summary, the major impacts of mergers on the College and on pre-service teacher 

education were: 

• an increased focus on the nature and purpose of teacher education as different 

phi losophies and practices were articulated and placed into contact with each 

other; 

• added urgency and purpose to the development of a research culture - if the 

College had aspirations to join a university then it had never been clearer that 

research was a central and important activity; 

• a developing understanding that bui lding strength in its postgraduate programmes 

was essential if any merger was not to result in the College adopting a jun ior role 

as the provider of first degree programmes in a merged institut ion; 

• a growing desire for academic status for both staff and programmes; 

• the bring ing together of Early Chi ldhood, Primary and Secondary into a single 

institution .  

I n  N ovember 2000,  the G overnment rejected the proposal to merge with Massey and 

the College soon after entered once again into d iscussions with the U niversity of 
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Auckland. These talks culminated at the beginn ing of 2002 in a Memorandum of 

Understanding that committed the institutions to work together to establish an " I nstitute 

of Education". The two institutions would,  however, remain i ndependent and 

autonomous. 

Sedimentation: Administrative and Professional Restructuring 

The administrative and professional restructuring that occurred in 1 994 (see Chapter 6) 

had a profound impact on the College from the most senior admin istrative level through 

al l  levels of teacher education and on to areas of professional activity such as 

research. 

The restructuring of the senior management level was in McGrath's words "unfin ished 

business" from the earlier merger of the primary and secondary colleges. The key 

importance of the new structure was that it brought the different sectors in teacher 

education together and under the control of a "faculty" structure with a Dean of Pre

Service Teacher Education as its professional and admin istrative leader. (The use of 

the word "faculty" was not to be adopted until 2001 and, rather confusing ly, the term 

"sector" was applied to this larger grouping. I n  this study "sector'' has consistently 

meant "Early Childhood" ,  "Primary" or "Secondary" . )  

McGrath had identified a lack of strategic direction a n d  his view that too much detai led 

administration was getting through to his level was shared by staff, one of whom noted 

that "he [McGrath] was having to run everyth ing" .  The College's effectiveness as an 

organisation was dimin ished by a lack of cohesion - "it was a si lo approach" in the 

words of a senior manager. 

The change to centres in teacher education was a sign ificant shift from the earlier 

"school" structure that had seen clear separation professionally and administratively 

between early chi ldhood , primary and secondary teacher education. That structure had 

al lowed for and perhaps even encouraged the identities of a former l ife ( i .e . ,  the 

previous colleges) to continue and for differences in programmes and administrative 

provisions to flourish.  The restructuring brought a l l  pre-service teacher education into 

one structure that had one board and which established a setting i n  which over 

succeeding years a more co-ordinated approach to teacher education was to be taken.  
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The creation of the "centres" was a defin ing change that sh ifted the College from the 

school-sector oriented organisation of the past to a tertiary teacher education oriented 

organisation .  The decision to base the centres, i n  the first instance, on the essential 

areas of learning established by the New Zealand Curriculum Framework gave the 

College an opportunity to provide a point of comparison between the curriculum 

organisation of the teacher education programmes and that of the school system that it 

served. This was critical as Primary and Secondary were to be brought together -

"reading studies" and subjects of that kind had no relationship to the secondary sector. 

The continued de facto separation of early childhood, primary and secondary staff 

fol lowing the earl ier Primary/Secondary merger had proved stronger than the power of 

relatively looser structures to bring people together. Symbolic togetherness in areas 

such as the staff-room had proved to be no match for the strength of the different 

histories and perceived differences in phi losophy and practice. The sector organisation 

had reflected,  in the words of a senior manager, "the old world rather than the new 

world . "  

From the t ime of the promulgation of  the New Zealand Curricu lum Framework in  1 993,  

the New Zealand school system has been working to curricu lum areas and subject 

curriculum statements shared by both the Primary and Secondary sectors for the first 

t ime in New Zealand's history. lt was, therefore,  opportune for the College to al ign itself 

with those areas. The "seamlessness" ,  by then a much vaunted goal of the education 

system ,  was also able to be a feature of teacher education in the College. Programmes 

could now explore ways of passing through the solid wal ls of the previous 

organisational structure, which had provided each sector with a form of cordon 

sanitaire around their programmes. 

In addit ion to the centres, which were oriented to the school curricu lum, additional 

centres that reflected other elements of the teacher education curriculum were created 

- Education , Professional I nquiry and Practicum.  Pasifika was also included while Te 

Puna Wan anga had been created in an earlier restructuring .  A further impact of the 

creation of these centres was to acknowledge that the status of these central and 

important parts of the teacher education programmes was commensurate with that 

ascribed to those school sector curricu lum areas and vice versa. What the change 

meant for staff was that they were put into what one participant labelled as "academic 

groups" rather than the larger sector groups. 
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The impact of the creation of centres in  the College was significant. Teacher education 

staff were eo-located over a period of time; Early Chi ldhood with Primary initial ly and, 

eventual ly, with Secondary. The emphasis and power of the sectors in the College was 

to be less than that of the Faculty of Pre-Service Teacher Education. Teacher 

education staff were to be able to work across programmes and not be pre-dominantly 

located with in a sector or, as had been the case with some secondary staff, locked into 

a single sector. 

As secondary student numbers declined, due initial ly to an international and national 

decline in  numbers of graduates offering themselves for secondary teaching and later 

to the advent of an additional six secondary teacher education providers in Auckland, 

staff who came from the secondary sector were facing increasing pressures to work 

across programmes. Staff who came from the early chi ldhood and primary sectors had 

enjoyed buoyant numbers as a result of the increased demand for primary teachers 

resulting from the population bulge passing through primary schools and of the 

development of the new degree. The creation of the centres was ,  therefore, felt 

unevenly by the staff in the d ifferent sectors and Early Childhood and Secondary 

formed something of a view that rather than a meeting of equals, the creation of the 

centres had been simply the addition of early chi ldhood and secondary staff to the 

primary groups. 

The impact of the centres was also felt beyond the mere provision of a mechanism for 

"saving" Secondary. lt brought secondary teacher education and secondary teacher 

educators into the mainstream of teacher education in the College in a manner that 

was previously not possible. When, eventually, there were high levels of al ignment 

between the programme format, administrative structures and work environments of 

the d ifferent programmes, secondary staff were able to contribute widely to those other 

programmes. Other staff in the centres could also be more involved in secondary 

teacher education issues, developments and academic aspirations. Knowledge and 

information about each other and involvement with each other became powerful means 

of removing the barriers of suspicion and prejudices. 

This bringing together of the d ifferent sectors set up the potential  for increased 

s imi larities between programmes (such as the use of learning outcomes and 

performance criteria, credits , module format and levels) and to open up  possibi l ities for 

cross-crediting between program mes. 
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The creation of the centres within  teacher education was arguably the major defin ing 

change made in  the 1 990's at the College. lt placed a clear emphasis on teacher 

education as a professional and academic field rather than al lowing the programmes to 

continue to be largely based on the practice of teaching in Primary and Secondary 

classrooms and in early chi ldhood centres. These sectors had been, as one lecturer 

described it, on "divergent paths" as the phi losophy of the sectors had, in the view of 

another participant, been "tota lly in d ifferent directions." The focus shifted from one that 

emphasised "teacher education for primary, teacher education for Secondary, and so 

on, to one that emphasised teacher education ." Wil l ingly or not, staff had been put into 

g roupings that made it d ifficu lt to maintain the previous attitudes which were said to be 

based qu ite a lot on " ignorance, bigotry and prejudice." 

A further key feature of the admin istrative and professional restructuring was the 

appointment, late in the process (in fact between the publication of the final report and 

the release of a further report) , of the Dean of Learn ing and Research Development. 

The impact of this was just as McGrath had hoped - a clear and unequivocal signal 

that research was of strateg ic importance to the institution.  The development of a 

research culture was now a clear strategic d irection of the Col lege.  I n  promoting th is 

McGrath was motivated by his knowledge of the tertiary reforms and the importance of 

engagement in  research for particular levels of tertiary teaching - i .e . ,  degree level 

programmes. H is clear statement of this in restructuring the College and the way in  

which a focus on research emerged out of it, was not accidenta l .  

I n  summary ,  the major impacts of the administrative and professional restructuring on 

the College and on pre-service teacher education were: 

• the com pletion of the integration of early childhood, primary and secondary teacher  

education through the creation of the centres, academic groups that brought 

together staff who had previously been located within sectors; 

• increased professional contact between staff that had previously been locked into 

early ch i ldhood, primary or secondary sectors; 

• the creation of the position of Dean of Learn ing and Research Development. 

Sedimentation: Development of an Academic Research Culture 

The College had no tradition as a site for educational research . As one participant p ut 

it, "although there are people who have done research, teaching comes first, n ot 
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research." The impact of the initiative to develop a research culture at the College was 

first seen through the subsequent restructuring of the Academic Board following a 

sign ificant challenge posed to it by the appointee to the new position of Dean of 

Learning and Research Development. This challenge ra ised questions about the 

academic aspirations of the institution and the extent to which its academic practices 

either helped or h indered them.  lt was a major challenge to the prevail ing practices 

and perhaps even attitude. The challenge was aggressive in tone and hard-hitting in its 

analysis. Not only were questions asked about the academic culture of the College but 

also queries raised about how much the College wished to change. As a result of the 

d iscussions that fol lowed and the establ ishment of a working party there was change. 

The terms of reference for the Board were clarified, a set of sub-committees 

established (the Research and Staff Development Sub-Committee, the Research 

Ethics Sub-Committee and the Academic Standards and Quality Sub-Committee) and 

the Strateg ic Leadership Team re-established a Research Executive Committee. 

These developments had a major impact. The Dean of Learning and Research 

Development had described the Academic Board as frequently "descending into just 

endurable tedium", the College as "Balkanised" and staff attitudes to academic activity 

as "cynical" and perhaps even "anti-academic". These stinging criticisms were 

accepted as it was recognised that change was needed. The Academic Board 

accepted almost al l of the recommendations made by the Dean. 

The introduction of the Research and Staff Development Subcommittee led rapidly to 

the promotion of an array of activity and in itiatives, which saw the introduction of 

research seminars, the publ ication of a research report and occasional collections of 

papers. Teacher education staff saw research and its related activities having a 

presence on the campus that was validated by the most important academic g roup on 

the campus - the Academic Board. These developments signalled clearly that research 

had been added to the traditional activities of College staff, teaching and partnership 

activities with schools. 

Perhaps a greater impact on teacher education was the persistent promotion of the 

NZQA definition of research and scholarship. This was a broader definit ion that invited 

a consideration of activities that lay outside the conventional university defin ition and 

which located research clearly with in the scholarly world of academic publ ications. The 

NZQA definition admitted into the research canon a far wider range of professional and 

academic activity. Activities that teacher education staff had traditionally undertaken 
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(such as consu ltancy work and leadership in professional environments) were validated 

by this defin it ion,  as the continuum of research activity included such activity alongside 

the scholarly work of the traditional researcher. This provided staff with a route from 

their work as traditional teacher educators to that of the academic tertiary educator. lt 

a lso provided a clear mechanism for the College to strike a d irection strategically. Staff 

were articulate i n  discussing their understanding of this view of research. 

The establ ishment of the Research and Staff Development Sub-committee was 

fol lowed by a Strategic Leadership Team Research Executive Committee that in turn 

led to a series of grants and scholarships for staff. The new research culture of the 

College environment was supported by practical assistance for staff to improve their 

qual ifications. This opportunity was taken up by some and while the uptake was 

uneven, the overal l  results showed a clear impact (see Figure 1 0 .4) .  As a result of this 

clear commitment, attention was paid to the academic qual ifications of staff appointed 

to the College .  The effect of this contributed to the overal l  increase in university 

q ual ifcations possessed by the staff. 

1 990 2001 

Level of Hig hest Qualification (%) All Staff Pre·service All Staff Pro-Service 
T.E. T.E. 

(%) (%) (%) (%) 
Doctorate 2 2.5 8 . 1  9 . 3  

Masters 32.4 3 1 .6 42.4 46.7 

First Degree/Bachelor 39.2 41 26.7 27.1  

Professional Qualification Only 26.4 24.7 22.6 1 6 . 1  

Source: Auckland College of Educat1on Calendars 1 990, 2001 . 

Figure 1 0 .4 Staff Academic Qualifications 1 995 - 2001 

These trends created a tension within the institution .  The increased focus on research 

was the result of the new and wider definitions of research that were being promoted 

by NZQA. The commitment of the institution to research was leading a sign ificant 

number of staff into undertaking advanced academic study towards research degrees 

and as a result there was a steady growth in the understanding of, and ease with , the 

conventional un iversity model of research. This had been noted by the Research 

Development Committee in 1 998. While the College Research Report committed itself 

to the NZQA defin ition ,  the activity of the staff and the impact of their new skil ls and 

knowledge on programmes tended to reflect the traditional view of academic research.  

This also created some tensions between the College and its school community. 
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With the promotion of a research culture in the College, staff moved from being 

"research consumers" to "research producers". This research culture was a central 

ingredient in the development of the degree, its accreditation and in the capacity of the 

staff to teach at degree level .  

Research was, over the period of this study, assuming a central position in the 

professional landscape of the College. Not only had the restructuring signal led the 

importance of research and of the development of a research culture, it had gone 

further to put in place mechanisms to see that these directions had an expression in 

the work of the teacher educator. Staff roles were being extended and questions were 

being raised as to the appropriateness of the academic nature of the College. There 

had been a history of some cynicism towards academic activity that, wh i le fal l ing short 

of anti-intellectual ism, was a position adopted in order to inflate the importance of the 

'craft view' of teaching. This view was not without its supporters in the school 

community and, consequently, the new academic face of the College was not without 

its critics. 

The structures that were created - the Academic Standards and Quality Sub-committee 

and the Research Development Sub-committee - al l infl uenced the general cl imate 

within  which the College staff worked. They became a key influence on the qual ity of 

module and programme development and the abi l ity to both question practice and 

apply research in teaching programmes. A trend had started in the development of the 

research culture that was to continue through the demise of the BEd degree and into 

the development and introduction of the BEd (Teaching) degree as the College aspired 

to become more academic and more rigorous. Despite McGrath's vision that the 

research culture need not necessarily involve al l  of the staff, it had become pervasive 

in teacher education. 

I n  summary, the major impacts of the development of a research culture on the College 

and on pre-service teacher education were: 

• the creation of high status positions to promote a research culture ; 

• significant review of the Academic Board and its sub-committees that resulted in  a 

re-orientation of its activities to the academic concerns of the College; 

• commitment of the College to the NZQA defin ition of research; 

• structures establ ished to encourage staff to upgrade qualifications; 
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• i ncrease in  staff-related research activity, publication,  conference presentation and 

other such activites. 

While outside the period of this study, it is noted that a minor restructuring of the senior 

management of the College in 2001 continued these developments with the creation of 

a Faculty of Postgraduate Studies and Research. 

Sedimentation: A Jointly Taught Degree 

The College started teaching a jointly taught BEd degree with the University of 

Auckland in 1 990 - the last college of education in New Zealand to enter into such a 

relationship with its local university, a lthough cross-crediting arrangements between the 

two institutions had been in place for some time previously. The jointly taught degree 

involved only a smal l  g roup of College staff in the actual teaching - those who worked 

within the Education Department (as it was then) of the College and who shared the 

teaching of seven papers with their colleagues in the School of Education at the 

University. Some Col lege Mathematics lecturers also taught papers for the degree but 

Col lege staff who were not involved in  the teaching got on with the task of continuing to 

del iver the Diploma of Teaching courses for which the College was responsible. 

The introduction of the jointly taught degree programme had an immediate impact - the  

status of  the qual ification that Col lege students could ga in  was lifted and  entry 

requirements were raised for students who wished to take up the opportunity to 

undertake academic work at this level .  At a more general level ,  the status of teacher  

education was seemingly enhanced through this arrangement. The gains ,  however, 

were not evenly distributed over a l l  the students, as those in the U niversity programme 

were privi leged over those who continued in the d iploma programme and un iversity 

offerings for early chi ldhood students were generally non-existent. 

The "jo int" part of the programme was in fact only a segment (25%) of the total degree.  

The remainder of the degree was comprised of unmodified portions of the College and 

U niversity programmes. This amalgam of two existing programmes with different 

histories and regulatory environments was effected without regard for any shared 

phi losoph ic base. McGrath confirmed that "We hadn't sat down and establ ished a 

common philosophy." This proved to be a fundamental flaw that came to have a 

seriously negative i mpact on the programme and in turn became a powerfu l lesson to 
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be acknowledged in the subsequent development of the BEd (Teaching) degree with 

its heavy emphasis on a shared phi losophy. 

A group of senior staff including the Principal and the then Director of Academic 

Services, was involved with the University in a range of administrative and regulatory 

roles. This group experienced the frustrations of matching two institutions that were 

d ifferent in their practices, committed to different phi losophies and bringing to the 

relationship long and different h istories. This g roup developed a clear view of the 

frustrations caused by attempting to teach a programme on three sites (including the 

schools for teaching experience) and of the relative differences in esteem with which 

the two parties to the relationship were held by the University. 

The question of parity of esteem was of considerable importance as College staff felt 

variously a range of reactions and feel ings that went from those of being personally 

insulted through to the anger that comes from bel ieving that one has been 

professional ly demeaned and undervalued - "our bit was the practical bit and theirs was 

the good theoretical part and that was valued more,"  as one participant put it. The issue 

of what constituted valued activity in the institution coalesced with the different 

pedagogies of the institutions to promote a feeling that the College staff were being 

"used". Unfortunate incidents during the review, such as a survey of student opinion 

conducted by a University staff member, d id l ittle to a lter such perspectives. 

Students, required to balance the demands of attending lectures at both the Col lege 

and the University and to manage this whi le on teaching experience at schools 

developed a hierarchy of importance when it came to making decisions about what 

would receive their attention. The College and its school community could not compete 

with the importance attached to the University component of the programme. This led 

to the development of serious concerns about the relationship the Col lege had with its 

community of practice and the possible damage to it by the behaviour of students trying 

to cope with this difficult, if not impossible, set of demands. Location had long been a 

key issue in teacher education - this experience demonstrated that rega rdless of the 

relative merits of each of the three sites, it was not possible to use a l l  three when one 

of them made no accommodation for d ifferent timetable needs. 

A result of the impact of this on Col lege/school relationships was that in all its future 

considerations, the College held as a first principle the prime importance of the 

relationship between it and the communities of practice (the schools) with which it 
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worked and took account especial ly of the views of school principals and took pains in 

the subsequent development of the BEd (Teaching) degree to closely involve that 

important group.  

Staff, both the group teaching in the programme and those involved in its management 

and governance, also experienced those aspects of traditional un iversity behaviour  

with regard to the status accorded individuals and  the general obeisance that typified 

so m uch of the meeting behaviour. This caused at best mild offence and at worst a 

deeply felt view that relationships with the University were unl ikely to be successful 

under such terms. These views about status became part of the professional agenda of 

College teaching staff in the degree programme who began g rappling with a number of 

issues related to status, phi losophy and views of pedagogy. There was a clear feel ing 

that College staff were being g iven a constant message by their un iversity colleagues 

that they were at the practical end of a spectrum that accorded high status to the theory 

and phi losophy of education and rather less to the practice of education in a classroom 

setting.  These questions of status gave rise to questions about the status of classroom 

practice and by extension led into d iscussions about the nature of teaching and of 

teacher education .  

I n  the course of the review of the joint degree, a clear split was articulated between the 

U niversity staff, who appeared to accord themselves high status and viewed the jointly 

taught degree positively (problems were mostly admin istrative in their view) and the 

College staff, who seemed to feel deprived of status and saw the programme in 

negative terms. While some of the status aspects were hurtful to College staff, there 

seems to be a l ink between this and their subsequent mood to develop confidence both 

in teacher education as an academic d iscipl ine and in the nature of their work within  it. 

The perceived lack of status had the effect of forcing the College staff to look at issues 

related to the status of teacher education as a d iscipl ine and the status of teacher 

educators as academic professionals. Staff described the relationship between the 

U niversity and Col lege staff in the fol lowing terms: "there was no culture of respect" ,  

"we made strange bedfel lows", "we were seen as dogs-bodies" and "the University 

acted in very hegemonic ways" . 

The d ifferences between College pedagogy and University pedagogy were made 

expl icit in  the jointly taught programme and encouraged College staff to focus on the 

pedagogy appropriate to teacher education in  a professional degree programme. There 

is here an i rony in that the pressure of being seen as working within a craft framework 
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became sufficient motivation to develop an understanding of, and a commitment to, the 

learned profession framework for teacher education. This later evolved as the dominant 

phi losophic construct that guided the development of the degree. 

A further impact on the College staff who taught in the degree programme resulted 

from their working together with their University colleagues in an academic 

environment. They were "forced into the academic world of the university. "  Central to 

this was the place of theory and phi losophy in the teaching of education and the ro le of 

theory in the development of understanding . Rather than courses based predominantly 

on practice, the staff were now being asked to balance, or in the view of some, replace 

this with a theoretical dimension that reflected the theory, philosophy and l iterature 

related to that area. The opportunity to work with academics and to develop a refined 

understanding of academic activity and academic levels was to have a significant 

impact on the skil l levels the College staff later brought to the degree development. 

For the College staff, working in an academic manner that was different from the 

traditional modus operandi of the College, was stimulating , challenging and an 

opportunity for growth. Engaging more intensely in research, developing skil ls and 

understanding through working in a university degree programme, and increasing 

knowledge of the academic world of the University were all pre-cursors to the 

development the ski l ls , knowledge and understanding that teaching in the BEd 

(Teaching) programme would subsequently require .  The experience, one participant 

cla imed, "al lowed us to fly in a very short time." 

The review of the jointly taught degree took place at a time when various strands were 

intersecting to create a context in which change was almost an inevitable outcome. The 

factors contributing to the general context that surrounded the review included the 

developments within NZQA with regard to provider degrees, the new opportunities for 

institutions other than universities, the significant resource issues wh ich remained 

unresolved between the College and the University and a developing view within the 

College that it should be offering its own degree. The review articulated three major 

areas of concern : (i) the lack of a shared philosophy between the Col lege and the 

University, (ii) the seeming impossibi l ity of managing a programme betwee n  three sites 

and , (i i i) the lack of a parity of esteem between the two parties. 

