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Abstract

This thesis develops an understanding of how, historically, Education as an area of
study (Education) has been constructed at each of the five universities in the State of
Western Australia. The motivation for the study was the claim made by some academics
that historically Education has been marginalised in certain universities in the UK, the
USA and Australia, and that this marginalisation was intensified by a negative attitude
towards its association with teacher preparation. Very little evidence, however, has been
put forward to support this claim, thus highlighting a major neglected area of research.
This thesis is a response to such neglect in relation to the situation in one state in
Australia.
The focus of the thesis is on the ‘preactive curriculum’ as represented in the
plans and syllabi that outline what was included in programs and courses. An ‘internal’
analysis of relevant documents was conducted along with an ‘external’ analysis which
considered the broader social, economic and political context. It was recognised that a
study of the ‘interactive curriculum’ also needs to be conducted to gain insights into
how the ‘preactive curriculum’ was mediated by lecturers and students. From the outset,
however, it was deemed that this would constitute a further major study in itself.
Three fundamental aspects of the study of Education were identified during the
study, namely, the structure Education, the orientation of Education, and the content of
Education. The central argument of the thesis is that the structure of Education at the
universities in Western Australia developed along common lines. Each university was
engaged in initial teacher preparation, professional development for practising teachers,
higher degree studies and research. The orientation of Education, however, varied
considerably between institutions and also within them over time. The most prominent
were the ‘academic’, ‘integrated’, ‘vocational’, ‘technical’, ‘pragmatic’ and
‘professional’ orientations. The content of Education at the five universities also varied.
Such variation offered breadth of opportunity for students. It also meant that,
collectively, the universities served the needs of the State and their students by
providing relevant and flexible curricula beyond what would have been possible in a
‘one size fits all’ model. Furthermore the claim that there was tension regarding the
inclusion of ‘Education’ as an area of study within Australian universities generally, is
not upheld for the Western Australian context.
i

While this thesis contributes to an understanding of how, historically, Education
as an area of study has been constructed in one State in Australia, much further research
remains to be done in this field of curriculum history. In particular, future research
could focus on the way in which Education, along with other areas of university study,
have been constructed in the other states of Australia and overseas. The identification of
areas of contestation and omissions from courses are also worthy of consideration. Finegrained studies of this nature could collectively make an important contribution to the
understanding of the history of developments in the university curriculum at a macro
level. Such work would, in the fullness of time, contribute to new understandings about
institutionalised learning at tertiary level and provide historical insights to inform
current practice as universities continue to try to find their way in a global society.
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CHAPTER ONE

INTRODUCTION

This thesis reports a study aimed at developing an understanding of how, historically,
Education has been constructed as a field of study at the five universities in Western
Australia. Three fundamental aspects of the study of Education were identified during
the study, namely the structure of the study of Education, the orientation of the study of
Education, and the content of the study of Education. Structure refers to the components
of the study of Education which reflect its overall purpose. Orientation refers to the
overriding principle or tradition which is reflected in the way in which the activities
within the components are undertaken, while content describes the various topics,
questions or issues which are addressed.
The central argument of the thesis is that the structure of the study of Education
at the universities in Western Australia developed along common lines. That is, each
university included initial teacher preparation, professional development for practising
teachers, and higher degree studies and research. The orientation of the study of
Education, however, varied considerably between institutions and also within them over
time. The most prominent orientations were the academic, integrated, vocational,
technical, pragmatic and professional. What was predominant at each university at any
one period of time was largely influenced by the history and culture of the institution,
the social, political and economic context, academic leadership, and the views of
scholars in the field. The content also varied, although there was a common core
relevant to the local educational context. The variation which emerged offered breadth
of opportunity for students in the State who were able to select an institution and course
to meet their individual educational needs, while collectively it enabled the universities
to serve the needs of the State and their students, providing relevance and flexibility
beyond that possible in a ‘one size fits all’ model.
The remainder of this chapter is in three parts. The first part identifies the
stimulus for the study and, in doing so, refers to the claim made from time to time that
Education has been marginalised within the university sector. The second part outlines
the contribution of the study to the body of literature on the history of education and
particularly on the history of curriculum. The third part details the research approach
which underpinned the study and presents a number of conceptual frameworks which
1

suggested ways of thinking about the data during the initial stages of analysis. Here,
also, the structure of the thesis is outlined.