The impact on a programme of a philosophy, a lbeit one which was not developed 

expl icitly, was also highl ighted in the review. The l iberal arts tradition of the University-
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based degree had in it a specified portion of l iberal arts papers. lt was the q uestioning 

of the role of those papers that led eventually to a realisation that a degree could have 

an entirely professional focus and, therefore, would be able to be completed in three 

rather than  four years . This was to have profound impl ications not only for the College 

but also for teacher education in New Zealand . " lt forced us to look at ourselves and 

what we d id academical ly" and that led in t ime to initiatives that would lead staff to 

conclude that "we were changing the face of teacher education." 

Questions were asked by Col lege staff about the effectiveness of preparing a 

beginning teacher to be a reflective practitioner with courses that were predominantly 

content-bound. The issues of the joint degree programme, which centred on the lack of 

a philosophical base, the lack of an adequate level of parity of esteem and the lack of 

solutions to the problems students faced in working over three sites , were in  

themselves on ly  part of the picture . The genuine concern for the nature of  a teacher 

education programme, a new set of external factors and the taste of the academic 

world proved to be a set of influences that d iverted energy away from attempts to 

resolve the problems that had beset the BEd programme to the more satisfying 

excitement of developing a provider degree. 

I n  this sense the decision,  therefore, to develop a College degree was a logical sequel 

to the review and was to an extent inevitable. The experience of working on the jo int 

degree had the overal l  impact of posit ioning and encourag ing the Col lege to undertake 

such a development; a development that had been talked about for some time but 

which appears to have gathered momentum and become quite expl icit withi n  the 

Col lege as the review of the jo intly taught degree drew to its conclusion. The University 

had by then made a decision to enter teacher education and neither party had their  

hearts in any attempt to respond to the findings of the review. One view has i t  that the 

jo intly taught BEd qualification "never actually got a fair go" whi le another concluded 

ph i losophical ly that attempts to save it were simply "too late . "  

I n  summary ,  the major impacts of the review of the jointly taught BEd degree on the 

Col lege and on pre-service teacher education were: 

• an urgent consideration of teacher education as an academic discipl ine; 

• an assessment of the nature of a degree qual ification in  teacher education; 

• the articu lation of various aspects of working at an "academic" level ;  
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• a heightened emphasis on the status of teacher education and of teacher 

educators; 

• a commitment to acknowledging the importance of a philosophy of teacher 

education; 

• consideration of issues related to valued activity in the academy. 

The review of the BEd degree was a key factor in hastening progress down the 

pathway towards the provider degree subsequently developed by the College. 

Sedimentation: A Provider Degree 

The socio-pol itical context in New Zealand in the late 1 980's and through into the 

1 990's had created an environment that to a large extent determined the shape and 

outcome the BEd degree review would take. The l iberal isation of the tert iary education 

system, the NZQA developments (including unit standard investigations and the 

availabil ity of non-university degrees) and the increased levels of institut ional autonomy 

were all elements that created a fertile setting for a College that was seeking to accrue 

greater status and was developing a mature confidence in addressing issues related to 

the theory/practice tensions in teacher education .  In addit ion, there were the 

institutional features of a restructured professional organisation , an increasingly more 

expl icit interest in the nature of teacher education, experience of working in the more 

academic world of the un iversity and a burgeoning research culture . The review of the 

BEd degree was not held in a neutral setting . 

Professional discussions at the College had centred on the need to consider a 

professional orientation to teacher education that was informed by a shared phi losophic 

base and that was not as content bound as the traditional College programme had 

been. l t  may be too dramatic to characterise the impact of this as a crisis  in  identity for 

the College, but the setting was at something of a crossroads in decid ing whether to 

continue the craft model of the "old" College or to strike out more clearly in the direction 

of the paradigm of the learned profession. Conversely, whi le it might h ave been an 

exaggeration to describe the "old" Col lege as being totally with in a craft model 

framework (there were elements of l iberal arts in its programmes) , there was a 

wi l l ingness to see it in this way. 

There was a lmost an inevitabil ity that McGrath's earl ier h int at the Col lege needing to 

consider its own degree would material ise into the proposal to deve lop the BEd 
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(Teaching) degree. He had noted it in the earlier restructuring , he raised it again during 

the review of the BEd degree, and had also promoted structures in the College 

(through the restructuring) that would enable it to happen . He had also encouraged the 

development of the research culture, a prerequisite for NZQA accreditation to teach a 

degree program me.  Al l  the signs were there. Once having announced that the College 

was considering such a development, this immediately led, in  McGrath's view, to the 

University door being closed. 

Foremost among the impacts resulting from the decision to develop a provider degree 

under the terms and conditions establ ished by the New Zealand Qual ifications 

Authority was the decision made by a senior and relatively small group of Col lege staff 

that by removing the l iberal arts content of the jointly taught degree, it would be 

possible to develop a three year programme rather than a four year programme. This 

gave the degree a clear professional orientation within the "learned profession" 

paradigm rather than within  the "craft" view of teaching. By deciding to make it 

possible to complete the degree in three years there simply was not space for the 

l iberal arts elements of the previous programmes. The essence of the degree was to 

be professional and attention could turn to the development of a shared phi losophy for 

the programme within those boundaries. lt could be that this was a pragmatic as much 

as a phi losophic decis ion,  but it was clear that this major decision would ,  in the words 

of one participant,  "change the face of teacher education" and would have a national 

impact. 

The development had behind it a complex set of motivations that included increased 

status ("we would be the leading college") , getting away from the U niversity ("the  

relationship was broken"; "there was an  increasing sense of tension") , the  mood of the 

time ("everyone was jumping on the bandwagon to offer degrees") ,  being competitive 

("competition from other institutions") and being  a mature institution ("we have got to 

have our own degree") . Most important of a l l ,  however, was a genuine feel ing that a 

provider degree would enable the Col lege to develop a programme with a sustainable 

phi losophic underpinning . Statements such as "the l iberal arts rationale is a sham" , 

"much more focus on the practice of teaching" ,  "more teacher pedagogy focussed", "to 

make the connection between theory and practice" were typical of the genera l  

expression of this feel ing.  

As a result of the decision to proceed with a provider degree , a phi losophy of teacher 

education was developed that placed considerable importance on reflection as the 
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predominant professional construct, critical theory as the underpinning phi losophy and 

the qualities of the reflective practitioner as typifying the graduate of the new degree 

programme. Reflection became not only a practice much promoted within the 

programme but also an approach to teach ing that increasingly informed the work of the 

lecturers in the teacher education programmes. The commitment of the new degree 

was to a view of education that placed the students and their work as new teachers in 

classrooms into a socio-pol itical context and saw teaching as a social and political act 

constrained by the socio-pol itical factors that shaped the community in which education 

was practised . Producing teachers who reflected on their  practice in such a setting was 

the explicit goal of the programme. The College described the philosophy as "based on 

and guided by a shared understanding of the professional nature of the practice of 

teaching" (Lamas et. a l . ,  1 997). 

The shared philosophica l  basis of the programme and the intensive professional and 

personal development that was involved i n  reaching fi rst an understanding of these 

aspects of the programme and then developing that shared understanding, brought to 

the teacher educators teaching in the new degree programme a h igh level of 

professional preparation and a sound basis for professional d iscourse such as had not 

previously been present i n  such an intense and widespread manner in the College. 

The outcomes of these discussions and the expression of this phi losophical base was 

the "matrix" - a two dimensional model that categorised the outcomes of the 

programme on a horizontal axis according to 1 )  professional d imensions, 2) 

knowledge, 3) disposition and 4) performance .  The vertical axis organised those areas 

under the domain headings of a) develops professional perspectives, b) works with 

students, c) works with col leagues and wider community, and, d) develops self. The 

impact of the matrix, described as a "permissive framework", was to g ive to teacher 

education at the College considerable confidence and a feeling that they had 

succeeded where others had fai led. The NZQA development of un it standards 

statements had , by that time, somewhat floundered and had been d rawn to an 

inconclusive finish. 

The matrix was to provide not only an expression of a philosophy of teacher education 

that had high levels of ownership within the College but also a phi losophic coalescing 

of the individual modules taught by different centres. The commitment to the integrity of 

the overall programme was unprecedented in programme development within teacher 

education at the College. The impact of this extended to module approval and to 
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organ isational  matters across the centres, such as moderation and assessment 

procedu res. Thus, the new degree was to achieve a h igh degree of integration,  

especial ly when compared to the previous "smorgasbord" approach of previous teacher 

education programmes. 

lt would seem reasonable to claim that never before, in one hundred years of teacher 

education in Auckland,  had a teacher education programme been informed by such a 

h ighly developed, wel l  understood and enthusiastically embraced philosophy. 

McGrath 's earlier exhortation that the College had to ensure that there was coherence 

and integration appeared to have been heeded. Participants in this study shared a view 

that the development of this expl icit phi losophy generated a feel ing that the new degree 

programme was more rigorous and academic than its predecessors. The increased 

presence of research in the programme, the clear phi losophic underpinning of the 

programme and the nature of the work undertaken by students was the basis of this 

feel ing . The phrase "making charts" captured for some the nature of the tasks 

previously undertaken by students in  the Diploma programme whereas in the new 

degree programme clear learn ing outcomes and performance criteria now set up an  

environment where more "academ ic" work characterised what was required. What was 

clear was that the perceived "looseness" in the previous programme had disappeared. 

Staff described the process as "tidying up our act", "becoming sharper" , "tightening u p" 

and taking a "much more academic approach". The feeling that the new degree had 

encouraged the College to become "more academic" was matched by views that the 

College had developed increased confidence and that staff were working with 

increased levels of cohesion (at least in  Early Chi ldhood and Primary) and self esteem. 

l t  was considered by one lecturer to be a "radical step" that staff should be working in 

the same direction and to the same goals in contrast to the way they had worked in  the 

old programme, characterised by its fragmented and idiosyncratic nature .  The feel ing 

that the programme had become more academic was cemented into place as more 

staff undertook personal study towards research degrees and the use of research i n  

the programme increased 

The development of the degree had,  right from its beginning, incorporated a fourth yea r  

(the Postgraduate Diploma of Education) leading into a Masters programme. While th is  

might in it ial ly have been seen outside the College as something of  a pal l iative to the 

charge that in "reducing" teacher education programmes from four to three years the 

College was underm ining teacher education nationally, i t  had the effect of signal l ing 

both phi losophical ly and organisational ly that the College had a role to play at the 
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postgraduate level .  Traditionally the College had provided a range of Higher and 

Advanced Diploma courses but now could aim at developing a programme that was 

genuinely postgraduate. In practice the degree was to operate very much as a 

coherent and discrete three year programme. By 2002 the only four year programme 

involving the BEd (Teaching) degree was a dual qual ification in Music Education .  lt 

should be noted, however, that the Bachelor of Physical Education degree, introduced 

in 1 998, was modelled on the BEd (Teaching) degree and is a four year programme. 

I n  summary, the major impacts of the development and introduction of a provider 

degree, the BEd (Teaching) on the College and on pre-service teacher education were : 

• an enforced re-examination of the key principles of a teacher education 

programme; 

• a confirmation by the College of the "learned profession" construct of teacher 

education ; 

• the integration of Early Chi ldhood and Primary together into an integrated 

programme; 

• the reconsideration of the place and status accorded to parts of the programme and 

enhanced the role and place of Education, Professional I nquiry and Practicum;  

• the unintended but rapid development of a Huarahi Maori immersion pathway 

rather than the conservative bi l ingual pathway envisaged ; 

• a clear pressure to sh ift the College into a more rigorous and academic mode; 

• the development of a programme that had high levels of integration and coherence; 

• i ncreased perceived status of the College; 

• the opportunity for College staff to be engaged in  a positive development that came 

hard on the heels of the negative experiences with the University. 

These combined to contribute to a feeling that where once there had been "a 

d isconnection between practice and what was going on here [the College]" , there were 

now signs that the College wished to "reconnect to practice" or, as another participant 

saw it, "in the past the odd student connected but now we plan for connect ion."  

The Research Questions 

The focus of this study was in itia l ly to be on the impact of an impending merger 

between the College and Massey University but was widened early in the study to a 
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focus o n  the impact of socio-political and institutional change on pre-service teacher 

education at the College. l t  had become clear that changes at the College were both a 

sequel to what had happened in  the immediate past and a response to changes in  the 

socio-pol itical and institutional contexts. The research questions the study was 

designed to answer were: 

1 .  What were the significant contextual changes that took place over the period 1 985-

2000? 

2 .  What were the key changes that took place within pre-service teacher education 

provisions at the Auckland Col lege of Education in response? 

3. What was the impact of those changes on teacher education on the College and 

related environments? 

4. What can be learned from these changes to inform the management of 

transformation in s imi lar institutions during a period of sign ificant change? 

The research establ ished that the changes could be grouped in what the study styled 

as "change narratives" . There were five of these: 

• mergers both those within teacher education that had occurred in the past , some of 

which were continuing to impact on the College and the proposed mergers with 

polytechnic/university partners; 

• the major administrative and professional restructuring that occurred during the 

period 1 994-1 995; 

• the development of an academic research culture that had its origins in  the 

restructuring; 

• the review and move away from the jointly taught degree; 

• the development and implementation of a provider degree. 

As the focus of the study was on pre-service teacher education, other changes such as 

those in socia l  work, special education and at  the postgraduate level were not studied . 

But it is noted that special education and social work have both moved to introduce 

provider degree programmes and that in  2001 a faculty of Postgraduate Studies and 

Research was established . 
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The impact of the key changes that took place the Auckland College of Education 

during the period studied was profound. At one level the Col lege shifted from its 

historical role as an institution oriented to the school system, basing many of its 

operational habits and features on those of a school and in which the staff derived their 

authority and respect from being considered to be excellent classroom teachers who 

demonstrated in their work the sound practice of the craft of teaching . lt shifted to a 

view of teacher education as an academic professional activity, which subscribed to a 

view of teaching as a learned profession in which teachers understood the 

phi losophical and theoretical underpinnings of their work. The Col lege programme 

changed from being at a diploma level to that of a degree with the accompanying 

increase in entry standards and a clear expectation from staff and students that the 

programme wou ld be more academic. 

College staff had increased their understanding of working at a degree level both 

through working within a jointly taught programme with the University and through a 

concerted effort to develop a research culture with in the College. This started with the 

appointment of a Dean of Learn ing and Research Development, led to a review of the 

academic focus of the Academic Board and was continued by the work of a number of 

committees within the College established as part of this thrust. They were aided in this 

by the leadership of the Principa l ,  Dennis McGrath, who through his national 

involvement in significant developments was bringing into the College accurate and 

leading edge knowledge and understanding of the new environment that enabled the 

College to capitalise on the opportunities that were opening up for institutions other 

than universities. 

Following the te�ching of the joint degree and the introduction of the provider degree 

there seemed to develop an inexorable trend for the programme to become more 

academic and more rigorous. What was usual ly meant by this was that the programme, 

in addition to making increased academic demands of the students, were now 

incorporating a far greater level of theory and philosophy than had previously been the 

case. The increasing confidence of the staff in undertaking and using educational 

research seemed to be a factor in this trend as were the tighter levels of internal 

compliance in the College with regard to programme and module development, 

assessment, course delivery and moderation. In turn , the College seemed to operate in 

an environment that was placing increasing demands on it for compl iance with regard 

to accreditation of programmes and the development and implementation of a systems 

approach to quality management. This was an inevitable consequence of changes to 
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the national systems of programme approval and the College accepting responsibi l ity 

for its own degree programme. 

A further i nfluence on the apparent trend to increasingly h igher levels of rigour and 

those things that were thought to be academic, was the upgraded qualifications held by 

an increasing number of the teacher education staff. Where once a professional 

qualification was deemed appropriate, new standards for degree qualifications and 

even advanced degree qual ifications became de rigeur for the College. The experience 

of working in the jointly taught degree programme and the accumulated knowledge and 

ski l ls gained through the completion of advanced degrees certa inly contributed to th is 

and many staff who entered College with only a professional qualification took steps to 

upgrade this to degree level .  

The introduction of the degree programme in teacher education in conj unction with the 

U niversity, was motivated to an extent by a concern for the status of the q ual ification 

that the students received. What became apparent through working in this joint 

programme was that the status of the staff a lso became an important issue. There 

appeared to be a lack of parity of esteem between the two groups of staff and this, i n  

part, contributed to the decision t o  develop a provider degree that would bring t o  both 

the College programme and the College staff increased status. I ronically, it was a 

consideration of status that played a part in the College's subsequent seeking a merger 

with a university partner. This ongoing theme of quest for status, is symptomatic of the 

place teacher education has had in the tert iary system in New Zealand and reflects a 

certain insecurity of identity as a tertiary education provider. 

The fu ll impact of the restructuring was not to be felt for some years, however, as the 

experience of developing the BEd (Teaching) degree did not involve secondary staff as 

a group, although some secondary staff who were working across programmes and 

who were more initiated into the centres than their colleagues d id have some 

involvement. Secondary teacher education staff were able to maintain the behaviours 

of the old sector well after the completion of the restructuring through maintain ing 

programme structures and procedures that were different from those of the other  

teacher education programmes. These included administrative procedures such as  

course credits, the configuration of the programme and even a timetable that precluded 

the involvement of some of the staff in programmes other than Secondary. Once these 

issues had been addressed during 1 997 and new procedures and structures put i n  
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place for Secondary in  1 998 and 1 999, the restructuring could be said to have taken 

ful l effect in both the spirit and letter of its intentions. 

The development of the research culture was compromised by, on the one hand, the 

College subscribing to the NZQA definition of research and , on the other, by increasing 

numbers of staff being involved in research that met the requirements of the traditional 

un iversity approach . Certa inly this lifted the qual ifications levels of the staff, but this 

was achieved often through al lowing staff with lower level qual ifications to gain degrees 

and for many years there was l ittle overall improvement in the qualification levels of the 

staff as a whole unti l 2000/2001 when the number of staff with PhD and Masters 

qual ifications showed a marked increase. 

The changes promoted by McGrath seemed to a large extent to be d riven by him 

through an approach to change management that was transformational rather than 

transactional .  Transformational change is quick and revolutionary in nature , it is led by 

key sponsors of the change and promotes clear principles and values. By contrast, 

transactional change is slower and more evolutionary with those involved having a key 

hand in developing the directions and the goals. McGrath confirmed that he favoured 

"discontinuous rather than incremental change. " The administrative and professional 

restructuring, the academic board restructuring,  the subsequent development of the 

research culture, the review of the BEd degree and the development of the BEd 

(Teaching) degree were developments and changes that followed a pattern . A written 

paper established the direction of the proposed change and outlined a clear process 

and absolute deadl ines. A small group,  with authority to see the change or activity 

through,  worked within  a managed consultation process to which staff generally could 

contribute. This smal l  group was led by a key staff member. The changes were 

promulgated and consolidated as their implementation was worked through .  This 

approach to change management was a key factor in seeing the major changes 

through to completion with in relatively short time-frames and meant that there was an 

inevitabil ity about the aims of the proposed changes being achieved. The process used 

al lowed l ittle room for the changes to be frustrated or delayed. 

The theoretical model developed to underpin this research study provided a useful 

framework to analyse the factors that made the change at the Col lege necessary and 

to track the impact of those changes on the institution and its staff. The employment of 

a top-down/bottom-up categorization ,  together with a vertical and horizontal axis 

format, enabled these changes and their socio-political orig ins to be presented in a 
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coherent and readily accessible format. The top-down factors included the changes in 

the socio-political context such as legislation ,  the economic environment and 

educational reforms. While the bottom-up factors concerned the skil ls/knowledge, 

aspirations, dispositions and experience of the Col lege staff. The horizontal axis,  with 

its four  stages describing the progress of a change, from 1 985 to 2000, proved to be 

useful in enabling the change narratives to be fully described and their impact 

assessed. 

While a portion of the change at the College during the period being studied was 

promoted as a necessary sequel to socio-politica l changes external to the College, 

much had resulted from the complex interplay of a variety of internal factors such as 

the merger between the Auckland Teachers College and the Secondary Teachers 

Col lege,  the uneasy relationship with Auckland University, the changing academic 

research culture of the College, and the developing skil ls and knowledge of the staff. 

While being m ade in response to the externa l  environment the changes that occurred 

were essentia l ly pre-emptive and entered into positively rather than being responsive 

and forced. The abi l ity of Principal McGrath to initiate change in a timely fashion 

seemed to be the central factor in this. 

Through the period of McGrath's leadership,  the world of teacher education at the 

Auckland College of Education was enabled to "sai l  in  new directions." The College 

general ly, and pre-service teacher education specifica l ly, had set out, for the variety of 

reasons outlined in this study, to undertake something of a rebirth as a modern tertiary 

institution with a clear academic focus and, in so doing , take a place in a tertiary 

environment that had increasingly signal led that the old style of college, bui lt on the 

"tricks of the trade," would not survive. In undertaking the journey, lessons have been 

learned . While the changes made were across a range of institutional characteristics 

and patterns of behaviour, some general principles emerged that provide a basis for 

retrospective ana lysis and for guiding future action . The next and final  chapter identifies 

and outlines a set of principles for managing transformational change such as that 

which had occurred at the Col lege and that seems l ikely to continue as a feature of the 

Col lege's future. 
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Chapter 1 1  

Transformation and its Management 

This study has analysed developments within pre-service teacher education at the 

Auckland Col lege of Education. These changes moved the College away from the 

prevai l ing bel iefs and practices of teacher education that epitomised the teachers 

colleges of old. The College moved towards a set of new practices and characteristics 

that marked it as a transformed college of education. The College was, during the time 

of the changes, increasingly subject to a socio-political context that made demands of a 

teacher education institution that were the same as those made of other tert iary 

education institutions such as un iversities and polytechnics. This did not require any 

single change, but, rather, a whole set of related changes ; a transformation which 

included a new professional and administrative structure, a greatly enhanced academic 

research culture ,  new qualifications and d ifferent attitudes and behaviours from the 

staff. 

This transformation also required teacher education to leave its traditional and pre

dominantly craft-oriented view of teaching to embrace one that confirmed teaching as a 

learned profession. Tensions in the view of teacher education were not new to the 

College. lt had previously seen a tension between a l iberal arts view of teacher 

education and one more closely oriented to the professional demands of teaching. This 

new tension - the tension between a craft-oriented view of teaching and one which saw 

teaching as a learned profession - required College lecturers to consider the 

predominant characteristics of their professional work. This construct embedded 

teaching in contemporary social and pol itica l contexts, was wel l  informed by theory and 

aspired to promote and develop the attributes of a reflective practitioner. lt sought to do 

this in a manner that prepares teachers to be critical thinkers and informed 

practitioners. 

Transformational Changes 

This study set out to identjfy the key changes that took place within  teacher education 

programmes at the Auckland Col lege of Education during the period 1 985 to 2000. Five 

change narratives emerged in the study (see Chapters 5 - 9). Each of these was a 

cluster of changes that centred respectively on the effects of mergers ,  an 

admin istrative and professional restructuring , the promotion of a research culture, the 
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experience of jointly teaching a degree with the University and the development of a 

College provider degree. 

Patrickson ,  Bamber and Bamber ( 1  995) have provided a set of descriptions that for 

them typify transformational changes. They claimed that such changes: 

I .  are triggered by environmental and internal disruption; 

1 1 .  involve shifts i n  most organisational components; 

I l l .  resu lt i n  the adoption of a new organisational paradigm; 

IV. are driven by senior executives and l ine management; 

V. involve considerable innovation and learning. 

(p.3) 

Taking each of Patrickson, Bamber and Bamber's ( 1  995) criteria in turn and applying it 

to the College leads to the conclus ion that the changes experienced in that setting 

were transformational in both scale and nature .  

Transformational changes are triggered by environmental and internal 

disruptions. 

A previous merger (between the Primary and the Secondary Teachers Colleges) had 

left unfin ished business that continued to disrupt the College unti l addressed through a 

restructuring in 1 994/95. This restructuring was also a further response to widespread 

change in the socio-political environment general ly and in the domain of tertiary 

education in  New Zealand specifical ly .  The ways in which the Col lege worked and its 

place in the tertiary system was changed by a reform of tertiary education that plunged 

the col leges into a competitive market-oriented world , in contrast to their historica l ,  

protected role  a s  sole providers of teacher education.  

11 Transformational changes involve shifts in most organisational components. 

Through the period of this study, the Col lege underwent major restructuring that 

changed the basis of the organisation of teacher education from a sector-based 

structure to one organised into academic groups based on curricu lum areas (centres) .  

This provided a new setting in which staff were required to teach across programmes 

a nd in which m iddle management would have responsibil ity for staff working in those 

different programmes. New divisions and committees were created that emphasised 
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the importance of an academic research culture to the College. Teacher education 

programmes a ltered in both structure and character as a consequence. 

Ill Transformational changes result in the adoption of a new organisational 

paradigm. 

Centres based on curriculum areas removed staff from their sector organ isations within 

the College and asked them to work with in  teacher education rather than with in 

secondary teacher education, or early childhood teacher education or primary teacher 

education. This was a significant change at the College during the period under study 

and represents a paradymal sh ift. 

IV Transformational changes are driven by senior executives and line 

management. 

The study showed that Dennis McGrath, Principal of the College throughout the period 

being studied , initiated most of the changes that were made and, in committing the 

College to what he described as "d iscontinuous change", ensured that tight deadl ines 

were adhered to in ,  for instance, the restructuring and the development of the BEd 

degree. He drove the development of a research culture through the appointment to a 

senior posit ion of an academic with a specific role in that area. McGrath's role was to 

some extent to act as a conduit for some of the changes (e .g . ,  qual ifications; research 

culture) to come into the College due to his grasp of and involvement in the wider 

tertiary education environment. Other notable changes (e.g . ,  restructuring; the provider 

degree) were also instigated by him and were largely of his making . A large number of 

College staff were involved in the changes but the role of McGrath as a change agent 

assumed a central importance. 

V Transformational changes involve considerable innovation and learning. 

At different points during the period being studied , the changes were innovative in 

character. The new professional and admin istrative structures were an  innovative 

departure from the historical organisation of teacher education and the establishment 

of a key position to promote the importance of research was significant in a college of 

education. The development of a three year professional degree in teacher education 

(which broke the national pattern of a four  year l iberal arts degree) and the concomitant 
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development of an immersion Maori pathway through that degree, could be claimed as 

new developments with in New Zealand . 

Staff were required to develop new ski l ls as the Col lege moved increasingly towards an 

academic research cu lture . Experience of working in a jointly taught degree provided 

valuable learning opportunities for some, while the specific in itiatives to develop a 

research culture offered wider chances for upgrading qual ifications and i nvolvement in 

research and scholarsh ip .  As the College introduced new programmes, staff were 

requ ired to meet new levels of competence in module and programme development. 

Impact of the Changes 

This study sought to analyse and reveal the impact of these transformational changes 

at the College. The impact of the changes with in each of the change narratives was 

discussed in the respective chapters. The accumulated impact of the changes has 

been a shift from one kind of institution ,  a traditional "teachers col lege" working at a 

post-secondary level but not considered to be a fu l l  tertiary institution,  to what could be 

regarded as a fu l ly fledged tertiary institution offering degree programmes, working with 

academic rigour and increasingly engaged in research and scholarsh ip. 

A transformation such as that outlined in this study is arguably in the order of a 

paradigm shift. Using the phi losophic construct of a paradigm (see Kuhn, 1 962) 

provides a useful way of describing sets of bel iefs, values and techniques that are 

shared by a given community - the "distil lation of what we think about the world"  

(Lincoln & Gruba, 1 985, p . 1 5) .  

A paradigm i s  a world view, a general perspective, a way of 
breaking down the complexity of the real world.  As such, paradigms 
are deeply-embedded in the social isation of adherents and 
practitioners: paradigms tell them what is important, legitimate, and 
reasonable. Paradigms are a lso normative , tel l ing the practitioner 
what to do without the necessity of long existential or 
epistemological consideration. But it is this aspect of paradigms that 
constitutes both their strength and weakness - their strength in that 
it makes action possible, their weakness in that the very reason for 
action is hidden in the unquestioned assumptions of the paradigm.  
(Patton, 1 978,  p .203) 

Clearly over time, bel iefs, values and practices within a community change fol lowing 

the growth of new and d ifferent knowledge and the consequential shift from one 
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paradigm to another a lters the fundamental concepts underlying research and practice, 

encourages new approaches and challenges past beliefs. This "paradigm shift", as 

Kuhn ( 1 962) cal led it, al lows a new set of assumptions, beliefs, values, goals ,  theories, 

practices, etc. to become dominant. The period during which such a shift is being 

achieved is characterised by uncerta inty as the old paradigm is chal lenged but the new 

paradigm has sti l l  to emerge (Kuhn, 1 962). Paradigm shifts seldom occur as soon as 

the new paradigm is created but usual ly only when the old paradigm is shown to be 

inadequate. 

With in the period being studied, the College was required to respond to significant 

changes in the wider tertiary education sector. lt a lso had to attend to the unfin ished 

business left over from an earlier merger between the Auckland [Primary] Teachers 

Col lege and the Secondary Teachers College. Restructuring provided an opportunity to 

address this and to promote the place of research in the College; a development of 

strategic importance as the College moved out of a col laborative arrangement with the 

University into its own degree programme. 

The aggregated shift from one paradigm to the other, produced by the changes, is 

summarised in Figure 1 1 . 1 .  l t  shows that the context with in which pre-service teacher 

education operates, underwent a significant change over the period being studied; a 

transformation from the old ''T. Coll" that operated in a benign and protected 

environment to a modern "College of Education" that had to survive in a competitive 

and tough environment. 

C hanges in ACE Teacher Education Paradigms 

Pre-Reform (c1 985) Parad igm 
The "T.Coll." Model" 

Post Reform (Late 1 990's) P a radigm 
"The College of Education Model" 

The Socio-Political Context 

• Government funds College. 
• College by attrition becomes the only site for 

teacher education in Auckland. 
Teacher education at the College post
secondary school but not tertiary. 
College operates within a protected market. 

• Teacher education becomes full member of 
the tertiary education institutional class. 

• College funded on the same basis as all other 
tertiary institutions based on student numbers. 

• Teacher education part of a highly competitive 
and contestable market in Auckland 

Place and Time 

College is one of six institutions that were 
originally the "Teachers Training Colleges'. 
Steady increase over 1 00 years in course 
length from 1 ,  to 2 to three years. 
From 1 970's all early childhood education 
courses undertaken at the College. 

• From 1 990 joint four year degree programme 
in association with the University. 

• Universities, Polytechnics, Wananga and 
Private Providers able to offer teacher 
education programmes. 

• Three year degree replaces the four year 
conjoint programmes as the norm .  

299 



• Traditionally those who were not going to 
university and had clearly lower academic 
qualifications. 

• Typically young pakeha school leavers. 
• Students receive remuneration to attend 

College. 

Students 

Staff 

• Staff expected to be top school teachers who 
exemplify best practice in their activities 
(teaching and school partnership). 

• Staff work in silos identified by sector and 
subject. 

Governance 

• College controlled by the Department of 
Education and influenced by the Education 
Board. 

• Students recruited and selected for teaching 
by the Department of Education. 
Autonomous Council in the latter part of the 
period but with limited control. 

Students required to meet university entrance 
standard on entry. 
Students represent wide range of ages and a 
wide mix of ethnic groups. 

• Students pay fees and enter into government 
loans to finance years at College. 

• Staff required to demonstrate the academic 
qualities of a tertiary education in terms of 
qualifications and activities (teaching, school 
partnership and research). 

• Staff work in academic groups (centres) 
based on teacher education curriculum focus. 

• Autonomous institution, which has a 
purchase agreement with the Government 
through EFTS funding . 

• College recruits and selects its own students. 

Curriculum Content and Process 

Certificate and diploma qualification 
• College organisation and structure reflects 

that of the senior secondary school. 
Heavy emphasis on the craft of teaching -
the tricks of the trade. 

• Programme focuses on curriculum studies, 
teaching practice, personal development, 
and teaching studies. 
A smorgasbord approach to compilation of 
the programme. 

Figure 1 1 . 1 Changes in Tertiary Teacher Education Paradigms 

• Degree qualifications 
• College reflects typical tertiary model of 

organisation. 
• Focus on teaching as a learned profession -

the reflective practitioner. 
Programme focuses on the needs of teaching 
the curriculum in a social and political context 
by reflective teachers. 

• High levels of integration and coherence. 

Principles for Managing the Transformation 

This study sought also to ask what could be learned from the changes the College 

experienced . The sedimentation of those changes has been assessed earl ier (see 

Chapter 1 0) . Out of that analysis and the preceding analyses of the change narratives, 

a set of pri nciples that have the potential  to positively inform the successful 

management of transformational change in  s imi lar contexts has emerged. Whilst these 

principles have the ir  orig ins in the changes that took place, their applicabil ity can be 

extended to assist in the management of future transformational change at the College 

and in other s imi lar institutions and organisations. 

The period of the study, 1 985-2000, was clearly a period of turbu lent change for the 

College, but the future looks no calmer. 
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• I n  2001 the Government concluded a series of reports by the Tertiary Education 

Advisory Commission (Tertiary Education Advisory Commission, 2001 a ,  2001 b ,  

2001 c) , which provides a scenario of increased government intervention in tertiary 

education,  a more tightly contestable resourcing regime, provision for clearer 

distinctions between categories of tertiary institutions, an unmistakable call for 

collaboration between institutions and a clear message for colleges of education.  I n  

its report TEAC (2001 ) stated: 

The colleges could, however, foster their m1ss1ons by developing 
appropriate strategic relationships with universities or by merging with 
them. The Commission considers that consolidation of teacher 
education in fewer providers is preferable to the dissipation of scarce 
resources. Consolidation would also improve the quality of teacher 
education. (p . 1 55) 

• In 2001 the College signed a Memorandum of Understanding with the University of 

Auckland to agree to co-operate to establish an " I nstitute of Education". While, at 

this point, both institutions intend to remain independent and autonomous, the long 

term merger of the College and the School of Education at the University (as 

happened at Palmerston North and at Hamilton and as has been signalled at 

Wellington and Dunedin) cannot be ruled out. 

• In 2001 the Government established a New Zealand Teachers Council to regulate 

the teaching profession. The Council has intentions to address issues of 

professional standards in teacher education and this has implications for colleges 

of education and other providers of teacher education. 

• I n  2001 the New Zealand Qual ifications Authority promulgated The New Zealand 

Register of Quality Assured Qualifications (New Zealand Qualifications Authority, 

2001 b) ,  which for the fi rst time provides a mechanism for relating the q ualifications 

from different sectors in the tertiary system to each other. 

These changes alone will in all l ikelihood see a continuation of the cl imate of change in 

tertiary education. The principles that wi ll assist in the m anagement of cha nges such as 

those implied by these in itiatives, reflect three key emphases. First, a concern for 

connection is expressed in principles that guide the successful development of new 

relationships between parties at both an inter-institutional and intra-institutional level 

(Principles 1 -5) . Secondly, a commitment to professional growth is reflected in 

principles that gu ide the del ineation and support for areas of g rowth both at an 
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institutional level and at the level of the individual staff members within an institution 

during a period of transformation (Principle 6). Finally, a regard for esteem leads to 

principles that gu ide the protection and nurturing of the esteem and status of those 

involved in the changes that produce such a transformation (Principle 7). 

When institutions and collections of individuals within i nstitutions are being brought 

together, there are principles that underpin success in achieving the goals of such an 

event. These are now described in  terms that come out of the "connections" between 

such groups being made with in the College during the period being studied. 

1 The Pri n ciple of M utual Growth/Advantage 

The col laborative relationship to effect change between institutions and/or 

between groups with in  an institution must be premised on a bel ief that mutual 

g rowth/advantage is both an intended and l ikely result of that relationship .  

The "historical" mergers between the Auckland Teachers College and a range of 

previous teacher education entities resulted in the merg ing partner going out of 

existence and varying degrees of residual staffing being added to the College.  This 

meant that there was no possibi lity of applying the principle of mutual 

growth/advantage.  However, this was not the situation with the "present" merger of the 

Auckland Teachers Col lege with the Secondary Teachers College. Both institutions 

continued , but under a new and shared identity. Little attention was paid to the potential 

for m utual g rowth/advantage and the merger was achieved largely through 

compromises that allowed territory to be protected and status to be seemingly 

preserved . The creation of sector-based schools in essence al lowed the previous 

colleges to continue under a re-branded identity with in a new institution,  the unified 

nature of which was something of a pretence. 

The "future" mergers (Auckland Institute of Technology/CIT, Auckland University and 

Massey U n iversity) could potential ly have been presented as opportunities for 

growth/advantage. At the time these were considered this was not understood nor was 

it accepted as a motivating factor by staff who attributed financial ,  pol itical and a range 

of pragmatic motives to the proposals. 

At an intra-institutional level ,  the restructuring that occurred in 1 994 could have been 

presented with in  a mutual g rowth/advantage model in which the opportunities of 

working within centres rather than sectors greatly outweighed the real l imitations of the 
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sector-based organisation. At the time, this was not seen as an opportunity by staff, nor 

did those promoting the changes choose to emphasise it as the process of effecting the 

changes became increasingly more defensive. The fact that moving secondary staff 

into centres would ultimately be the factor that saved their jobs was not articulated as 

either the opportunity for growth or the advantage that it would eventually become. 

The teachi ng of the joint degree with the University of Auckland was premised on the 

development of increased opportunity for students and for growth of the teacher 

education programme. In the event, its l ife was too short for this to be real ised. The 

move away from the jointly taught degree to the provider degree was a key opportunity 

for growth as new markets were identified and it was presented as such. This 

opportunity and involvement was unevenly d istributed across the Col lege since at that 

time it affected the Primary and Early Childhood sectors but not Secondary in any 

d irect way. Later developments would al low Secondary to capitalise on the 

development also - a case of delayed mutual growth/advantage as the Bachelor of 

Physical Education degree was developed and the old Diploma of Teaching 

(Secondary) was reshaped into the Graduate Diploma of Teaching (Secondary). 

2 The Principle of Agreed Direction 

Both parties in a collaborative relationship must share a set of goals and 

objectives that is based on principles and philosophy, made explicit, understood 

and agreed on. 

The merger of the Auckland Teachers College and the Secondary Teachers College 

focused on the mechanics of connection, rather than on any phi losophic basis for the 

relationship. Such considerations were to be left to the subsequent restructuring of the 

Col lege, which in the event was loosely based on agreed principles - those of the New 

Zealand Curriculum Framework and a set of management objectives articulated by the 

Principal .  Even here,  however, the relationship in the restructuring betwee n  the former 

sectors and the proposed centres was very much an issue that over-shadowed all 

others. Aspects, such as the focus on research , required a greater phi losophic 

understanding and was of such importance and impact that it had a l ife o utside of and 

beyond the period of restructuring. 

The jointly taught BEd degree was very much frustrated in  its effectiveness by the total 

absence of an explicit phi losophic base for the programme and subsequently for the 

relationship between the two groups of staff. Students were required to be the l ink 
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between the programme parts, but the l ikelihood of this happening was minimised by 

the considerable pressures placed on them through being required to work on three 

sites. Subsequently, the development of the BEd (Teaching) degree derived m uch of 

its strength as a development precisely because the in itial focus was on the large 

issues of the underpinning philosophy and the cohesion of the qualification as a whole. 

3 The Principle of Complementary Activity 

The activities undertaken by both parties in a collaborative relationship m ust 

address points of d ifference but at the same time focus on areas of 

complementarity. 

There are two elements in this principle; points of difference and those of s imi larity. 

This principle was a factor in the merger between the Auckland Teachers College and 

the Secondary Teachers College since it was clear that a Col lege special ising in 

primary and early childhood teacher education would be complementary with one 

special ising in secondary teacher education . Therefore, the points of difference had a 

positive construction put on them and were al lowed to obscure real differences in the 

ways in  which each group perceived the other, in what they believed was the nature of 

their work and the degree to which they were open to the idea that the other cou ld 

contribute across the strong and historical boundaries between the sectors. 

I n  the BEd degree development, d ifferences that later assumed critical importance 

were not addressed. For instance, there were clear points of difference between the 

academic staff of the College and that of the University of Auckland School of 

Education in  terms of both the superficial level of qual ifications and experience and the 

more deeply embedded levels of phi losophy, views of education and pedagogy, and 

considerations of status. In h indsight ,  the differences between the two groups could 

have been presented in terms of their complementarity rather than simply as matters of 

d ifference. Questions of status were al lowed to become an opaque overlay throug h 

which only opposition could be seen .  A simple assumption was made that working on a 

shared programme would adeq uately address these questions of difference, which 

proved , final ly ,  unable to be resolved. 

S imi larly, the differences between Primary and Secondary as sectors were not 

addressed in  the restructuring in the way that those between Early Chi ldhood and 

Primary were later to  be resolved in the development of the BEd (Teaching) degree. 

The connection between, on the one hand, Primary and Early Childhood and, on the 

other, Secondary, was to take a further four years or more to effect fully. 

304 



The activities undertaken by parties in a relationship need also to be assessed for the 

degree to which they have in them the potential for competition that arises out of each 

party engaging in predominantly similar activities. The negative outcome of both the 

initial relationship with the University of Auckland, through the jointly taught degree 

programme, and the subsequent merger discussions with that institution is evidence of 

the consequences of the fa ilure to address this issue. In the first instance, the inabil ity 

to devise a satisfactory al location of duties within the shared papers fa i led to minimise 

the differences in perceived status between the two groups of co-operating staff. Both 

"taught", but the construction of what constituted "teaching" was very d ifferent. The 

College staff embedded the activity in a pastoral care oriented approach , which differed 

from the lecture/tutorial  model adopted by the University. The merger talks of 1 997 

managed only to articulate difficulties and differences that seemed at that time to be 

insurmountable .  

Post-review developments were in effect brought to an abrupt halt when the University 

decided to compete with the College through developing its own teacher education 

programme, while at the same time taking umbrage at the development in the College 

of a degree programme. lt was a na'lve assumption made by both parties that co

operation could continue in a fully competitive situation without resolving those aspects 

that were competitive . Had there been discussions about partitioning activity, the result 

might wel l  have been different. 

The College,  for its part, saw a provider degree as an answer to many of the difficulties 

articulated in the review of the jointly taught degree. Where an effective relationship 

might have focused on a mediated solution to the question of two institutions engaging 

in similar activity, the two institutions simply disconnected in order to compete. Issues 

and difficulties, which re-surfaced in later discussions between the two institutions, 

might wel l  have been able to be resolved at that point had that course been earlier 

chosen .  

4 The P rinciple of Effective Expression 

The collaborative relationship must have a vehicle for expressing the 

relationship in operational terms and in ways that can be understood by a wider 

public. 
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The joint degree seemingly al lowed for a vehicle to express the relationship between 

the College a nd the University, but the attempted connection was only between parts of 

the qualification and impacted only on parts of each institution . Those University staff 

teaching in the shared papers and a small g roup with in the Education Department at 

the College were req uired to develop effective expression of the relationship - the two 

institutions and the programmes outside this shared com ponent were untouched by it 

and, as a resu lt, the BEd degree could not be considered an effective expression of the 

re lationship between the two institutions. This was evidenced by the real relationship  

d ifficu lties experienced with regard to parity of  esteem, McGrath's perception of  h is 

treatment as Deputy Dean and the combative atmosphere in  which much of the review 

took place. 

The relationship with in  the then impending merger with Massey University suffered 

from a simi lar lack of any effective expression of it. For example, the concept of a 

Graduate School of Education was developed but never found expression in any actua l  

meaningful way and never really went beyond the point of  simply being a good idea .  

Although d iscussions occurred between different programmes at the two institutions,  

there was, during the two academic years in wh ich the final merger decision from the 

Government was pending , nothi ng concrete that al lowed staff to say what the 

relationship would mean for them, or what shape it might take, or where the new 

developments would take place.  

In 2001 , the College and the University of Auckland announced the establishment of a 

jo int " I nstitute of Education". Despite having al l  the appearance of a vehicle for 

expression of the relationship, no detai l  existed that would a l low any early assessment 

to be made of its l ikely effectiveness. 