The Stimulus for the Study
The stimulus for the study reported in this thesis arose from considering claims that
historically there has been resistance to the introduction of Education as an area of study
in some universities in the UK and the USA. Frequently, the argument has been that the
opposition was to teacher preparation, which was seen as the core of Education as an
area of study. For example, it has been noted that as early as 1890, in response to a
suggestion to establish a department of education at Oxford University, “there were
voices, powerful voices, within the university that spoke against any such contact with
the professional training of teachers”.1 Subsequently, it has been claimed, the
resentment associated with teaching led, throughout the 1900s, to a polarisation of
views concerning the legitimacy of studies in Education within the university
curriculum. On the one hand, there was a desire to escape completely to “the high
ground of theory and respectability”, as it often tended to be put, while on the other
hand there were those who argued for the importance of becoming immersed in recent
and relevant experience, uninformed by theoretical perspectives.2 Associated tensions, it
has been argued, hindered the acceptance of Education as a university area of study.3
Research on the situation in the US has resulted in similar claims. For example,
it has been concluded that attempts to establish teacher training at Columbia University
met with resistance; there was a “depth and strength of antiteacher education in the
university” caused by a “general underestimation of the work of the teacher” and the
“low regard in which it was held”.4 Indeed it has been claimed that teacher education
was not able to shed the reputation of “marginal academic respectability” due to the
lingering effect of its ‘normal school’ past and to its tenuous position between the
demands of schools for relevance and demands of the academic disciplines for
substantial research.5 The response to this pressure by some leading university
departments of Education, especially in their early years, was to ignore teacher

1

R. Pring, ‘Academic respectability and professional relevance’, in P. Gordon (ed.), The Study of
Education, Volume 4, London, Woburn Press, 1996, p. 122.
2
Ibid.
3
J. W. Tibble (ed.), The Study of Education, London, Routledge and Kegan Paul, 1966, p. 125.
4
E. Reinhardt, American Education An Introduction, New York, Harper and Brothers Publishers, 1954,
p. 170.
5
D. Corrigan and M. Haberman, ‘The context of teacher education’, in W. R. Houston (ed.), Handbook of
Research on Teacher Education, New York, MacMillan Publishing Co., 1990, p. 206.
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education and concentrate instead on graduate training and research.6 This enabled them
to dissociate themselves from the “female and lower-class world of public schools”
while still remaining relevant through post-graduate courses providing training for
school administrators.7 While there is little commentary on what effect the divorce from
teacher preparation had on the status of Education as an area of study in these instances,
it has been suggested that this was a minority position and, in most cases, a short-lived
experience, with education departments eventually accepting the need to incorporate
teacher preparation into their activities.8
For some time, various educationalists in Australia have also claimed that
Education as an area of study has been marginalised within some universities
throughout the nation.9 Indeed some have gone so far as to claim that in certain
instances there has been hostility towards the inclusion of the study of Education within
the university curriculum. In particular, it has been suggested that “teacher training was
never accepted at the Universities of Sydney and Melbourne in the same manner as the
professional training courses such as Medicine, Law or Engineering”.10 The suggestion
was that this was a legacy of the association of teaching with the public service and
apprenticeship training. Opposition to the establishment of a School of Education at La
Trobe University was made on similar grounds.11
More recently, Gill12 has referred to what she considers to be “the problem” of
what she terms Education’s “Cinderella status” within universities, claiming that some
academics in Education are made to feel like “imposters in the university sector”.13 Gill
also referred to what she saw as the polarisation caused by the discrimination between
those who could claim they really belonged within the university sector as a result of
their research activities and those who were fully occupied teaching large classes in
teacher education programs.14 More recently still, Webster has claimed that the study of
6

S. Feiman-Nemser, ‘Teacher preparation: Structural and conceptual alternatives’, in W. R. Houston
(ed.), Handbook of Research on Teacher Education, p. 215.
7
M. B. Ginsburg, ‘Teacher education and class and gender relations: A critical analysis of historical
studies of teacher education’, Educational Foundations, 2, 1987, pp. 4-36.
8
S. Feiman-Nemser, ‘Teacher preparation: Structural and conceptual alternatives’, p. 215.
9
See for example, B. Bessant and A. Holbrook, Reflections on Educational Research in Australia,
Victoria, AARE, 1995, p. 266.
10
B. Bessant and A. Holbrook, Reflections on Educational Research in Australia, Victoria, AARE, 1995,
p. 266.
11
R. Pring, ‘Academic respectability and professional relevance’, p. 122.
12
J. Gill, ‘Having our work cut out! Reflections on the Australian Association for Research in Education
and the current state of Australian educational research’, The Australian Education Researcher, Vol. 31,
No.1, April 2004, p. 4.
13
J. Reid, ABC Radio National Interview, 11 November 2004.
14
J. Gill, ‘Having our work cut out! Reflections on the Australian Association for Research in Education
and the current state of Australian educational research’, p. 5.
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Education is “becoming at best marginalised and frequently avoided” as it is redefined
by the focus on techniques, skills, methods and competencies as a result of an obsession
with economic usefulness, accountability and performance objectives.15
Despite such references to the marginalisation of Education as a university area
of study, it is clear that this view has not been substantiated by any serious research, at
least within the Australian context. In this it is reflective of the fact that, on the broader
scene, research on the curriculum across a wide variety of academic disciplines is
neglected. The study reported here, which is an historical analysis of the construction of
Education as a field of study at the five universities in Western Australia, makes a
contribution to this neglected field. Specifically it identifies, describes and analyses the
major phases in the construction of Education as an area of study at The University of
Western Australia,