By contrast, the administrative and professional restructuring of the Col lege produced a 

spectacular and radical vehicle for the expression of the connection between the 

sectors with in the Col lege. The development of the Centres that brought together a l l  

three sectors of pre-service teacher education into curriculum-oriented academic  

g roups was an example where the result of the attempt at connection was one that 

would manifestly change the way people worked and related to each other. While it 

took some t ime for the ful l connection into the Centres of some of the secondary staff, it 

nevertheless was eventual ly achieved and people were clear about what they needed 

to do, what was being done and when it had been done. At every point, the meaning of 

the relationship was m ade explicit. Some of the resistance to the notion from some of 
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the secondary staff might have been a reflection of the fact that the impl ications were 

wel l  understood. 

I n  terms of effectiveness and impact, the creation of the Centres in the College became 

the defin ing change made at the College in the last twenty years and i l lustrated the 

relevance of attending to the matter of effective expression. 

5 The Principle of Recalled Lessons 

Parties in a collaborative relationship must look to their past experiences at 

working with another institution or with other g roups and be forthright in using 

lessons from those connections in developing a new collaborative relationship. 

Connect ions between people are not of the same order as those between electric wires 

or hose pipes - the former are more complex and multifaceted. One of the factors is 

the previous history that is taken into a relationship; in popular vernacular, the 

"baggage" . The College effected the "past" mergers with few problems, a lthough there 

was an edge to the North Shore/Auckland Teachers College connection that had its 

origin in the movement of staff between the two Colleges . The history of the Auckland 

Teachers College and the Secondary Teachers Col lege, the "present" merger, was 

general ly a convivial one that al lowed a small amount of co-operation to occur in the 

area of l ibrary services and the student centre, but which did not extend to programme 

level .  The merger effected a relationship that did not make demands on either 

institution that were much beyond those that had already been made. Despite 

becoming one institution, from the staff's perspective , much carried on unchanged. 

The later restructuring was a measure of how much "unfinished business" was left over 

from that "present" merger. The historical differences between primary and secondary 

in the national  education system should have been enough to warn those involved of 

the inherent tensions, which, in the event, were not dealt with fully unti l ten or more 

years later. The relatively short, but in McGrath's words, "proud history of secondary 

teacher education at the Secondary Teachers College ," had seen it grow out of and 

separate from primary teacher education and the Auckland Teachers College to 

become one of only two secondary teachers colleges in New Zealand. There was in al l  

this an identity that would not be rel inquished l ightly. 

l t  was when the Col lege started to connect to the University of Auckland that histories 

became crucial .  The two histories of the Col lege and the University were sufficiently 
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different as to be a significant and negative factor in the relationship between the two 

groups as they set about sharing a programme. The reasons that led to the fa i lure of 

that programme (such as working on three sites, no shared phi losophy and the lack of 

parity of esteem between the parties) were key factors in the merger d iscussions 

between the two parties in  1 997, and while attempts were made to address them, they 

continued to appear to be insoluble. lt is to the credit of those involved that these 

issues were h ighl ighted - an effective use of recal led lessons. 

By contrast, the positive history of relationships between Massey University and the 

College, institution to institution, colleague to colleague, was a factor in the rapid 

positive conclusion to merger talks between those two institutions. The institutions had, 

for example, enjoyed a positive relationship for over twenty years through the College 

teaching a Massey University BEd degree in the area of physical education.  The 

recalled lessons here seemed positive at the time. 

6 The P rinciple of P rofessional G rowth 

Staff involved in  change need to know clearly the nature of the professional 

g rowth that wil l be required and in order for a change to be effective, this 

professional g rowth must be supported. 

There is a clear factor in the impact of change that relates to professional growth. Put 

s imply, if things are to be done differently, people will have to work d ifferently - the ir  

"patterned behaviour" ,  in Lewis' ( 1 994) terms, wil l  have to change. If staff keep on 

doing the same things in  the same way, then the results will be the same.  So i t  follows 

that change within an institution or organisation will require people to make changes to 

their knowledge, ski l ls, practices, beliefs, relationships and general perceptions as to 

how they see themselves and their work. 

The impact of change on pre-service teacher education provisions at the Auckland 

College of Education sign ificantly has required such change over the years described 

in this study. lt  was essential that the professional growth that this required be identified 

and subsequently provided for through some procedure or mechanism. 

A significant number of the changes made at the College required College staff to 

develop new professional sk i l ls .  The different mergers had d ifferent impacts in th is 

regard. The Primary/Primary mergers made very little demands on the staff of the 

receiving institution ,  the College. Those coming into the College were s imply expected 
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to fit in and there is no evidence that any attempt was made to identify the degree to 

which this would require professional growth. The Kindergarten Teachers 

College/Auckland Teachers College merger was one that had professional g rowth 

impl ications for the staff involved, but this was obscured by the manner in which staff 

were brought into the College - they rel inquished their positions and re-appl ied for new 

positions at the College. Consequently, they joined the College on its terms and 

presumably only if they met the College's requirements. 

Given the pattern of "past" mergers, it was not surprising that no al lowance for 

professional growth was al lowed for in the Auckland Teachers College/Secondary 

Teachers College merger. I n  both the planning for the merger and the actual 

implementation, the professional growth that would be required was obscured by larger 

issues of identity. Specific professional growth requirements of this merger m ight have 

centred on developing an understanding of the other sectors; Primary or Secondary 

and vice versa. Since the programmes would not immediately demand such shared 

understanding and knowledge, the impact of the fai lure to identify this would not show 

for some years. 

Programme development was another area that would have benefited were 

professional growth needs identified at the point of merger, rather than later in the 

contexts of the professional and admin istrative restructuring, the review of the BEd 

degree and the development and implementation of the BEd (Teaching) degree. The 

painful transition that Secondary was subsequently required to make in 1 997 into the 

"new" (for them) programme configuration would have been lessened had this 

occurred. Had the BEd degree review and the development of the BEd (Teaching) 

degree been seen as a professional growth opportunity for m! teacher education staff, 

rather than only for Early Chi ldhood and Primary, the developments could have had a 

more immediate and wider impact. 

The development of the academic research culture was a development that was based 

on a careful analysis of the impact on staff, as the current skil l-sets of staff were 

assessed as inadequate to meet the demands of the new environment. The use of the 

NZQA definition of research was potentially useful in encouraging this g rowth, but in 

the event was overshadowed by the imperative to upgrade qual ifications of the existing 

staff, something that in itself was positive. But generally, the development of this new 

culture was approached as an opportunity for professional g rowth and had qu ite a 

measure of success. 
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An outcome of the introduction of an academic research culture was an emphasis on 

the academic standard and quality of  modules and programmes. Rather than making 

any concerted attempt to identify these professional growth needs at the time of 

moving into this new environment, the skil ls in module and programme development 

became a further area in  which professional growth was requ ired . The new academic 

research culture would also require professional growth of staff in the areas of research 

methods and ski l ls, teaching at a degree level and becoming increasingly "academic" in  

the way the task of teaching was approached . This last factor would involve making 

g reater and different uses of research, the use of more rigorous and ostensibly 

academic assessment tasks, a more di l igent attention to moderation and a general ly 

upgraded presentation of course outl ines and materials. The newly competitive student 

and funding environment within  which all this was happening, would deliver to staff a 

student population that was less tolerant of the idiosyncratic indulgences that lecturers 

has formerly displayed. lt would be a much more pressured teaching environment. 

The clearest response to supporting the professional g rowth needs was in the area of 

developing the academic research culture, where support took the form of seminars, 

publ ications, scholarships and support for conference attendance. This was possible 

because the commitment to an academic research culture had involved, as noted 

above, a clear analysis of the purpose of such a development, the needs of the staff 

and the contexts in which professional g rowth could be measured. Support would 

prove to be critical in min imising the negative impact of the view that research was 

s imply another demand that would further burden a staff who saw themselves as 

a l ready over-worked. There was a range of staff development activity in the areas of 

reflection and critical theory. 

Outside of these areas, support for professional growth, significant as it is in terms of 

qua l ity and importance at the College, remained, as McGrath had noted in proposing 

the restructuring ,  largely untargetted, relatively unstructured and generally unrelated to 

a ny careful process of identification. An exception to this was the support for 

professional g rowth in the College in the period 1 997-2000 in the area of information 

and commun ication technology with its impact on both teaching and learning, where 

careful analysis of needs was undertaken and strategically targetted activity 

u ndertaken. This was in response to wider systemic social and environmental features 

as much as to any internal pressure. 
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7 The Principle of Status/Esteem 

Professionals have clear views of their status and change projects must 

acknowledge this status and where such projects involve working with other 

institutions there must be a demonstrated parity of esteem. 

The final principle that emerged from the study was in relation to esteem and status. 

Status is both in the eye of the beholder and conferred by others. l t  is able to be given 

and withheld, to be accepted or rejected. l t  is a complex com bination of publ ic acts and 

symbols and private feel ings and emotions. 

Teacher education has had, as has been noted a number times through this study, a 

particular status that saw it historically working beyond the end of secondary schooling 

but not fu l ly with in the tertiary sector. This had been chal lenged by several mergers 

between col leges and universities at Waikato and Palmerston North where the 

experience has shown that such transitions are neither simple nor smooth.  While 

teacher education might not have had h igh status as an academic field in the university 

system, it had enjoyed relatively high status within the teaching profession. As a 

generalisation it could be claimed that the professional community accorded respect for 

what it did and for those who did it. As one participant in this study noted , working in 

the College was seen once as something of a career aspiration. 

The changed socio-political environment in which the College found itself working was 

one that accorded ful l  tertiary status to it by dint of the fact that col leges of education 

were admitted and subjected to the same regulatory environment as that applying to 

other tertiary education institutions. This had the effect of by and large leaving it to the 

colleges to increase their standing and status as tertiary institutions through their own 

initiatives. The BEd degree experience had earl ier articu lated the clear d ifferences in 

status and esteem between the College staff as a group and the University staff as a 

group. The status that legislation had conferred on the College simply had the effect of 

raising the bar. The College had to work towards finding ways of proving that it could 

"hold its own" in the academic tertiary world and this urge became both clear and 

urgent fol lowing the experiences of the jointly taught BEd degree. 

The College has consistently grappled with this as an issue. The new envi ronment had 

thrown up a chal lenge to the College and conferred on it the status of a ful ly fledged 

member of the tertiary world. lt was up to the College to live u p  to this. One of the key 

motivations for moving away from the jointly taught BEd degree to the provider degree 
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was the perceived damage being done to the College's relationship within its 

community of practice. Students resolved the tensions of working on three sites by 

assigning least importance to their work in schools, with consequential damage to the 

status of the College in the eyes of the schools. The BEd (Teaching) degree sought to 

restore this relationship and the status that the College had within its community of 

practice. 

The College also acted pro-actively on the question of moving into a research culture 

and the academic world of degree teaching. One approach might have been simply to 

accept that for this work the staff as a whole did not have sufficient status academical ly 

to undertake it and,  one way or another, replace them with staff that did. The College, 

rather than choosing this approach , decided that significant effort was better directed at 

insti l l ing in existing staff the ski l ls of academic research. Further to this, it offered 

support to staff for the upgrading to appropriate levels of q ualifications for the "new" 

tertiary institution.  This affirmation of the status of the existing staff as teacher 

educators who were able to make these transitions, was important. 

The proposed mergers with university partners ra ised issues of threats to the status of 

staff but were not dealt with in any defin itive manner, although they had explicitly 

become an issue in the talks with the University of Auckland. 

Where real issues of status went unresolved was in the Auckland Teachers 

College/Secondary Teachers College merger. The degree to which the one group had 

a view of their status relative to the other group was an uncomfortable issue that was 

dealt with by being left well alone. Clearly, the secondary staff as a group felt that their 

status was going to be undermined through losing their clear identification as a 

secondary teacher education institution .  Later, this was raised to the level of their being 

affronted by what they saw as a huge loss of status in the process of the establishment 

of the Centres , which to them had the appearance simply of Secondary being made to 

jo in Primary g roupings pre-dominantly under the leadership of primary people. While 

the developments increased the status of Primary and Early Childhood , Secondary saw 

themselves as losers in this respect. 

Early Chi ldhood as a sector went through a number of interesting status issues, but 

their constant feelings of being marginal ised were leavened by an increase in status 

with regard to qual ifications, staff professional reputations and the other manifestatio n  

that Early Chi ldhood was gaining recognition a s  an academic professional field. The 
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seemingly negative impact, in terms of status, of the closing of the Kindergarten 

Teachers College and a level of invisibi l ity in the jointly taught BEd degree, were 

compensated for by the developing critical mass of Early Childhood as a presence on 

the campus and in the mainstream BEd (Teaching) degree programme. Later, it wou ld 

be Early Chi ldhood that showed a significantly positive response to the opportunity to 

engage in research and to upgrade qual ifications, both of which increased the status of 

the sector in the eyes of its community. A professional journal published by the College 

and dedicated to early childhood education was one manifestation of this. 

Parity of esteem is a chal lenging concept in a world heavily d ivided by d isti nctions 

between groups in all areas of human society and activity. Is the contribution of an 

early childhood education worker with a professional qual ification as valuable as that of 

the university lecturer with a PhD? Should primary teachers and secondary teachers 

receive the same pay? Is vocational education as important as academic education? 

S uch discussions have bedevi l led education for a very long time. 

In the context of the College, the issues are relatively straightforward. I nternally, they 

hinged around the relative parity of esteem between the different sectors - Early 

Childhood, Primary and Secondary. The changes mapped and discussed in  this study 

have significantly contributed to developing a high level of internal parity of esteem 

within  teacher education between these groups. 

The issue of parity of esteem between the College staff as a group and the University 

staff as a group, became, during the l ife of the jointly taught BEd degree, a key 

relationship di lemma.  The perceived lack of parity of esteem led to levels of personally 

felt hurt and insult and a belief that there was a lack of respect for the professional 

standing, bel iefs and practices of the College staff. But it was not one-sided. The 

College staff, perhaps from a feeling of defensiveness, were also unable to 

demonstrate a level of respect for the pedagogy of their University colleagues. Lessons 

were learnt from this, but it remained a contentious issue in the relationship between 

the two groups. The discussions with other un iversity partners never reached a level of 

detai l  and were not operationalised to an extent where the issue of parity of respect 

would be an issue, and consideration of it can only remain speculative. But,  in the early 

d iscussions of a possible relationship between the Col lege and the Un iversity, there 

were some vigorous discussions about the basis on which the two staffs could be 

joined together. Those discussions, l ike the talks themselves, were inconclusive. 
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This study has been of the impact of socio-political and institutional change on pre

service teacher education at the Auckland Col lege of Education during the period 

1 985-2000. These changes have included mergers, working with other institutions, 

internal restructuring and developments in  the areas of an academic research culture 

and the nature of Col lege qual ifications. They have been the resu lt of both external and 

internal pressures. 

The College has sailed through some turbulent seas. As the study drew to a close, the 

Government of the day was once again seemingly assessing the shape of the tertiary 

system and e mbryon ic proposals promised further changes for colleges. Rather than 

sail ing i nto the calm waters of a safe harbour, the College is once again headed 

towards storm clouds building on the horizon,  which are probably a harbinger of a 

further period of change. 

lt is the hope of the researcher that the principles that have emerged from this study 

provide a useful guide for understanding and managing transformation in a college of 

education or s imi lar institution. Whi le it might be true that one could "enlarge the world 

simply by sai l ing in a new direction", having an understanding of dynamics and a set of 

navigational aids such as the set of principles outlined in  this study, is l ikely to 

contribute to speedy and safe routes across the seas of change. 
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Appendix A 

Interview Schedu les 

This appendix includes the schedules that provided the frameworks for the interviews. 

Where two groups used the same schedule, this is ind icated in the heading. Interviews 

frameworks are presented as fol lows: 

Reference Group: 

Focus Group: 

I ndividual interviews with seven individual staff members. 

I nterviews with three focus g roups: Lecturer, 

Management and Community. 

Management No's 6-9: 

Principal: 

I ndividual interviews with specified management persons. 

I ndividual interviews with the Principal ,  Dennis 

McGrath . 

All interviews lasted approximately one hour and by prior written arrangement were 

conducted in an office setting .  They were recorded, subsequently transcribed, and the 

draft transcripts g iven to the participants for comment and/or amendment. The setting 

was formal and no communications related to the research were undertaken between 

the researcher and the participants outside of these a rrangements . 

Reference Group : I nterview 1 

Management 8 : I nterview 1 

Restructuring ACE 

1 .  Why was the College re-structured in 1 994? 
2. What were the key features of that re-organisation? 
3. What were the main elements of the process used to develop and introduce the new organisation? 
4. What changes in philosophy I principle were behind the changes? 
5. What were some of the concerns staff had in the early stages of the consultation process? 
6. What were some of the changes that were made to the model as a result of consultation? 
7. What impact did the re-structuring have on Teacher Education? 

Review of the Jointly Taught BEd 

1 .  Why was the jointly taught BEd degree reviewed in 1 995? 
2. What process was used to review the degree? 
3.  What were the strengths and weaknesses in the process used to review the degree? 
4. What do you recollect as the key strengths of the jointly taught degree? 
5.  What do you recollect as the key weaknesses of the jointly taught degree? 
6 .  What impact on teacher education d id the introduction of the jointly taught degree have? 
7. What impact on teacher education did the review of the jointly taught degree have? 
8 .  What impact on teacher education d id the withdrawal from the jointly taught degree have? 

Development of a Research Culture 

1 .  Over a period of time, what has been the role of research in the College? 
2 .  In  what ways might research be  important? 
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3. What steps has the College taken to encourage research? 
4. What pressures encourage and I or discourage staff from engaging in research? 
5. Is research valued by the institution? 
6. What has been the key impact on teacher education of the development of a research culture? 

Development of the BEd (Teaching) 

1 .  Why did the Auckland College of Education make the decision to develop  its own degree? 
2 .  What involvement d id you have in the development? 
3 .  What consultation procedures were used during the development? 
4.  What was the new degree attempting to achieve that the older programmes could not? 
5 .  What were the key philosophic positions adopted b y  the new degree? 
6 .  What process was used t o  develop the matrix? 
7.  "Reflection" became important to the new degree. In  what ways was this promoted as an important 

idea? 
8 .  How would you describe the key impacts of the BEd (Tchg) o n  teacher education a t  the Auckland 

College of Education? 

Merger 

1 .  Why is the Auckland College of Education wishing to merge with another institution? 
2. What are the key benefits of a merger? 
3. The Auckland College of Education has earlier had merger discussions with AIT and the University of 

Auckland. What do you know of these. Why were the nature of these discussions and why were they 
not proceeded with? 

4 .  In  what ways will your work or position be affected by a merger with a university? 
5. What differences are there between the work ( in the most general sense) of a university lecturer and a 

College lecturer? 
6. What positions of strength does ACE have in facing a merger? 
7 .  What impact do you expect a merger to have on teacher education at  the College? 

Reference G roup : I nterview 2 
Management 8 : I nterview 2 

A D iscussion of Points Arising from I nterview 1 

We will discuss some of the key points that you made during your first interview and I will seek 
clarification as required. 

B Further Exploration of the Impact of Change on Teacher Education 

1 .  The Secondary Teachers College and the Auckland College of Education were amalgamated in the 
mid-eighties. What seems to you to be the history or the pattern of the relationship between 
secondary and primary over the years? 

2 .  The changes made in  the 1 990's saw Early Chi ldhood starting to work alongside the  other sectors. 
How do you see the impact of that on both early childhood and on the other sectors. 

3.  What has been the impact of the following changes on the sectors specifically? 
The restructuring in  1 994; 
The development of a research culture in the College; 
The working with Auckland University to teach a BEd degree; 
The development and teaching of the College's own degree; 
The preparation of the College for a possible merger. 

4 .  What changes have you experienced in  your personal work conditions over the past decade? In what 
ways do you personally work differently? 

5. What impact on your work as a teacher educator has resulted from the development of the new 
employment contract (with its features such as the work load formula, the provision of PPD and Staff 
Development) and the Academic Careers Path? 

6. What specific changes have you seen in the nature of the students you have been teaching over the 
past decade or so? 

7. What changes have you noticed in the demands placed on students, the nature of the work they are 
required to do and the relationship between students and staff over the period under discussion? 

8 .  In  what ways have there been changes or  developments in the relationship between the College (and 
College lecturing staff) on the one hand and the school "communities of practice" on the other? 

9.  How h as your view of teacher education developed or changes over the past few years? 
1 0. What do you understand by the statement "teacher education has become more professional" and 

how m ight this show in  the College and in  what i t  does? 
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1 1 .  What do you understand by the statement "teacher education has become more rigorous" and how 
might this show in the College and in what it does? 

1 2. What are some of the differences between the status of a university lecturer and that of a College 
lecturer? What changes have there been to the status of College lecturers? 

1 3. Why should the College be involved in research? 
1 4. What kinds of research should the College be promoting? 
1 5. What impact does research in  the College have on the relationship between the College and schools? 

1 6. Views of teacher education have been characterised as falling into two groups - "teaching as a craft" 
and "teaching as a learned profession". What do you understand this to mean? Where does the 
College sit in relation to these views? How has the College changed in terms of such descriptions of 
teacher education? 

Referen ce Group : I nterview 3 
Management 8 :  I nterview 3 

The Programme 

I would like you to think back the beginning of your time here at the Auckland College of Education as a 
staff member, and even to think back to the time when you were a student preparing for teaching. What 
are the key differences between the programme of teacher education then and the programme now in  
each of the following areas? 

• Content 
• The nature of the activities I tasks undertaken by students 
• Programme structure 
• Relationship with schools 
• The lecturing staff 

2 The Philosophic Context 

I want to mention a number of terms or phrases. Would you tell me your understanding of their meaning 
and briefly summarise its place in the course. 

• Critical Theory 
• Reflection 
• Critical Reflection 
• The Reflective Practitioner 
• Professional Degree I Liberal Arts Degree 
• Professional Autonomy 

3 The Context 

I want to mention a number of terms or phrases and I want you to tell me what you understand by them. 
• Research 
• Academic I Becoming more academic 
• Teacher training I Teacher education 
• Professional degree I Liberal arts degree 
• Professional autonomy 

4 To what extent would you agree with the proposition that there is a hierarchy of centres at the 
College? Is there parity of esteem between the centres? 

5 What do you understand the term "marginalisecf to mean when applied to a group (or groups) at the 
College? Can you think of any instances when a group (or groups) has been "marginalised'? 

6 Schools identify the following areas of need: 

• The importance of multiple intelligences 
• Knowledge of assessment 
• Constuctivist curriculum 
• Knowledge of language acquisition 
• Teaching techniques and strategies 
• Classroom management 
• Knowledge of the curriculum 
• Catering for difference 
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• Special education 
• Interfaces between early childhood I primary and primary I secondary 

How well has the College in the past met these needs and how well is it meeting them now? 

7 What changes have you seen in the status of teacher education and of those working i n  it over the 
past ten or so years? Status of the College? Status of the staff? What is meant by status? How can 
status be either increased or d iminished? 

8 What are the key component of a teacher education course? 

Lecturers Focus Group : I nterview 1 

Restructuring ACE 

1 .  Why was the College re-structured i n  1 994? 
2.  What were the key features of that re-organisation? 
3. What were the main elements of the process used to develop and introduce the new organisation? 
4. What changes in philosophy I principle were behind the changes? 
5. What were some of the concerns staff had in the early stages of the consultation process? 
6. What were some of the changes that were made to the model as a result of consultation? 
7. What impact did the re-structuring of the College have on teacher deucation at the Auckland College 

of Education? 

Review of the Jointly Taught BEd 

1 .  Why was the jointly taught BEd degree reviewed in 1 995? 
2 .  What process was used t o  review the degree? 
3. What were the strengths and weaknesses in the process used to review the degree? 
4.  What do you recollect as the key strengths of the jointly taught degree? 
5. What do you recollect as the key weaknesses of the jointly taught degree? 
6 .  What impact did the jointly taught degree have on teacher education a t  the Auckland College of 

Education? 

Development of a Research Culture 

1 .  Over a period of time, what has been the role of research in the College? 
2. In what ways might research be important? 
3. What steps has the College taken to encourage research? 
4. What pressures encourage and I or discourage staff from engaging in research? 
5. Is research valued by the institution? 
6 .  What impact has the development of  a research culture at  the Auckland College of Education had on 

teacher education at the College. 

Development of the BEd (Teaching) 

1 .  Why did the Auckland College of Education make the decision to develop its own degree? 
2.  What involvement d id staff have in  the development? 
3. What consultation procedures were used during the development? 
4. What was the new degree attempting to achieve that the older programmes could not? 
5. What impact has the introduction of the BEd (Teaching) had on teacher education at the Auckland 

College of Education. 

Merger 

1 .  Why is the Auckland College of Education wishing to merge with another institution? 
2. What are the key benefits of a merger? 
3.  The Auckland College of Education has earlier had merger discussions with AIT and the U niversity of 

Auckland. What do you know of these. Why were the nature of these discussions and why were they 
not proceeded with? 

4. What differences are there between the work (in the most general sense) of a university lecturer and a 
College lecturer? 

5. What positions of strength does ACE have in facing a merger? 
6 .  What impact is a merger likely to have on your work? 
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Lecturers Focus G roup : Interview 2 

A Discussion of Points Arising from Interview 1 

We will discuss some of the key points that you made during your first i nterview and I will seek 
clarification as required. 

B Further Exploration of the Impact of Change on Teacher Education 

1 .  The Secondary Teachers College and the Auckland College of Education were amalgamated in the 
mid-eighties. What seems to you to be the history or the pattern of the relationship between 
secondary and primary over the years? 

2.  The changes made in the 1 990's saw Early Childhood starting to work alongside the other sectors. 
How do you see the impact of that on both early childhood and on the other sectors. 

3. What has been the impact of the following changes on the sectors specifically? 
The restructuring in 1 994; 
The development of a research culture in the College; 
The working with Auckland University to teach a BEd degree; 
The development and teaching of the College's own degree; 
The preparation of the College for a possible merger. 

4. What changes have you experienced in your personal work conditions over the past decade? In what 
ways do you personally work differently? 

5 .  What impact on your work as a teacher educator has resulted from the development of the new 
employment contract (with its features such as the work load formula, the provision of PPD and Staff 
Development) and the Academic Careers Path? 

6. What specific changes have you seen in the nature of the students you have been teaching over the 
past decade or so? 

7. What changes have you noticed in the demands placed on students, the nature of the work they are 
required to do and the relationship between students and staff over the period under discussion? 

8. In what ways have there been changes or developments in the relationship between the College (and 
College lecturing staff) on the one hand and the school "communities of practice" on the other? 

9.  How has your view of teacher education developed or changes over the past few years? 
1 0 .  What do you u nderstand by the statement "teacher education has become more professional" and 

how might this show in the College and in what it does? 
1 1 .  What do you understand by the statement "teacher education has become more rigorous" and how 

might this show in the College and in what it does? 
1 2 .  What are some of the differences between the status of a university lecturer and that of a College 

lecturer? What changes have there been to the status of College lecturers? 
1 3. Why should the College be involved in research? 
1 4. What kinds of research should the College be promoting? 
1 5. What impact does research in the College have on the relationship between the College and schools? 
1 6. Views of teacher education have been characterised as fall ing into two groups - "teaching as a craft" 

and "teaching as a learned profession". What do you understand this to mean? Where does the 
College sit in relation to these views? How has the College changed in terms of such descriptions of 
teacher education? 

Lecturers Focus Group : I nterview 3 

The Programme 

I would like you to think back the beginning of your time here at the Auckland College of Education as a 
staff member, and even to think back to the time when you were a student preparing for teaching. What 
are the key differences between the programme of teacher education then and the programme now in 
each of the following areas? 

• Content 
• The nature of the activities I tasks undertaken by students 
• Programme structure 
• Relationship with schools 
• The lecturing staff 

2 The Phi losophic Context 

I want to mention a number of terms or phrases. Would you tell me your u nderstanding of their meaning 
and briefly summarise its place in the course. 
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• C ritical Theory 
• Reflection 
• Critical Reflection 
• The Reflective Practitioner 
• Professional Degree I Liberal Arts Degree 
• Professional Autonomy 

3 The Context 

I want to mention a number of terms or phrases and I want you to tell me what you understand by 
them. 

• Research 
• Academic I Becoming more academic 
• Teacher training I Teacher education 
• Professional degree I Liberal arts degree 
• Professional autonomy 

4 To what extent would you agree with the proposition that there is a hierarchy of centres at the 
College? Is there parity of esteem between the centres? 

5 What do you understand the term "marginalised' to mean when applied to a group (or groups) at the 
College? Can you think of any instances when a group (or groups) has been "marginalised'? 

6 Schools identify the following areas of need: 
• The importance of multiple intelligences 
• Knowledge of assessment 
• Constuctivist curriculum 
• Knowledge of language acquisition 
• Teaching techniques and strategies 
• Classroom management 
• Knowledge of the curriculum 
• Catering for d ifference 
• Special education 
• I nterfaces between early childhood I primary and primary I secondary 

How well has the College in the past met these needs and how well is it meeting them now? 

7 What changes have you seen in the status of teacher education and of those working in it over the 
past ten or so years? Status of the College? Status of the staff? What is meant by status? How can 
status be either increased or diminished? 

8 What are the key component of a teacher education course? 

Management Focus Gro u p  : I nterview 1 

Restructuring ACE 

1 .  Why was the College re-structured in 1 994? 
2. What were the key features of that re-organisation? 
3. What were the main elements of the process used to develop and introduce the new organisation? 
4 .  What changes in  philosophy I principle were behind the changes? 
5. What were some of the concerns staff had in  the early stages of the consultation process? 
6. What were some of the changes that were made to the model as a result of consultation? 
7. What has been the impact of the reorganisation on teacher education? 

Review of the Jointly Taught BEd 

1 .  Why was the jointly taught BEd degree reviewed in 1 995? 
2. What process was used to review the degree? 
3. What were the strengths and weaknesses in the process used to review the degree? 
4. What do you recollect as the key strengths of the jointly taught degree? 
5. What do you recollect as the key weaknesses of the jointly taught degree? 
6. What impact did the jointly taught degree have on teacher education at the Auckland College of 

Education? 
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Development of a Research Culture 

1 .  Over a period of time, what has been the role of research in the College? 
2. In  what ways might research be important? 
3. What steps has the College taken to encourage research? 
4. What pressures encourage and I or discourage staff from engaging in research? 
5. Is research valued by the institution? 
6. In  what ways has the development of a research culture at the Auckland College of Education have 

on teacher education at the College? 

Development of the BEd (Teaching) 

1 .  Why did the Auckland College of Education make the decision to develop its own degree? 
2. What involvement did staff have in the development? 
3. What consultation procedures were used during the development? 
4. What was the new degree attempting to achieve that the older programmes could not? 
5. To what extent had the restructuring of the College made the development of the new degree 

possible? 
6. What has been the impact of the BEd (Teaching) on teacher education? 

Merger 

1 .  Why is the Auckland College of Education wishing to merge with another institution? 
2. What are the key benefits of a merger? 
3. The Auckland College of Education has earlier had merger discussions with AIT and the University of 

Auckland. What do you know of these. Why were the nature of these discussions and why were they 
not proceeded with? 

4. What impact is a merger likely to have on your work? 
5. Would you expect your management responsibilities to change as the result of a merger? 

Management Focus Group : I nterview 2 

A Discussion of Points Arising from Interview 1 

We will discuss some of the key points that you made during your first interview and I wi l l  seek 
clarification as required. 

B Further Exploration of the Impact of Change on Teacher Education 

1 .  The Secondary Teachers College and the Auckland College of Education were amalgamated in the 
mid-eighties. What seems to you to be the h istory or the pattern of the relationship between 
secondary and primary over the years? 

2. The changes made in the 1 990's saw Early Childhood starting to work alongside the other sectors. 
How do you see the impact of that on both early childhood and on the other sectors. 

3.  What has been the impact of the following changes on the sectors specifically? 
The restructuring in 1 994; 
The development of a research culture in the College; 
The working with Auckland University to teach a BEd degree; 
The development and teaching of the College's own degree; 
The preparation of the College for a possible merger. 

4. What changes have you experienced in your personal work conditions over the past decade? In what 
ways do you personally work differently? 

5 .  What impact on your work as  a teacher educator has resulted from the development of  the new 
employment contract (with its features such as the work load formula, the provision of PPD and Staff 
Development) and the Academic Careers Path? 

6. What specific changes have you seen in the nature of the students you have been teaching over the 
past decade or so? 

7. What changes have you noticed in the demands placed on students, the nature of the work they are 
required to do and the relationship between students and staff over the period under discussion? 

8 .  In  what ways have there been changes or developments in the relationship between the College (and 
College lecturing staff) on the one hand and the school "communities of practice" on the other? 

9. How has your view of teacher education developed or changes over the past few years? 
1 0. What do you understand by the statement "teacher education has become more professional" and 

how might this show in the College and in what it does? 
1 1 .  What do you understand by the statement "teacher education has become more rigorous" and how 

might this show in the College and in what it does? 
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1 2. What are some of the differences between the status of a university lecturer and that of a College 
lecturer? What changes have there been to the status of College lecturers? 

1 3. Why should the College be involved in research? 
1 4 .  What kinds of research should the College be promoting? 
1 5. What impact does research in the College have on the relationship between the College and schools? 
1 6 .  Views of teacher education have been characterised as falling into two groups - "teaching as a craft" 

and "teaching as a learned profession". What do you understand this to mean? Where does the 
College sit in  relation to these views? How has the College changed in terms of such descriptions of 
teacher education? 

Management Focus G roup : I nterview 3 

The Programme 

I would like you to think back the beginning of your time here at the Auckland College of Education as a 
staff member, and even to think back to the time when you were a student preparing for teaching. What 
are the key differences between the programme of teacher education then and the programme now in  
each of the following areas? 

• Content 
• The nature of the activities I tasks undertaken by students 
• Programme structure 
• Relationship with schools 
• The lecturing staff 

2 The Philosophic Context 

I want to mention a number of terms or phrases. Would you tell me your understanding of their meaning 
and briefly summarise its place in the course. 

• Critical Theory 
• Reflection 
• C ritical Reflection 
• The Reflective Practitioner 
• Professional Degree I Liberal Arts Degree 
• Professional Autonomy 

3 The Context 

I want to mention a number of terms or phrases and I want you to tell me what you understand by them. 
• Research 
• Academic I Becoming more academic 
• Teacher training I Teacher education 
• P rofessional degree I Liberal arts degree 
• Professional autonomy 

4 To what extent would you agree with the proposition that there is a hierarchy of centres at the 
College? Is there parity of esteem between the centres? 

5 What do you understand the term "marginalisecf' to mean when applied to a group (or groups) at 
the College? Can you think of any instances when a group (or groups) has been "marginalised'? 

6 Schools identify the following areas of need: 
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• The importance of multiple intelligences 
• Knowledge of assessment 
• Constuctivist curriculum 
• Knowledge of language acquisition 
• Teaching techniques and strategies 
• Classroom management 
• Knowledge of the curriculum 
• Catering for d ifference 
• Special education 
• I nterfaces between early childhood I primary and primary I secondary 

How well has the College in the past met these needs and how well is it meeting them now? 



7 What changes have you seen in the status of teacher education and of those working in it over 
the past ten or so years? Status of the College? Status of the staff? What is meant by status? 
How can status be either increased or diminished? 

8 What are the key component of a teacher education course? 

Community Focus Group : I nterview 1 

General 

1 .  In what ways has the Auckland College of Education changed over the time that you h ave known it? 

Restructuring ACE 

2. What changes have taken place at ACE in terms of internal organisation over the past six or seven 
years? 

3. From your sector's point of view, what has been the impact of these changes? 

Review of the Jointly Taught BEd 

4. The Auckland College of Education had a jointly taught BEd degree with Auckland University from 
1 990 - 1 996. What impact did this degree have on teacher education at the Auckland College of 
Education? 

Development of a Research Culture 

5. Do you see the Auckland College of Education as a research institution? 
6. From your point of view, what is the role of thre Auckland College of Education in research? 

Development of the BEd (Teaching) 

7. Why did the Auckland College of Education make the decision to develop its own degree? 
8. In what ways has your sector been affected by this development? 

Merger 

9. Why is the Auckland College of Education wishing to merge with another institution? 
1 0 .  What are the key benefits of a merger? 
1 1 .  What are the issues as you see them resulting from a merger? 
1 2. What impact might a merger have? 

Community Focus Group : Interview 2 

A Discussion of Points Arising from Interview 1 

We will discuss some of the key points that you made during your first interview and I will seek 
clarification as required. 

B Further Exploration of the Impact of Change on Teacher Education 

1 .  The Auckland College of Education is the result of a series of mergers over many years 
(Ardmore/Auckland; Kindergarten/Auckland; Loretta Haii/Auckland; North Shore/ Auckland and finally 
Secondary/Auckland). What impact has this had on the College and its relationship with its 
communities of practice (i .e. ,  the early childhood, primary and secondary sectors)? 

2 .  How would you describe the differences in  pedagogy between the different sectors (i .e., Early 
Childhood , Primary, and Secondary)? 

3. What specific changes have you seen in the nature of the students working in Auckland College of 
Education over the past decade or so? 

4. What changes have you noticed in the demands placed on students, the nature of the work they are 
required to do and the relationship between students and your school/centre staff over the period 
under discussion? 

5. What are some of the changes to the factors I demands I requirements facing beginnin g  teachers over 
the period under discussion and how well has the College adapted its programmes to prepare 
students for these changes? 
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6.  What are some of the specific changes or developments in  the relationship between the College (and 
College lecturing staff) on the one hand and the school "communities of practice" on the other? 

7. How has your view of teacher education developed or changes over the past few years? 
8. What do you understand by the statement "teacher education has become more professional" and 

how might this show in the College and in what it does? 
9. What do you understand by the statement "teacher education has become more rigorous" and how 

might this show in the College and in what it does? 
1 0. What in your view are some of the differences between the status of a university and that of a 

College? What changes have there been to the status of College lecturers? 
1 1 .  How important is it for the College to have "parity of esteem" with the universities? 
1 2. Views of teacher education have been characterised as falling into two groups - "teaching as a craft" 

and "teaching as a learned profession". What do you understand this to mean? Where does the 
College sit in relation to these views? How has the College changed in terms of such descriptions of 
teacher education? 

1 3. What are the key critical components of a pre-service teacher education course in terms of preparing 
for work in  your sector? 

Principal : I nterview 1 

Restructuring ACE 

1 .  In a paper in  1 994 you refer to "the current and probable future environment". What were the key 
features of those environments? 

2. What was wrong or not working with the existing structures? 
3 .  What were the key stages in  the development of the new organisation? 
4 .  In  what ways would changes to  the structure allow for delivery of programmes to  be  more diversified? 
5. What was your view on accountabil ity issues in  the College at the time of the re-structuring? 
6 .  l t  appears that sectors in teacher education were strengthened between the first two versions o f  the 

structure ( Deputy Deans I Prof Practice Centres etc) . Why was this done? 
7. In  the final "amended" version of the structure there were several key changes made - the creation of 

the school of Professional Development and the creation of the new position of Dean of Learning and 
Research Development. What prompted these developments? 

Review of the Jointly Taught BEd 

1 .  Why was the BEd degree introduced i n  1 990? 
2 .  Why was i t  necessary in 1 995 t o  review the jointly taught BEd degree? 
3. Who initiated the review? 
4. What were the strengths and weaknesses in the process used to review the degree? 
5.  At  the time of the degree review, were you concerned about future developments as much as the 

current practices? 
6 .  How influential was your involvement in  the Tertiary Action Group on  your thinking? 
7. To what extent did the review focus on the nature of the relationship between the staffs in the two 

institutions? 
8 .  How m uch tension existed between the two institutions a t  the time of the review? 
9 .  The Auckland College of  Education announced its intention (Sept - Nov 1 995) to  develop a provider 

degree. You identified this as a problem for the relationship between the two institutions. What 
influence did this have on the outcomes of the review? 

Development of a Research Culture 

1 .  In  1 994 you described the College as being a long way off being able to claim to be a research 
institution.  Why was it important that ACE could lay claim to this? 

2. In what ways had you encouraged research at the College in the early 1 990's? 
3 .  You describe the College as having opportunities in the area of "applied research" rather than the 

"strongly academic or theoretical ." What did you mean by this? 
4. You acknowledged that staff could have a valuable role as teachers and that not all staff needed to be  

involved in research. How is this balance reflected? 
5 .  You created the position of Dean : Learning and Research Development. Why was this done? 
6 .  How important should research background o r  potential for research b e  in the selection of staff? 
7. How central to the development of the research culture has the Research Development Committee 

been? 

324 



Development of the BEd (Teaching) 

1 .  How long before your initial proposal in Sept 1 995 did you think it likely that the College would have to 
consider a provider degree? 

2 .  What were the key drivers for such a proposal? 
3. In your initial proposal you signalled some clear pointers for the development that were later in fact put 

into place. What discussions had been taking place prior to your proposal? And with whom? 
4. You noted that the College would have to record and defend its record in research. How much of a 

concern was this at that time? 
5 .  How would you  describe the development process used for the degree development? 
6. What involvement of staff was built into the process? 
7.  How important was the material from the tertiary Action Group in influencing thinking at the College? 

Merger 

1 .  In  1 994 you expressed doubts about ACE remaining a stand-alone institution. What i nfluenced you to 
think along these lines? 

2. Why is the Auckland College of Education wishing to merge with another institution? 
3. What are the key benefits of a merger? 
4. What positions of strength does ACE have in facing a merger? 

P rincipal : I nterview 2 

Development of the BEd (Teaching) 

1 .  How long before your in itial proposal in Sept 1 995 did you think it likely that the College would have to 
consider a provider degree? 

2. What were the key drivers for such a proposal? 
3. In  your initial proposal you signalled some clear pointers for the development that were later in fact put 

into place. What discussions had been taking place prior to your proposal? And with whom? 
4. You noted that the College would have to record and defend its record in research. How much of a 

concern was this at that time? 
5. How would you describe the development process used for the degree development? 
6. What involvement of staff was built into the process? 
7.  How important was the material from the tertiary Action Group in influencing thinking at the College? 

Merger 

8 .  In  1 994 you expressed doubts about ACE remaining a stand-alone institution .  What influenced you to 
think along these lines? 

9 .  Why is  the  Auckland College of Education wishing to  merge with another institution? 
1 0. What are the key benefits of a merger? 
1 1 .  What positions of strength does ACE have in facing a merger? 

Impact 

1 2. How would you characterise the key features of the impact on Teacher Education of the following: 
The restructuring in 1 994; 
The development of a research culture in the College; 
The working with Auckland University to teach a BEd degree; 
The development and teaching of the College's own degree; 
The preparation of the College for a possible merger. 

1 3. What impact on those working in teacher education resulted from the development of the new 
collective employment contract (with its workload formula, provision for PPD and Staff Development 
and so on)? 

1 4. In  the relationship between the College and Auckland University, how important was the relative 
status of the two groups of staff in influencing the nature of that relationship and in determining the 
course that that relationship would take? Was there parity of esteem. If so, how was this evident? If 
not, then what impact did this have? 
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Management 7 :  I nterview 1 

Restructuring ACE 

1 .  Why was the College re-structured i n  1 994? 
2. What were the key features of that re-organisation? 
3. What were the main elements of the process used to develop and introduce the new organisation? 
4. What changes in  philosophy I principle were behind the changes? 
5. What were some of the concerns staff had in the early stages of the consultation process? 
6. What were some of the changes that were made to the model as a result of consultation? 
7. What impact did the re-structuring have on Teacher Education? 

Review of the Jointly Taught BEd 

8 .  Why was the jointly taught BEd degree reviewed in 1 995? 
9. What process was used to review the degree? 
1 0. What were the strengths and weaknesses in the process used to review the degree? 
1 1 .  What do you recollect as the key strengths of the jointly taught degree? 
1 2. What do you recollect as the key weaknesses of the jointly taught degree? 
1 3 .  What impact on teacher education did the introduction of the jointly taught degree have? 
1 4 .  What impact on teacher education did the reviewof the jointly taught degree have? 
1 5 .  What impact on teacher education did the withdrawal from the jointly taught degree have? 
Development of a Research Culture 

1 6. Over a period of time, what has been the role of research in the College? 
1 7. In what ways might research be important? 
1 8. What steps has the College taken to encourage research? 
1 9. What pressures encourage and I or discourage staff from engaging in research? 
20. Is research valued by the institution? 
21 . What has been the key impact on teacher education of the developmentof a research culture? 

Development of the BEd (Teaching) 

22. Why did the Auckland College of Education make the decision to develop its own degree? 
23. What involvement did you have in the development? 
24. What consultation procedures were used during the development? 
25. What was the new degree attempting to achieve that the older programmes could not? 
26. What were the key philosophic positions adopted by the new degree? 
27. What process was used to develop the matrix? 
28. "Reflection" became important to the new degree. In what ways was this promoted as an important 

idea? 
29. How would you describe the key impacts of the BEd (Tchg) on teacher education at the Auckland 

College of Education? 

Merger 

30. Why is the Auckland College of Education wishing to merge with another institution? 
31 . What are the key benefits of a merger? 
32. The Auckland College of Education has earlier had merger discussions with AIT and the University of 

Auckland. What do you know of these. Why were the nature of these discussions and why were they 
not proceeded with? 

33. In what ways wi l l  your work or  position be affected by a merger with a university? 
34. What d ifferences are there between the work (in the most general sense) of a university lecturer and a 

College lecturer? 
35. What positions of strength does ACE have in facing a merger? 
36 . What impact do you expect a merger to have on teacher education at the College? 

Management 7 :  I nterview 2 

1 .  The Secondary Teachers College and the Auckland College of Education were amalgamated i n  the 
mid-eighties. What seems to you to be the history or the pattern of the relationship betwee n  
secondary and primary over the years? 

2. The changes made in the 1 990's saw Early Chi ldhood starting to work alongside the other sectors. 
How do you see the impact of that on both early childhood and on the other sectors. 

3. What has been the impact of the following changes on the sectors specifically? 
The restructuring in 1 994; 
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. 4. 

5.  

. 6 .  

' 7.  

" 8 .  

v 9. 
1 0 .  

� 1 1 .  

1 2. 

The development of a research culture in the College; 
The working with Auckland University to teach a BEd degree; 
The development and teaching of the College's own degree; 
The preparation of the College for a possible merger. 

What changes have you experienced in your personal work conditions over the past decade? In what 
ways do you personally work differently? 
What impact on the work of College staff has resulted from the development of the new employment 
contract (with its features such as the work load formula, the provision of PPD and Staff Development) 
and the Academic Careers Path? 
What specific changes have you seen in the nature of the students at the College over the past 
decade or so? 
What changes have you noticed in the demands placed on students, the nature of the work they are 
required to do and the relationship between students and staff over the period under discussion? 
In what ways have there been changes or developments in the relationship between the College (and 
College lecturing staff) on the one hand and the school "communities of practice" on the other? 
How has your view of teacher education developed or changed over the past few years? 
What do you understand by the statement "teacher education has become more professional" and 
how might this show in the College and in what it does? 
What do you understand by the statement "teacher education has become more rigorous" and how 
might this show in the College and in what it does? 
What are some of the differences between the status of a university lecturer and that of a College 
lecturer? What changes have there been to the status of College lecturers? 

1 3. Why should the College be involved in research? 
.t 1 4. 
• 1 5. 

1 6. 

' 1 7. 

1 8 . 

V 1 9 . 

"" 20. 

21 . 

22. 

What kinds of research should the College be promoting? 
What impact does research in the College have on the relationship between the College and schools? 
Views of teacher education have been characterised as falling into two groups - "teaching as a craft" 
and "teaching as a learned profession". What do you understand this to mean? Where does the 
College sit in relation to these views? H ow has the College changed in terms of such descriptions of 
teacher education? 
I would like you to think back the beginning of your time here at the Auckland College of Education as 
a staff member, and even to think back to the time when you were a student preparing for teaching. 
What are the key d ifferences between the programme of teacher education then and the programme 
now in each of the fol lowing areas? 

Content 
The nature of the activities I tasks undertaken by students 
Programme structure 
Relationship with schools 
The lecturing staff 

I want to mention a number of terms or phrases. Would you tell me your understanding of their 
meaning and briefly summarise its place in the course. 

Critical Theory 
Reflection 
Critical Reflection 
The Reflective P ractitioner 

I want to mention a number of terms or phrases and I want you to tell me what you understand by 
them. 

Research 
Academic I Becoming more academic 
Teacher training I Teacher education 
Professional degree I Liberal arts degree 
Professional autonomy 

To what extent would you agree with the proposition that there is a hierarchy of centres at the 
College? Is  there parity of esteem between the centres? 
What do you understand the term "marginalised' to mean when applied to a group (or g roups) at the 
College? Can you think of any instances when a group (or groups) has been "marginalised'? 
Schools identify the following areas of need: 

The importance of multiple intell igences 
Knowledge of assessment 
Constuctivist curriculum 
Knowledge of language acquisition 
Teaching techniques and strategies 
Classroom management 
Knowledge of the curriculum 
Catering for difference 
Special education 
Interfaces between early childhood I primary and primary I secondary 
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23. How well has the College in the past met these needs and how well is it meeting them now? 
24. What changes have you seen in the status of teacher education and of those working in it over the 

past ten or so years? Status of the College? Status of the staff? 
- 25. What is meant by status? 

26. How can status be either increased or diminished? 
27. What are the key component of a teacher education course? 
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Appendix B 

List of Documents Con s ulted 

A number of the documents/papers consulted in this study have not been published 

outside the College. They are in addition to those formal publications l isted in the 

bibl iography and are listed here grouped under each change narrative. 

Mergers, Past Present and Future 

• McGrath, Dennis, (August, 1 997) An Overview of Alliances and Mergers for the 
Auckland College of Education Council, A Confidentia l  paper for Council and Staff. 

• The University of Auckland I Auckland College of Education, A discussion paper 
written for the College Counci l ,  24 October 2001 . 

• Auckland College of Education I Massey University, A discussion paper written for 
the College Counci l ,  2 1  October 200 1 .  

• Briefing Paper : The Case for Merger of Auckland College of Education,  Auckland 
Institute of Technology and the Central Institute of Technology prepared for the 
consideration of the Councils of those Institutions. 

• Principal's Memos to the staff of the Auckland College of Education related to the 
Merger of the Auckland College of Education with the Auckland Institute of 
Technology and the Central Institute of Technology. 

• The Vision, a combined statement on the merger of the Auckland College of 
Education, Auckland Institute of Technology and the Central I nstitute of 
Technology, 1 997. 

• Correspondence between the Auckland College of Education and the University of 
Auckland related to the 1 997 merger talks. 

• Meeting notes, minutes and correspondence related to the merger talks between 
the Auckland College of Education and the University of Auckland, 1 997. 

• Report to the Joint Institutional Committee of Auckland College of Education and 
University of Auckland : The Academic Case for an Ongoing Relationship ,  Ju ly 
1 997. 

• Report to the Joint Institutional Committee of Auckland College of Education and 
University of Auckland on Strategic All iances from the Academic Subcommittee. 
August 1 997. 

• Personal files of the Researcher related to College mergers 1 997 - 2000 including 
communications to staff. 

• Draft Council Criteria for Future Directions (undated).  
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Administrative and Professional Restructuring 

• Papers amd Memoranda from the Principal , Auckland College of Education ("The 
Yellow Papers") related to the restructuring, 1 994. 

• Papers from Dean of Learning and Research Development related to the academic 
culture of the Auckland College of Education ,  1 995-1 997. 

Developing a Research C u lture 

• Minutes of the Research Development Committee, Auckland College of Education ,  
1 996 - 1 999. 

The Joi ntly Ta ught BEd Degree 

• Conference Materials, Review of the BEd Degree, 14 July 1 995. 

• Correspondence, Auckland College of Education and University of Auckland, 
related to BEd programme. 

• Management Committee Files (Minutes and Correspondence) , 1 996 - 1 997. 

• University Lia ison Committee Minutes 1 9995. 

• Papers and Meeting Notes from the Faculty of Education ,  University of Auckland 
related to the Review of the BEd degree. 

The Col lege P rovider BEd (Teach ing) Degree 

• A Degree of Progress, Good Teacher, November 1 996, p4 

• Proposal to establish a Bachelor of Education (Teaching ) Degree at the University 
of Auckland,  1 997. 

• Proposal to establish a Bachelor of Teaching Degree at the U niversity of Waikato, 
1 997. 

• lt's a Degree that's ACE, Education Review, 1 2  March 1 997, p. 1 4 . 

• Te Kuaka (News and Views from the Auckland College of Education), N ovem ber 
1 996. 

• Memoranda to Staff, Auckland College of Education, related to the development of 
the degree. 

• Correspondence between Auckland College of Education , the New Zealand 
Qual ifications Authority and the New Zealand Ministry of Education  related to the 
BEd (Teaching) degree, 1 996-1 998. 
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Appendix C 

Cod ing - Schematic O utl ine 

Main Category Sub-Category Sub-Heading A S u b-Heading 8 

ACE Structure Academic Board 

ACE Culture General 
Historical I Previous 

College Centres Hierarchy 
The Arts 
Health and PE 
Education 
Languages 
Mathematics 
Pasifika 
Practicum 
Professional Inquiry 
Science 
Technology 

College Sectors Early Childhood 
Primary 
Secondary Numbers 

Relation Primary 
Special Education 
Social Work 
Te Puna Wananga 

Change General 
Culture Equity 
Role of People Specific Persons 
Staff Expectations 
Resistance 

Change Management 

Change Process Consultation 
University College 

Community Sectors Early Childhood 
Primary 
Secondary 

Needs Schools I Centres 
Teachers Specifics 

Views Changes 
Programmes 
College Staff 
Research 

Consultation College Restructuring 
Provider Degree 

Environment Accountability 
Competitiveness 
Politics 
Pressure on Resources 

Industrial Workload Formula 
PPD 
SD 
Academic Career Path 
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Main Category Su b-Category Sub-Heading A Sub-Heading B 

Impact General Academic 
Programmes BPE 

Comparison Dip I Degree 
Students 
Staff 

Joint Degree General 
College I University General 

Relationships 
Review Philosophy 
Staff 

Leadership General 

Merger Previous (Sec/Prim) 
General 
Impact 
Reasons Economies of Scale 

Financial 
Status 

Provider Degree General 
Philosophy General 

Critical Theory 
Matrix 
Reflection 

Reasons 
Theory I Practice Links 
Impact Staff 

Students 
Programmes 

Reforms NZQA Research 
Culture Definition 

General 
Evidence 

I mpact Programmes 
Staff Activity 

Confidence 
Qualifications 
Time 

Resources 
Structures Personnel General 

Dean 
Committee 

Restructuring Philosophy 
Principles 
Reasons General 

Accountability 
Finance 
Political 

Staff Attitudes 
I mpact on 
Understanding 
Views of 

Staff Confidence 

Status Marginal 
Staff 
Col lege 

Tension Theory - Practice 
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Appendix D 

BEd (Teach i ng )  Matrix of the Dimens ions of Teacher Education 

The table below is the matrix of the d imensions of teacher education developed as an 

expression of the phi losophic underpinning of the BEd (Teaching) degree. lt is 

popularly referred to as "the matrix" . The development of the BEd (Teaching) degree 

was centered on this document (see Chapter 9) .  

DOMAINS PROFESSIONA KNOWLEDGE DISPOSITION I PERFORMANCE 
L DIMENSIONS 

Parallel to, and linking Establishing a foundation for on-going professional growth and development through internship and beyond. 

with, New Zealand Notes: 
Qualifications 1 The Knowledge, Disposition, Performance structure is derived from the INTASC', Model Standards for Beginning 
Authority QUALSET Teacher Licensing and Development 
Unit Standard TIUes. 2 End notes and bibliography are provided at the end of this document The sources listed have also, in most cases, 

contributed to this matrix in other areas. 

1 .0 Develops 1 . 1 A background 1 .2 A personal and 1 . 3  Recognition that own 1 .7 Participates in debate 
Professional in, and specialised' content knowledge is at or discussion related 
Perspectives understanding2 subject best partial and needs to to areas of knowledge 

of, National knowledge change and develop over in an informed and 
Curriculum intersecting with time. considered manner. 
related subject and extending 
matter. beyond relevant 1 .4 Commitment to 1 .8 Identifies, and actively 

curricula." supporting own seeks to redress, own 
development as a teacher limitations in 
with on-going teaming. background, 

knowledge or 
1 . 5 Open-mindedness with understanding. 

an enthusiasm for new 
knowledge and teaming. 1 .9 Note: For 

1 . 6  Note: Links with P ERFORMANCE 

· Develops Self Domain implications In the 

items: 1 6.5·16.8. Domain 'Works with 
Students' see: 9.14, 
1 0 . 1 1 , 13.11  below. 

2.0 Develops 2 1  An 2 2  A structural and 2.4 Confidence in the value 2.7 Critiques relevant 
Professional understanding working of what they teach. curricula in an 
Perspectives of relevant knowledge of informed and 
(coni' d) cunicula. curriculum 2.5 Enthusiasm for the considered manner. 

statements and subject. 
the philosophy 2.8 Able to justify what 
underpinning the 2.6 Willingness to reflect they teach.' 

discipline. critically on the process 
of curriculum 

Note: For 2.3 A knowledge of development and its 2.9 
the process by outcomes. P ERFORMANCE 

which curricula implications In the 

are developed Domain 'Works with 

and the historical Students' see: 9.1 1 ,  

and political 9.12, 9.14, 9.17, 10.10, 

Influences and 1 0. 1 2, 1 0.14 below. 

tensions which 
have shaped 
them. 

3.0 Develops 3.1 A professional' 
3.2 A contextualised' 

3.3 Recognition of 3.7 Identifies and 
Professional understanding broad theoretical physiological, social, a nalyses diversity of 
Perspectives of human knowledge of how cognitive, and cultural student background, 
(confd) development students develop factors contributing to talent and teaming 

(with an in-depth difference. needs. 
focus on an age 
range as a 3.4 Respect for, difference 3.8 Relates the 
specialisation). and diversity' in characteristics of 

individuals and groups. I ndividuals to 
developmental theory. 

3.5 Appreciation of the 
extent to which Individual 
student differences 3.9 Note: For 

influence and affect PERFORMANCE 

teaming and teaching. implications in the 
Domain 'Works with 

3.6 Note: Links with 'Works Students' see: 9.13, 

with Students' 1 0. 1 1 ,  1 1 .7, 1 1 .8, 13.9-

Domain items: 13.5-13.17. 1 2  below. 

4.0 Develops 4.1 A professional 4.2 A contextualised 4.3 Commitment to 4.6 Defends with 
Professional understanding knowledge of improving teaming reference to relevant 
Perspectives of theories of theories and outcomes for all theory, research 
(coni' d) teaming and models of students. and/or observation, 

teaching. teaming and the need for a teaming 
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teaching. 

5.0 Develops 5.1 An 5.2 
Professional understanding 
Perspectives of the 
(cont'd) historical, 

cultural and 
socio-political 
context in 
which teachers 
will practise. 5.3 

5.3a 

5.3b 

5.3c 

6.0 Develops 6.1  An 6.2 
Professional understanding 
Perspectives of the role and 
(cont'd) function of 

reflection In 
educational 
and 
professional 
practice. 

7.0 Develops 7.1  An 7.2 
Professional understanding 
Perspectives of the concept 
(cont'd) of 
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teaching. 

A contextualised 
knowledge of 
their own culture, 
biculturalism, 
cultural diversity, 
and equity Issues 
within NZ society. 

A contextualised 
knowledge of 
historical, 
economic, social, 
cultural and 
political factors 
which shape 
policy structures 
and practice In 
New Zealand 
Education. 

Appreciation of 
the moral and 
political nature of 
teaching. 

Awareness of the 
complexities of 
the teacher's role 
with respect to 
the wider 
historical, 
cultural, 
economic and 
socio-political 
landscape. 

Appreciation of 
the limits and 
possibilities of a 
teacher in 
Influencing policy 
and practice at a 
macro and micro 
level. 

Knowledge of 
theories of 
reflection in and 
on action.12 

Note: To be 
infonmed by 5.3, 
2.2, 4.2. 

A contextuallsed 
knowledge of 
dilemmas of 
values, beliefs 

• • 14 

4.4 

4.5 

5.4 

5.5 

5.6 

5.7 

6.3 

6.4 

6.5 

6.6 

7.8 

Recognition that environment to 
personal pedagogy and include varied 
practice is strengthened patterns of classroom 
when Informed by public interaction and 
theory.' multiple paths to 

knowledge." 

Appreciation that 
teaching Is often a non- 4.7 Considers an 
repllcative creative act10 increasingly wide 
involving an element of range of teaching 
experimentation and approaches and 
Innovation. strategies that reflect 

contemporary theory 
and practice. 

4.8 Analyses, critiques 
and refines own 
practice In light of 
contemporary theory 
about teaming and 
teaching. 

4.9 Note: For 
PERFORMANCE 
Implications in the 
Domains 'Works with 
Students' see: 9.14, 
9.16, 10.10-12, 1 1 .8, 
1 2.5�. 1 3.9·10, 13.12, 
14.11 below. 

Willingness to reflect 5.8 Actively promotes 
objectively and critically tolerance for diversity 
on Treaty of Waitangi in relation to such 
obligations in education. issues as race, 

gender, social class, 
Sensitivity to cultural and disability and religion. 
gender difference. 

5.9 Treats others justly 
Willingness to reflect and equitably. 
objectively and critically 
on principles of equity in 5 . 1 0  Analyses, critiques 
an educational context and refines own 

practice In the light of 
Recognition and prevailing soclo-
appreciation of the political contexts and 
values and attitudes held debates within the 
by individual members of education, and wider, 
the school community. community. 

5. 1 1  Demonstrates 
capacity to exercise 
professional agency 
with relation to the 
systems and 
structures with which 
they engage. 

5.12 Note: For 
PERFORMANCE 
implications in the 
Domains 'Works with 
Students' see: 10.1 1 ,  
1 1.7, 1 1 .9, 1 2.5�. 13.9, 
13.12, 1 4.9·12 below. 

Commitment to 6.7 Routinely seeks 
undertaking critical feedback and 
appraisal of self and undertakes critical 
own practice. appraisal of own 

actions. 
Open-mindedness. 

6.8 Demonstrates results 
Acceptance of self as of self appraisal and 
fallible" with potential reflection in 
for Improvement subsequent action. 

Note: For DISPOSITION 6.9 Draws upon bodies of 
Implications In the knowledge and 
Domains ·Develops theories associated 
Professional with various 
Perspectives' and disciplines to Inform 
' Develops Self see: reflection in or on 
5.7b and 1 6.5-16.8. practice. 

Sensitivity to 7.12 Demonstrates and 
consequences of own models behaviour 
emotions and appropriate to 
behaviour in ethical, situation (eg 



professionalls and attitudes professional, le!Jal, and sensitivity to others, 
m. Involving self and efficacy terms. courtesy, protocol 

students. professlonalism).11 
7.9 Awareness of own 

7.3 A knowledge of lnftuence as a role 7 . 1 3  Acts to foster self 
the professional, model. esteem, well being, 
ethical and legal and potential In self 
responsibilities 7.10 Awareness of need to and others. 
and obligations of establish reasonable 
teaching. and safe personal 7 . 1 4  Behaves In a manner 

boundaries to ensure consistent with 
7.4 A developing sustainable effective requirements (eg Jaw, 

knowledge of the performance. charter, policy) and 
framework of law, within professional 
regulations and 7.1 1 Recognition that boundaries.20 
policies that acting In a 
affect teachers' professional manner 7 . 1 5  Seeks t o  negotiate 
work.11 Involves more than an resolution to 

unquestionin,g professional 
7.5 A developing compliance.' dilemmas.21 

contextualised 
knowledge of the 7 . 1 6  Demonstrates 
management and strategies which 
decision-making protect self from 
structures which unhealthy levels of 
operate at various stress and prevent 
levels and sites bum-out. 22 
within the 
education 
system. 

7.6 A knowledge of 
political, 
economic, 
educational, 
social and 
environmental 
issues which 
affect teachers' 
work.11 

7.7 A contextualised 
knowledge of 
principles of 
stress 
management 

8.0 Develops 8.1 An 8.2 A contextualised 8.4 Recognition of the 8.6 Relates research 
Professional understanding knowledge of value of research In activity and findings to 
Perspectives of the notion of research refining and informing personal practice and 
(conrd) research and methodologies professional practice. philosophy. 

Its contribution and their 
to, and application. 8.5 View of self as a 8.7 Undertakes research 
application in, consumer and activity in an 
educational 8.3 A contextualised producer of research. educational context 23 
contexts. knowledge of the 

role of research In 
relation to teacher 
effectiveness and 
development. 
(see 4.1 above) 

9.0 Works with 9.1 An ability to 9.2 A contextualised 9.5 Recognition that 9. 1 1  Uses a range of 
Students monitor and knowledge of the assessment is a appropriate 

support purposes and central and essential assessment 
teaching and functions of element of effective strategies. 
teaming assessment. professional practice. 
through 9.12 Makes and applies 
assessment 9.3 A contextualised 9.6 View of assessment as Informed decisions 

knowledge of the an embedded" and about assessment and 
potential continuous component is able to justify these. 
strengths and of effective 
weaknesses of professional practice. 9.13 Uses assessment for a 
various range of purposes (eg 
assessment 9.7 View of assessment as to Identify students' 
procedures. a complex multi· prior levels of 

faceted, multipurpose achievement. needs, 
9.4 A contextualised activity with formative interests and learning 

knowledge of the and summative roles. styles). 
consequences of 
assessment 9.8 Appreciation of the 9.14 Uses assessment and 

need to critically own subject 
appraise own knowledge (see 1.1 
lntultions about and 2.1 above) when 
students." identifying individual 

studenfs 
9.9 Recognition of the understanding• and 

professional and legal misconceptions i n  
responsibility t o  report relevant curriculum 
regularly to students areas.21 
and careglvers. 

9. 1 5  Engages students In 
9. 1 0  Appreciation of the decisions regarding 

need to critically assessment 
appraise assessment 
strategies, procedures 9.16 Uses assessment data 
and consequences. to Inform and evaluate 

planning and teaching. 

9.17 Systematically 
assesses and records 
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1 0.0 Works with 
Students 
(cont'd) 

1 1 .0 Works with 
Students 
(cont'd) 

12.0 Works with 
Students 
(cont'd) 

336 

1 0. 1  

1 1 . 1  

1 2. 1  

A n  ability to 
plan effectively 
for learning. 

An ability to 
enhance and 
make effective 
use of the 
learning 
environment 21 

An ability to 
effectively 
promote and 
enable self-
managing 

10.2 A knowledge of 10.5 
principles, 
practices and 
purposes of 
planning 
(grounded in 1 0.6 
research 
findings, 
observation 
and 
experience). 

10.3 A knowledge of 
curriculum· 10.7 
specific 
requirements 
or conventions 
relating to 
planning for 
learning. 10.8 

10.4 A knowledge of 
criteria for 
determining 
the quality or 
appropriatenes 
s of 
educational 10.9 
resources. 

1 1 .2 A 1 1 .5 
contextualised 
knowledge of 
principles and 
practices of 
structuring the 
Indoor and 
outdoor 
physical 1 1 .6 
learning 
environment 

1 1 .3 A 
contextuallsed 
knowledge of 
principles and 
practices 
related to the 
creation and 
maintenance of 
an emotionally 
safe and 
supportive 
learning 
environment. 

1 1 .4 A knowledge of 
legal, policy 
and ethical 
factors which 
relate to the 
provision of a 
safe learning 
environment 
for students. 

12.2A contaxtuallsed 12.3 
knowledge of 
principles and 
practices of 
behaviour 

the progress of 
Individual pupils In 
accordance with 
national and site 
requirements. 

9.18 Analyses assessment 
records and reports to 
students I parents I 
careglvers In line with 
policy and ethical 
guidelines. 

9.19 Effectively balances 
the purposes of 
aueument. 

Appreciation that 10.10 Prepares structured 
effective planning is and balanced teaching 
fundamental to quality and learning 
professional practice. sequences consistent 

with appropriate 
Recognition of the discipline/curriculum. 
need for learning 
sequences to be 1 0. 1 1  Planned activity 
motivating and reflects asaessment 
engaging, challenging Information and Is 
yet achievable, and targeted In terms of 
varied in approach. Identified learning 

needs (eg prior 
Appreciation of the knowledge, Interests, 
need for critical learning styles). 
appraisal when 
selecting, adapting or 10.12 Teaching programme 
creating resources. reflects curriculum 

requirements. 
Willingness to utilise a 
diverse range of 10.13 Teaching supported 
resources Including by critically selected 
Information resources. 
technologies In 
support of 10.14 Planned activity 
professional practice. embraces a wide 

range of teaching 
Appreciation that approaches and 
planning is a strategies consistent 
fundamental element with the requirements 
with regard to or conventions of 
accountability. specific curricula. 

(see 2.1 above)" 

1 0. 1 5  Selects and/or 
prepares varied and 
relevant resources 
(making use as 
appropriate of 
technology) to support 
learning programmes. 

Recognition that the 1 1 .7 Structures the 
quality and safety of learning environment 
the learning In a way that 
environment maximises physical 
Influences the and emotional safety 
outcomes of teaching and support. 
and learning. 

1 1 .8 Structures the 
Commitment to a safe, learning environment 
dynamic and In a way that 
stimulating learning maximises challenge, 
environment. enjoyment, and a 

senae of purpose and 
achievement for 
students. 

1 1 .9 Structures the 
learning environment 
to meet legislative, 
policy and ethical 
standards of safety. 

Appreciation of the 12.5 Establishes and 
role of both the taacher maintains a learning 
and students In environment which la 
promoting a order1y and 
productive and well purposeful, safe and 



behaviour in management managed learning supportive, positive 
students. based both In climate which is and enjoyable. 

theory and conducive to student 
structured learning, development 12.6 Establishes and 
observation and self management. maintains a learning 
and environment which 
experience. 12.4 Respect for human fosters Independence, 

dignity. (see 1 3.7 personal 
below) responsibility and 

respect for others 
when working eo-
operatively. 

13.0 Works with 13.1  An ability to 1 3.2 A 1 3. 5  Commitment to 1 3.9 Establishes and 
Students effectively contextualised actively promoting maintains a learning 
(cont'd) promote and knowledge of opportunities for environment which is 

provide principles and learning" as part of a equitable, interesting 
opportunities practices developing personal and challenging, 
for learning. which may pedagogy. motivating and 

contribute to engaging, supportive 
an effective 13.6 Recognition of the and encouraging. 
personal responsibility for 
pedagogy. sparking a desire to 1 3. 1 0  Establishes and 

loam in all students maintains an 
1 3.3 Knowledge regardless of life environment in which 

from theory conditions. 31 planned learning 
and practice of outcomes are clear 
factors 1 3. 7  View of all students as and attainable yet 
affecting worthy of respect and challenging. 
student capable of success. 
motivation, 1 3. 1 1  Meaningfully applies 
commitment to 1 3.8 See links with own knowledge of 
task, and DISPOSITIONS 3.3-5, subject matter; 
success.11 

4.3, 5.7. engaging students 
within and across 

1 3.4 See links with disciplines. 
professional 
dimensions 1 3. 1 2  Interprets and 
4.1, 5.1, 6.1. portrays curriculum 

material In line with 
student capability and 
needs. 

1 3. 1 3  Models a n  enthusiasm 
for, and positive 
approach to learning. 

14.0 Works with 1 4. 1  A n  ability to 1 4.2 A knowledge of 14.7 Appreciation of need 14.9 Adopts a professional 
Students communicate principles and to adopt a professional orientation with all 
(cont'd) effectively with, practices of rather than personal students. 

and relate effective orientation to 
appropriately communication students. 31 1 4. 1 0  Establishes an 
to students. in a range of effective two way 

settings. 14.8 Appreciation of own rapport with all 
role in modelling students and is able to 

1 4.3 A knowledge of effective and relate to, and work 
principles and appropriate positively with them. 
practices of communication in a 
effective range of professional 1 4. 1 1  Communicates with 
interpersonal roles and contexts. clarity (eg Instructions 
skills. and expectations). 

14.4 A proficiency 1 4. 1 2  Own use of 
in the English language(s) provides a 
language. positive model 

particularly for those 
14.5 A proficiency for whom such 

in Te Reo Maori modelling may not be 
(to a level available in other 
appropriate to domains.n 

relevant 
curricula and 
to setting). 

1 4.6 A proficiency 
in language(s) 
other than 
English and 
Maori, (to a 
level 
appropriate to 
specific 
curriculum 
and/or setting). 

1 5. 0  Works with 1 5. 1  A n  ability to 1 5.3 A knowledge of 15.9 Appreciation of the 1 5. 1 2  Establishes an 
Colleagues communicate principles and collegial and effective rapport with 
and Wider and collaborate practices of Interpersonal nature of others and Is able to 
Community effectively with effective teachers worX34 and relate to, and work 

colleagues in communication the extent to which positively with them. 
the immediate in a range of effective 
and wider settings. communication is 1 5. 1 3  Contributes t o  group, 
educational crucial to the syndicate, department 
community. 15.4 A proficiency professional role. planning or corporate 

in the English endeavour. 
1 5.2 An ability to language. 1 5. 1 0  Commitment to 

communicate working as a member 1 5. 1 4  Meets requirements 
and collaborate 1 5.5 A proficiency of staff team(s) and in for systematic 
effectively with in Te Reo Maort partnership with the recording and 
parents, (to a level local community. reporting (with 
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caregivers, appropriate to specific guidance 
whanau and setting). 1 5. 1 1  Willingness to seek related to site policy 
members of the assistance in support and procedures). 
wider school 15.6 A proficiency of self and students. 
community. in language(s) 1 5. 1 5  Establishes effective 

other than liaison with 
Note: See also English and appropriate support 
5.7a, 5.7b and Maorl (to a agencies. 
5.7c. level 

appropriate to 1 5. 1 6  Articulates and 
setting). defends practices of 

teaching with 
1 5. 7  A knowledge of reference to the socio· 

the skills political context (see 
Involved in also 5.10). 
interpersonal 
communication 
and 
collaboration. 

1 5.8 A knowledge of 
a range of 
agents(cies) 
that can 
provide 
support for 
teachers and 
students. 

16.0 Develops 16.1 Capacity for 16.2 A 1 6.5 Recognition of 1 6.9 Identifies and sets 
Self continuing contextualised preservice preparation goals and strategies. 

professional knowledge of as providing an entry 
development. approaches to to a professional 16.10 Acts upon self-

teacher internship and career development 
appraisal. which is characterised strategies. 

by on-going appraisal 
16.3 A knowledge of and career..tong 

sources of professional 
professional development 
teacher 
development 1 6.6 Commitment to career-

long professional 
16.4 A knowledge of development 

the areas of 
ignorance31 as 1 6.7 Readiness to 
it applies to participate in a range 
own of professional 
professional development 
role and activities." 

implications of 
this. 16.8 Acceptance that own 

knowledge will always 
be incomplete and will 
need updating and 
development over 
time. 

338 



Bibl iog ra phy 

Ab bott, M .  ( 1 996) . Amalgamations and the changing costs of Victorian col leges of 
advanced education during the 1 970's and 1 980's. Higher Education Research 
and Development, 15(2) , 1 33-1 44. 

Adler, P . A. , & Adler, P. ( 1 994). Observational techniques. In N. K. Denzin & Y. S. 
Lincoln (Eds . ) ,  Handbook of qualitative research (pp. 377-392).  Thousand 
Oaks: Sage Publ ications. 

Alcorn , N. ( 1 995). Teacher education and the universities in New Zealand: Di lemmas 
and d irections. Waikato Journal of Education, 1(1 ) ,  1 9- 28. 

Alcorn , N. ( 1 999). Reviews of teacher education in  New Zealand 1 950-1 998: 
Continu ity, contexts and change. Waikato Journal of Education, 5, 63-76. 

Arbuthnott, J . ,  & Bone, T. (1 993). Anatomy of a merger. Higher Education Quarterly, 
4 7(2) ,  1 03-1 1 9 . 

Archibald , J .  R .  ( 1 97 4). Reactions to some aspects of the pre-service education of 
teachers. Unpublished MA thesis, University of Auckland, Auckland.  

Atkinson , P . ,  & Hammersley, M.  ( 1 994) .  Ethnography and participant observation.  I n  N .  
K. Denzin & Y.  S. Lincoln (Eds.) ,  Handbook of qualitative research (pp. 248-
26 1 ) . Thousand Oaks: Sage Publ ications. 

Auckland College of Education .  (1 996). Proposal for approval and accreditation of the 
Bachelor of Social Sciences (Teaching) volume 1 - submission (Submission 
Document ). Auckland: Auckland Col lege of Education. 

Auckland Col lege of Education.  (2001 ) .  Auckland College of Education 2001 calendar. 
Auckland: Auckland College of Education. 

Bachelor of Education Review Committee. ( 1 995a) .  Bachelor of Education review 
report (Review Report ) .  Auckland: University of Auckland I Auckland College of 
Education .  

Bachelor of Education Review Committee. (1 995b) . Summary of  submissions 
(Committee Report ) .  Auckland: U niversity of Auckland I Auckland College of 
Education. 

Bastien , D .  T. (1 992). Change in organisational culture: The use of l inguistic methods 
in corporate acquisition. Management Communication Quarterly, 5(4) ,  403-442. 

Seeker, H .  S .  ( 1 969) . Problems in the publication of field studies. I n  G .  J .  McCal l  & J .  L. 
Simmons (Eds. ) ,  Issues in participant observation: A text and a reader (pp. 260-
275). Menio Park: Addison-Wesley Publishing Company. 

Beeby, C.  E .  ( 1 986). Introduction . In W. L. Renwick (Ed . ) ,  Moving targets: Six essays 
on educational policy (pp. xi - xlv) . Well ington :  New Zealand Council for 
Educational Research. 

Bogdan,  R. C . ,  & Si lken, S. K. (1 998) . Qualitative research in education : An 
introduction to theory and methods ( 3 ed.) .  Boston: Allyn and Bacon . 

339 



Bosk, C. ( 1 996). The fieldworker and the surgeon. In C. D .  Smith & W. Kornblum 
(Eds.) ,  In the field: Readings on the field research experience (pp.  1 29-1 38) .  
Westport: Praeger. 

Boyer, E. ( 1 990). Scholarship reconsidered: Priorities of the professoriate. Princeton ,  
N J :  The Carnegie Foundation. 

Boyer, E .  ( 1 996). From scholarship reconsidered to scholarship assessed. Quest, 
48(2) ,  1 29-1 39.  

Bradley, D. ( 1 993). I l lusion or  reality? Diversity in the unified national system .  Journal 
of Tertiary Education Administration, 1 5(2) ,  1 1 7-1 39. 

Breuder, R. L .  ( 1 996) . Merger: The opportunities and cha llenges of institutional 
partnership .  Educational Record, 77( 1  ) ,  46-52. 

Bruner, E .  M.  ( 1 993) . I ntroduction : The ethnographic self and the personal self. In P. 
Benson (Ed. ) ,  Anthropology and Literature (pp. 1 -26). Urbana: University of 
I l l inois Press. 

Buono, A. F . ,  & Bowditch,  J .  L. ( 1 989). The human side of mergers and acquisitions. 
San Francisco: J ossey-Bass Publishers .  

Burkhardt, J .  ( 1 994) .  Getting to  yes on a merger. Planning for Higher Education, 22(2) ,  
1 9-24. 

Butchers, A. (1 932) .  The education system. Auckland: The National Printing Co. Ltd. 

Butterworth , R. , & Tarling ,  N .  (1 994). A shakeup anyway: Government and the 
universities in New Zealand in a decade of reform. Auckland: Auckland 
U niversity Press. 

Codd , J. ( 1 997) . Knowledge,  qual ifications and higher education: A critical view. In M .  
Olssen & K.  M .  Matthews (Eds.) ,  Education policy in New Zealand: The 1 990's 
and beyond (pp.  1 30-1 44) . Palmerston North: The Dunmore Press. 

Cohen, L . ,  & Manion,  L. ( 1 994) . Research methods in education ( 4 ed . ) .  London: 
Routledge. 

Col l ins, D. ( 1 998). Organisational change. London: Routledge. 

Col l ins, S. ( 1 987) . Rogernomics: Is there a better way? Wellington: Pitman. 

Cornett-De-Vito, M .  M . ,  & Friedman,  P .  G. ( 1 995). Communication processes and 
merger success: An exploratory study of four financial institution mergers. 
Management Communication Quarterly, 9( 1 ) ,  46-77. 

Cumming ,  1 . ,  & Cumming,  A. ( 1 978) . History of state education in New Zealand 1 840-
1975. Wellington :  Pitman Publishing New Zealand Ltd. 

Dale,  R. ( 1 994) . The state and education . I n  A. Sharp (Ed.) ,  Leap into the dark: The 
changing role of the state in New Zealand since 1 984 (pp. 68-88). Auckland: 
Auckland University Press. 

340 



Department of Education. ( 1 988a). Administering for excellence: Effective 
administration in education (The Picot Report) .  Well ington :  Government Printer. 

Department of Education .  ( 1 988b). Before five: Early childhood care and education 
working group (The Meade Report).  Well ington: Government Printer. 

Department of Education.  ( 1 988c). Learning for life. Wellington: Government Printer. 

Department of Education.  (1 988d).  Report of the working group on post-compulsory 
education and training (The Hawke Report).  Wellington: Government Printer. 

Department of Education. (1 988e). Tomorrow's schools: The reform of educational 
administration in New Zealand. Well ington :  Government Printer. 

Department of Education.  (1 989). Learning for life two. Well ington: Government Printer. 

DiMaggio, P. J . ,  & Powel l ,  W. W. (1 99 1 ) .  I ntroduction.  In P. J. DiMaggio & W. W. 
Powell (Eds . ) ,  The new institutionalism in organisational analysis (pp. 1 -38) . 
Chicago: The University of Chicago Press. 

Ducharme, M. ,  & Ducharme, E. ( 1 996). A study of teacher educators: Research from 
the USA Journal of Education for Teaching, 22( 1 ) ,  57-70. 

Easton ,  B. (1 997) . In stormy seas: The post-war New Zealand economy. Dunedin: 
University of Otago Press. 

Finnegan, D. E . ,  & Gameson ,  Z. F. ( 1 996). Discipl inary adaptions to research culture in 
comprehensive institutions. Review of Higher Education, 1 9(2), 1 4 1 - 1 77. 

Firestone, W. A (1 993). Alternative arguments for general ising from data as appl ied to 
q ualitative research. Educational Researcher, 22(4) ,  1 38-1 5 1 . 

F letcher, W. J .  (2001 ) .  A sense of community: The Christchurch College of Education 
1 877 - 2000. Christchurch: Christchurch Col lege of Education. 

Gamage, D. ( 1 993). The reorganisation of the Australian higher educational institutions 
towards a unified national system.  Studies in Higher Education, 1 8( 1  ), 8 1 -94. 

Gamage, D. T. ( 1 992a). La Trobe and Lincoln merger: The process and outcome. 
Journal of Educational Administration, 30(4), 73-89. 

Gamage, D. T. ( 1 992b). Recent reforms in Austral ian higher education with particu lar 
reference to institutional amalgamations. Higher Education, 24, 77-91 .  

Gibbs, C . ,  & Aitken,  G. (1 995). Qualification standards for education in teaching: 
endorsed unit standard titles for qualifications in primary and secondary teacher 
education. Wellington: New Zealand Qual ifications Authority. 

Gibson, R. ( 1 986). What is critical theory? In R. G ibson (Ed.) ,  Critical Theory and 
Education (pp. 1 - 1 9) .  London:  Hodder and Stoughton. 

G laser, H .  G . ,  & Strauss, A L. ( 1 967). The discovery of grounded theory: Strategies for 
qualitative research. Chicago: Aldine Publishing Company. 

341 



Gold, R. L. ( 1 969). Roles in sociological field observations. In G .  J .  McCall & J. L. 
Simmons (Eds. ) ,  Issues in participant observation: A text and reader (pp. 30-
39). Menio Park :  Addison-Wesley Publishing Company. 

Gordon, L. ( 1 999). From nation-bui lding to profit-making: The past, present and future 
of schooling in New Zealand. I n  M. Thrupp (Ed.) ,  A decade of reform in New 
Zealand education: where to now? (pp. 247-259). Hamilton: School of 
Education ,  U niversity of Waikato. 

Grace, G. ( 1 998). Critical policy scholarship: reflections on the integrity of knowledge 
and research.  In G. Shacklock & J. Smyth (Eds. ) ,  Being reflexive in critical 
research and social research (pp. 202 - 21 7) .  London: Falmer Press. 

Grudnoff, L . ,  & Middleton, S. (1 998) . Tensions in teacher education for the 21st 
century. Paper presented at the NZCTE 4th Biennial Conference ,  University of 
Waikato. 

Harman, G. ( 1 98 1 ) . The "razor gang decisions": The guidelines to the commissions 
and commonwealth education pol icy. Vestes: The Australian Universities 
Review, 24(2) ,  28-40. 

Harman, G .  ( 1 983) . Research on institutional amalgamations in tertiary education :  
concepts, classificatory schemes and relevant literature. Journal of Tertiary 
Educational Administration, 5(2) ,  1 1 3-1 29. 

Harman,  G. ( 1 988) . Studying mergers in higher education. I n  G .  Harman & V. L. Meek 
(Eds.) ,  Institutional amalgamations in higher education process and outcome in 
five countries (pp. 1 -7) .  Arm idale: Department of Administrative and Higher 
Education Studies, University of New England. 

Harman, G . ,  & Meek, V. L. (Eds. ) .  ( 1 988). Institutional amalgamations in higher 
education : process and outcomes in five countries. Armidale: Department of 
Adm in istrative and Higher Education Studies, University of New Eng land. 

Hawke, G. R .  ( 1 988). Report on post-compulsory education and training in New 
Zealand (The Hawke Report).  Wellington :  New Zealand Government. 

Hermansson ,  G .  L. , & Webb, S .  B .  ( 1 993). Gu idance and counselling in  New Zealand: 
Weathering a decade of transformation. The International Journal for the 
Advancement of Counselling, 6(3) ,  231 -227. 

H ouse of Representatives.  ( 1 939). Appendices to the Journals of the House of 
Representatives (AJHR) - Education Department Annual Reports. Well ington :  
New Zealand Government. 

Hyman, R.  ( 1 974). Industrial relations: A marxist introduction. London: Macmil lan.  

Janesick, V. J .  ( 1 994) .  The dance of q ualitative research design:  Metaphor, 
methodolatry, and meaning. I n  N. K. Denzin & Y. S .  Lincoln (Eds . ) ,  Handbook 
of qualitative research (pp. 209-21 9) .  Thousand Oaks: Sage Publ ications. 

J esson, B.  ( 1 999) . Only their purpose is mad. Palmerston North : The Dunmore Press. 

Jesson, J. ( 1 998) . Research at ACE : What is it about? (Discussion paper ) .  Auckland: 
Auckland College of Education.  

342 



Jesson ,  J. (2000). Caught in the contradictions: New Zealand teacher education.  In  A 
Scott & J .  Freeman-Moir (Eds. ) ,  Tomorrow's teachers: International and critical 
perspectives on teacher education (pp. 56-73) . Christchurch: Canterbury 
University Press/Christchurch College of Education.  

Judge, H . , Lemosse, M. ,  Paine, L. ,  & Sedlak, M.  ( 1 994) . The university and the 
teachers. Oxford: Triangle Books. 

Keen , D.  (2001 ) . In a class of its own: A Dunedin College of Education anniversary 
history. Dunedin :  Dunedin College of Education .  

Kelsey, J .  ( 1 995a) . The New Zealand experiment. Auckland: Auckland University 
Press/Bridget Wil l iams Books. 

Kelsey, J. ( 1 995b). The New Zealand experiment: A world model for structural 
adjustment. Auckland: Auckland University Press/Bridget Wil l iams Books. 

Kelsey, J. ( 1 999) . Reclaiming the future. Well ington :  Bridget Wil l iams Books. 

Kitching , J. (1 967). Why do mergers miscarry? Harvard Business Review, 46(6), 84-
1 01 .  

Knight, D . ,  & O'Nei l l ,  A ( 1 988) . Mating and amalgamating.  I n  G. Harman & V. L. Meek 
(Eds . ) , institutional amalgamations in higher education process and outcome in 
five countries (pp. 67 -72) .  Armidale: Department of Administrative and H igher 
Education Studies. 

Kuh, G. D . ,  & Robinson, B. M.  ( 1 995) . Friends, brothers, and some sisters: Using 
cultural research to guide the merger of two seminaries. The Review of Higher 
Education, 1 9( 1  ) , 7 1 -92. 

Kuhn, T. S .  ( 1 962) . The structure of scientific revolutions. Chicago:  The University of 
Chicago Press. 

Landman,  M. ( 1 995). ACE as an academic community (Discussion Paper ) .  Auckland: 
Auckland College of Education. 

Layder, D .  (1 993). New strategies in social research. Cambridge: Blackwel l .  

Lewis, D .  (1 992). Communicating Organisational Culture. Australian Journal of 
Communication, 1 9(2), 47-57 . 

Lewis, D. (1 994). Organisational change: Relationship between reactions and 
organisational performance. Journal of Organisational Change Management, 
7(5),  4 1 -55. 

Lincoln,  Y.  S. ,  & Gruba , E.  G.  ( 1 985).  Naturalistic inquiry. Newbury Park: Sage 
Publications. 

Lomas, G., & Windross, S. (1 998) . Seizing the opportun ity Part IV: Developing the 
shape and structure of the degree of Bachelor of Education (Teachi ng). ACE 
Papers : Working papers from the Auckland Col/ege of Education(2) , 28-36. 

Lomas, G . ,  Windross, S . ,  & Landman, M. (1 996) . To degree or not to degree or 
breaking new ground: narratives of developing the degree of Bachelor of 

343 



Education (Teaching) at the Auckland College of Education. Paper presented at 
the Teacher Education to Standards, Dunedin. 

Lamas, G . ,  Windross, S., & Landman,  M.  ( 1 997). Seizing the opportunity Part 1 :  The 
orig ins of the Auckland College of Education Degree of Bachelor of Education 
Teaching . ACE Papers: Working papers from the Auckland College of 
Education(1 ) ,  1 4 -1 8. 

Lucas, C.  J. ( 1 996) . Crisis in the academy: Rethinking higher education in America. 
New York: St Martins Press. 

Luke,  T. W. ( 1 99 1  ). Touring hyper-reality: Critical theory confronts informational 
society. I n  P.  Wexler (Ed . ) ,  Critical theory now. London: The Falmer Press . 

Mahoney, D .  ( 1 990) . The Rise of the Austral ian comprehensive university. Higher 
Education Research and Development, 9( 1 ) , 7-20. 

Mahoney, D .  ( 1 995) . Academics in an era of structural change: An Austra lian 
experience. Higher Education Research and Development, 1 4( 1 ) ,  87-1 05. 

Martin, C. D. ( 1 996) . The involuntary push: University mergers and their effect on 
postgraduate management education in South Austral ia .  Journal of Educational 
Administration, 34(3), 83-91 . 

Martin,  J .  ( 1 994) .  An academic action plan for faculty involvement, curriculum revision, 
and professional development. In J .  Martin & J. E .  Samels & Associates (Eds. ) ,  
Merging colleges for mutual growth ( 1  ed. ,  pp .  75-1 00) . Baltimore:  The John 
H opkins University Press. 

Martin, J . ,  & Samels, J. E .  ( 1 994). Achieving academic excellence through strategic 
mergers .  In J. Martin & J .  E. Samels & Associates (Eds. ) ,  Merging colleges for 
mutual growth ( 1  ed . ,  pp. 3-2 1 ) . Baltimore: The John Hopkins University Press. 

Mayer, A. ( 1 994). Strategic planning for growth mergers. In J. Martin & J .  E. Samels & 
Associates (Eds. ) ,  Merging colleges for mutual growth ( 1  ed . ,  pp. 1 03-1 1 6) .  
Baltimore :  The John Hopkins University Press. 

Maykut, P . ,  & Morehouse, R. ( 1 994) . Beginning qualitative research: A philosophic and 
practical guide. London: The Falmer Press. 

McGrath , D. ( 1 988) .  Reorganisation or amalgamation? The merg ing of Auckland 
Teachers Col lege and Secondary Teachers College. In G. Harman & V. L. 
Meek (Eds . ) ,  Institutional amalgamations in higher education process and 
outcomes in five countries (pp. 1 8 1 -1 96) .  Armidale: Department of 
Administrative and Higher Educational Studies, University of New England. 

McGrath ,  D. ( 1 994a) . ACE restructuring (Memo to staff ) .  Auckland: Auckland College 
of Education. 

McGrath ,  D. ( 1 994b). ACE restructuring No 2 (Memo to staff ) .  Auckland: Auckland 
Col lege of Education. 

McGrath ,  D .  ( 1 994c) . Designing the future (Report to staff, ACE ) .  Auckland: Auckland 
Col lege of Education.  

344 



McGrath, D .  ( 1 994d). Restructuring ACE (Memo to staff ) .  Auckland: Auckland College 
of Education. 

McGrath,  D .  ( 1 994e). Submissions on restructuring (Memo to staff ) .  Auckland: 
Auckland College of Education.  

McGrath , D .  ( 1 994f) . Teacher education : Dreams of autonomy or n ightmares of control .  
In J .  D. Marshal !  (Ed . ) ,  Revisiting the "reforms" in education (pp. 49-60) . 
Auckland: Faculty of Education University of Auckland. 

McGrath , D. ( 1 995a). Letter to BEd review. Auckland Col lege of Education .  

McGrath,  D .  ( 1 995b). Practicalities, professional training of teachers and unit standards 
(Conference paper ) .  Auckland: University of Auckland/Auckland College of 
Education .  

McGrath , D .  ( 1 995c) . A proposal for an  ACE teaching degree (Memo to  staff ).  
Auckland: Auckland College of Education.  

McGrath, D. ( 1 995d) . Restructuring the academic Board (Memo to the Academic 
Board) .  Auckland: Auckland College of Education . 

McHoul ,  A . ,  & Grace, W. ( 1 998). A Foucault primer: discourse, power and the subject. 
Dunedin :  University of Otago Press. 

Merger Working Party. (1 995) . A proposal to merge Palmerston North College of 
Education and Massey University. Palmerston North: Palmerston North College 
of Education/Massey University. 

Metzger, W. ( 1 982). On institutional mergers and acquisitions. Academe: American 
Association of University Professors, March - April, 1 -3. 

Meyer, J .  W. , & Rowan ,  B. (1 991 ) .  I nstitutionalised organisations: Formal structure as 
myth and ceremony. In W. W. Powell & P.  J .  DiMaggio (Eds.) ,  The New 
institutionalism in organisational analysis (pp. 41 -62) .  Ch icago: The University 
of Chicago Press. 

M iddleton , S. ( 1 999). Achieving reasonable flexibility within relatively rigid frameworks. 
Paper presented at the ODLAA Flexible Learning Conference, Geelong, 
Victoria, Austral ia. 

Middleton , S. (2000a) . Putting leadership in its place: New perspectives on changing 
the culture. Paper presented at the Teacher Education Forum of Aotearoa New 
Zealand Conference, Christchurch. 

M iddleton,  S. (2000b) . Stepping back to go forward: Ethical dimensions of researching 
changes from the inside. Paper presented at the Annual  Conference of the New 
Zealand Association for Research in Education, Waikato University. 

M iddleton ,  S. (2001 ) .  Sharing the burden: Collaborative relationships between tertiary 
institutions in a competitive environment. Paper presented at the A TEM New 
Zealand Branch Conference 200 1 ,  Massey U niversity. 

M il lard, R. M. ( 1 99 1 ) . Today's myths and tomorrow's realities. San Francisco: Jossey
Bass Publ ishers. 

345 



Ministry of Education . ( 1 992). Education for the 2 1 st century. Wellington :  New Zealand 
Ministry of Education. 

M in istry of Education .  (1 993). The New Zealand curriculum framework. Well ington: 
New Zealand Min istry of Education . 

Morton Johnson,  C . ,  & Morton ,  H .  ( 1 976) . Ounedin Teachers College: The first hundred 
years. Dunedin :  Dunedin Teachers College Publications Committee. 

Nance, D . ,  & Fawns, R. ( 1 991 ). The clash of el ites in academe: Wil l amalgamation 
bring i ntegrity to  teacher training? Higher Education Review, 24( 1 ) ,  50-56. 

Nationa l  Advisory Counci l  on the Training of Teachers. ( 1 965) . The control of teachers 
colleges ( 3). Wel l ington :  New Zealand Government. 

New Zealand Business Roundtable. ( 1 988). Reforming tertiary education in New 
Zealand. Well ington:  New Zealand Business Roundtable. 

New Zealand Business Roundtable. (200 1 ) . http://www.nzbr. org.nz. Well ington : New 
Zealand Business Roundtable. 

New Zealand Department of Education.  ( 1 977).  First report of the teachers college 
university working party on developments bewteen teachers college and 
university in teacher education. Wellington:  Department of Education .  

New Zealand Qualifications Authority. ( 1 991 ) .  Designing the framework: A discussion 
document about restructuring national qualifications. Well ington : NZQA. 

New Zealand Qual ifications Authority. ( 1 992). The framework and colleges of 
education. Well ington: New Zealand Qual ifications Authority. 

New Zealand Qual ifications Authority. (1 995). Tertiary Action Group: Consultation with 
stakeholders. Well ington.  

New Zealand Qual ifications Authority. (1 996) .  Approval and accreditation for degree : 
Auckland College of Education Bachelor of Education (Teaching). Auckland: 
New Zealand Qual ifications Authority. 

New Zea land Qual ifications Authority. (2001 a) .  http://www. nzqa.govt.nz. Well ington :  
NZQA. 

New Zea land Qual ifications Authority. (2001 b) . The New Zealand register of quality 
assured qualifications.  Wel l ington:  NZQA. 

Noonan , R. ( 1 994). The good, the bad and the ugly education reforms 1 988-1 994. In J .  
Marshal !  (Ed . ) ,  Revisiting the 'reforms' in education (pp. 1 8-26) . Auckland: 
U niversity of Auckland Faculty of Education. 

O lssen , M . ,  & Matthews, K. M. ( 1 997) . I ntroduction . In M .  O lssen & K. M.  Matthews 
(Eds . ) ,  Education policy in New Zealand (pp. 7-46). Palmerston N orth: The 
Dunmore Press. 

Openshaw, R. ( 1 996) . Between two worlds : The history of Palmerston North College 
of Education. Palmerston North :  Dunmore Press. 

346 



Openshaw, R .  ( 1 998) . Back to the future in teacher education: Some historical 
influences upon current mergers. Palmerston North: Massey U niversity College 
of Education.  

Patrickson, M . ,  Bamber, V. , & Bamber, G .  J .  ( 1 995) . Organisational change studies. 
Melbourne: Longman Austral ia Pty Ltd. 

Patterson ,  G .  ( 1 991 ) .  New Zealand universities under the fourth Labour Government. 
Palmerston North :  Department of Management Systems, Massey U niversity. 

Patton,  M. Q. ( 1 978). Utilization-focused evaluation. Beverly H il ls: Sage P ublications. 

Patton , M. Q .  ( 1 990). Qualitative evaluation and research methods ( Revised ed. ) .  
Newbury Park CA: Sage Publ ications Inc. 

Peters, M . ,  Marshal ! ,  J . ,  & Massey, L. ( 1 994) . Recent educational reforms in Aotearoa 
New Zealand. In E. Coxon & K. Jenkins & J .  Marshal !  & L. Massey (Eds. ) ,  The 
politics of learning and teaching in Aotearoa-New Zealand. Palmerston North: 
The Dunmore Press. 

Peters, M . ,  & Roberts, P. (1 999). University futures and the politics of reform in New 
Zealand. Palmerston North :  The Dunmore Press. 

Pettigrew, A. ( 1 985) . Awakening giant: Continuity and change in !Cl. Oxford :  Blackwell .  

Pritchard , R.  M .  ( 1 993) . Mergers and l inkages in British higher education.  Higher 
Education Quarterly, 4 7(2) , 80-1 02. 

Punch, K. F .  ( 1 998). Introduction to social research: Quantitative and qualitative 
approaches. London: Sage Publ ications. 

Ravenscraft, D. J. (1 987). The 1980's merger wave: An industrial organisation 
perspective. Paper presented at the The Merger Boom Conference, Melvin 
Vil lage, New Hampshire .  

Ransome, P .  ( 1 992) . Antonio Gramsci: A new introduction. Hemel Hempstead: 
Harvester Wheatsheaf 

Rowley, G. (1 997). United we stand: A strategic analysis of mergers in higher 
education. Public Money and Management, 1 7, 7-1 2. 

Samels, J. E. ( 1 994). Higher education mergers, consolidations, consortia, and 
affi l iations: A typology of models and basic legal structures.  I n  J .  Mart in & J. E. 
Samels & Associates (Eds . ) ,  Merging colleges for mutual growth ( 1  ed . ,  pp. 22-
41 ) .  Baltimore: The John Hopkins University Press. 

Schon,  D. A. ( 1 987). Educating the reflective practitioner: Toward a new design for 
teaching and learning in the professions. San Francisco: Jossey Bass. 

Schon, D .  A. ( 1 995). The reflective practitioner: How professionals think in action. 
Aldershot: Arena. 

347 



Schwartz, M .  S . ,  & Schwartz, C. G .  ( 1 969) . Problems in participant observation.  I n  G. J .  
McCa l l  & J .  L.  S immons (Eds . ) ,  Issues in participant observation. Menlo Park: 
Addison-Wesley. 

Scott, R. (1 988). The amalgamation of James Cook University with the Townsvil le 
College of Advanced Education:  Prel iminaries to implementation . In G. Harman 
& V. L. Meek (Eds. ) ,  Institutional amalgamations in higher education process 
and outcomes in five countries (pp. 1 1 -38). Armidale: Department of 
Administartive and Higher Education Studies, Un iversity of New England. 

Scott, W. R. ( 1 995). Institutions and organisations ( 1 ed. ) .  Thousand Oaks: Sage 
Publications. 

Smedley, L. ( 1 997) . Partnerships or research: The challenge; the chances. Paper 
presented at the Third National Cross Faculty Practicum Conference, Adelaide, 
Austral ia.  

Smyth, J .  (Ed . ) .  ( 1 987) . Educating teachers: Changing the nature of pedagogical 
knowledge. London; New York: Falmer Press. 

Smyth, J . ,  & Shacklock, G .  ( 1 998) . Behind the "cleansing" of socia lly critical research 
accounts. I n  G .  Shacklock & J .  Smyth (Eds . ) ,  Being Reflexive in Critical 
Educational and Social Research. London : Falmer Press. 

Snook, I .  (1 993). Teacher  education: A sympathetic appraisal .  Delta(47) ,  1 9-30. 

Snook, I .  (1 994) .  Revisiting the reforms. I n  J .  Marshal !  (Ed . ) ,  Revisiting the 'reforms' in 
education (pp. 6- 1 7) .  Auckland: University oif Auckland Faculty of Education .  

Snook, I .  (1 996) . Preface to history of the Palmerston North College of Education. I n  R.  
Openshaw, Between two worlds: A history of Palmerston North College of 
Education 1 956- 1996 (pp. 9- 1 2) .  Palmerston North :  the Dunmore Press. 

Stake, R. E. ( 1 994). Case studies. I n  N. K. Denzin & Y. S. Lincoln (Eds. ) ,  Handbook of 
qualitative research (pp. 236-247) .  Thousand Oaks: Sage Publications. 

Strauss, A ,  & Ju l iet, C. ( 1 994) . Grounded theory methodology. In N. K. Denzin & Y.  S .  
L incoln  (Eds . ) ,  Handbook of qualitative research (pp. 273-285). Thousand 
Oaks: Sage Publ ications. 

S ull ivan ,  K. (1 997) . What should count as work in the "ivory tower". Palmerston N orth :  
N ew Zealand Association for Research in Education.  

Tem ple,  P. ,  & Whitchurch, C .  (1 994). An international perspective: Recent growth 
mergers in British higher education . I n  J .  Martin & J .  E. Samels & Associates 
(Eds . ) ,  Merging Colleges for Mutual Growth (1 ed . ,  pp. 209-226) . Baltimore :  The 
John Hopkins U niversity Press. 

Tertiary Education Advisory Commission . (2001 a) . Shaping a shared vision: The first 
report of the Tertiary Education Advisory Commission. Wellington: Ministry of 
Education .  

Tertiary Education Advisory Commission. (2001 b) . Shaping the funding framework: 
Fourth report of the Tertiary Education Advisory Commission. Well ington:  
Ministry of Education. 

348 



Tertiary Education Advisory Commission.  (2001 c). Shaping the system : Second report 
of the Tertiary Education Advisory Commission. Well ington: Min istry of 
Education. 

Thompson, H. L. ( 1 985) .  Considering a merger? Planning for Higher Education, 1 3(3), 
2 1 -26. 

Tolbert, P. S . ,  & Zucker, L. G. ( 1 996) . The institutional ization of institutional theory. I n  
S. R .  Clegg & C. Hardy & W. Nord (Eds.) ,  Handbook of  Organisational Studies 
(pp. 1 75-1 90) . Thousand Oaks: Sage. 

Tolich , M . ,  & Davidson ,  C. ( 1 999) .  Starting fieldwork. Auckland: Oxford University 
Press. 

Treasury. (1 984). Economic management. Well ington :  Government Printer. 

Treasury, (1 987) .  Government management: Brief to the incoming government. 
Wellington:  Government Printer. 

Weeks, K. M. (1 987). Creative options: College mergers and institutional 
reassessment. Lex Collegii, 1 1  (2), 1 -5 .  

Well ington, M.  ( 1 985) . New Zealand Education in Crisis. Auckland: Endeavour Press. 

Welsh, J. F.  ( 1 994) . The Role of trustees and governing boards in college and 
un iversity mergers. In J. Martin & J .  E. Samels & Associates (Eds . ) ,  Merging 
colleges for mutual growth ( 1  ed . ,  pp. 42-58).  Baltimore: The John Hopkins 
University Press. 

Wilson , S. M . ,  Schulman, L. S . ,  & Richert, A. E.  (Eds.) . ( 1 987). Exploring teachers'  
thinking. London: Cassel Education Ltd . 

Windross, S . ,  & Lomas, G. ( 1 998a) . A matrix of the dimensions of teacher education .  
ACE Papers, 2,  8-27 . 

Windross, S . ,  & Lomas, G .  (1 998b) . Seizing the opportunity- Part I l l :  Developing the 
matrix of the dimensions of teacher education. ACE Papers: Working papers 
from the A uckland College of Education(2) , 8-27. 

Wolcott, H. F. ( 1 988) .  Ethnographic research in education. In R. M. Jaeger (Ed.) ,  
Complementary methods for research in education (pp. 1 87 -249). Washington: 
American Educational Research Association. 

349 


	20001
	20003
	20004
	20005
	20006
	20007
	20008
	20009
	20010
	20011
	20012
	20013
	20014
	20015
	20016
	20017
	20018
	20019
	20020
	20021
	20022
	20023
	20024
	20025
	20026
	20027
	20028
	20029
	20030
	20031
	20032
	20033
	20034
	20035
	20036
	20037
	20038
	20039
	20040
	20041
	20042
	20043
	20044
	20045
	20046
	20047
	20048
	20049
	20050
	20051
	20052
	20053
	20054
	20055
	20056
	20057
	20058
	20059
	20060
	20061
	20062
	20063
	20064
	20065
	20066
	20067
	20068
	20069
	20070
	20071
	20072
	20073
	20074
	20075
	20076
	20077
	20078
	20079
	20080
	20081
	20082
	20083
	20084
	20085
	20086
	20087
	20088
	20089
	20090
	20091
	20092
	20093
	20094
	20095
	20096
	20097
	20098
	20099
	20100
	20101
	20102
	20103
	20104
	20105
	20106
	20107
	20108
	20109
	20110
	20111
	20112
	20113
	20114
	20115
	20116
	20117
	20118
	20119
	20120
	20121
	20122
	20123
	20124
	20125
	20126
	20127
	20128
	20129
	20130
	20131
	20132
	20133
	20134
	20135
	20136
	20137
	20138
	20139
	20140
	20141
	20142
	20143
	20144
	20145
	20146
	20147
	20148
	20149
	20150
	20151
	20152
	20153
	20154
	20155
	20156
	20157
	20158
	20159
	20160
	20161
	20162
	20163
	20164
	20165
	20166
	20167
	20168
	20169
	20170
	20171
	20172
	20173
	20174
	20175
	20176
	20177
	20178
	20179
	20180
	20181
	20182
	20183
	20184
	20185
	20186
	20187
	20188
	20189
	20190
	20191
	20192
	20193
	20194
	20195
	20196
	20197
	20198
	20199
	20200
	20201
	20202
	20203
	20204
	20205
	20206
	20207
	20208
	20209
	20210
	20211
	20212
	20213
	20214
	20215
	20216
	20217
	20218
	20219
	20220
	20221
	20222
	20223
	20224
	20225
	20226
	20227
	20228
	20229
	20230
	20231
	20232
	20233
	20234
	20235
	20236
	20237
	20238
	20239
	20240
	20241
	20242
	20243
	20244
	20245
	20246
	20247
	20248
	20249
	20250
	20251
	20252
	20253
	20254
	20255
	20256
	20257
	20258
	20259
	20260
	20261
	20262
	20263
	20264
	20265
	20266
	20267
	20268
	20269
	20270
	20271
	20272
	20273
	20274
	20275
	20276
	20277
	20278
	20279
	20280
	20281
	20282
	20283
	20284
	20285
	20286
	20287
	20288
	20289
	20290
	20291
	20292
	20293
	20294
	20295
	20296
	20297
	20298
	20299
	20300
	20301
	20302
	20303
	20304
	20305
	20306
	20307
	20308
	20309
	20310
	20311
	20312
	20313
	20314
	20315
	20316
	20317
	20318
	20319
	20320
	20321
	20322
	20323
	20324
	20325
	20326
	20327
	20328
	20329
	20330
	20331
	20332
	20333
	20334
	20335
	20336
	20337
	20338
	20339
	20340
	20341
	20342
	20343
	20344
	20345
	20346
	20347
	20348
	20349
	20350
	20351
	20352
	20353
	20354
	20355
	20356
	20357