Murdoch University,

Curtin University of Technology, Edith

Cowan University and the University of Notre Dame Australia.
The state of Western Australia is an excellent setting for this study. It has five
universities, each of which has offered Education as an area of study from an early
stage. The University of Western Australia, established in 1911, is a traditional
‘sandstone’ university. Although its original curriculum included the classics, it also
had a utilitarian focus much like the new state universities in the American west and
mid-west.16 Murdoch University began when a plan to expand The University of
Western Australia to include a University College south of the Swan River (which
bisects the city of Perth) was abandoned by the State Government in favour of
establishing an autonomous university.17 The intention was to establish a flexible
tertiary institution able to respond to the demands of employers and professions and to
provide an alternative education to that offered in more traditional universities. Curtin
University of Technology, previously the Western Australian Institute of Technology,
had its origins in technical education in Western Australia and grew into a large
organisation with a strong focus on vocational education. Edith Cowan University
emerged from the amalgamation of the colleges of advanced education, originally
teacher training colleges, when the binary divide in higher education in Australia came
to an end. Finally, the University of Notre Dame Australia, the only private university
in Western Australia, was established under State legislation, The University of Notre
15

R. Webster, ‘Is ‘Education’ becoming irrelevant in our research?’, Australian Journal of Teacher
Education, Vol. 29, No. 1, June 2004.
16
W. D. Neal (ed.), Education in Western Australia, Perth, UWA Press, 1979, p. 114.
17
Ibid., p. 277.
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Dame Australia Act 1989, and a Canonical statute from the Archdiocese of Perth, and
draws on the traditions of Catholic education. This small university is located in the
centre of the harbour city of Fremantle, some twenty kilometres south of Perth.
The study of the construction of Education as an area of study at each of these
institutions is based on the premise that university fields of study are sites of
contestation, where different interest groups struggle for influence and power.18 In this
regard, Hargreaves19 argues that academic fields of study are “more than groupings of
intellectual thought. They are social systems too. They compete for power, prestige,
recognition and reward”. While this position has been adopted in exploring the history
of school subjects, it can equally be applied to the study of the history of how academic
areas of study at university, including Education, have been constructed.

The Contribution of the Study
The study reported in this thesis contributes to the body of academic literature in the
history of education, while it also constitutes a resource to inform policy and practice.
Regarding the former, one way of categorising the great body of literature in the field of
the history of education up until the late 1960s and indeed through much of the 1970s, is
to see it as centred on three main themes: the history of educational thought and thinkers
in education; the history of educational systems; and the history of policy in education.
Beginning with Plato and the Greeks, studies of the first type have ranged from a focus
on the ideas of the likes of Mill, Rousseau, Pestalozzi, Froebel, Montessori and Dewey,
and were expounded on in the works of those like McCallister20 and Ulich.21 Regarding
studies of the second type, namely, those in the field of the history of educational
systems and institutions, significant contributions for the US scene were made by
Kandel,22 Reisner,23 Cubberley24 and Cremin,25 amongst others. Their texts, which were
often used in teacher preparation courses, tended either to celebrate the virtues of the

18

I. F. Goodson, The Making of Curriculum Collected Essays, New York, Falmer Press, 1988.
A. Hargreaves, Curriculum and Assessment Reform, Toronto, OISE Press, 1989, p. 56.
20
W. J. McCallister, Growth of Freedom in Education: A Critical Interpretation of Some Historical
Views, London, Constable, 1931.
21
R. Ulich, History of Educational Thought, New York, American Book Company, 1950.
22
I. L. Kandel, History of Secondary Education: A Study in the Development of Liberal Education,
Massachusetts, Houghton Mifflin, Boston, 1930.
23
E. H. Reisner, Nationalism and Education since 1789: A Social and Political History of Modern
Education, New York, Macmillan, 1922.
24
E. P. Cubberley, Public Education in the United States: A Study and Interpretation of American
Educational History, Massachusetts, Houghton Mifflin, Boston, 1919.
25
L. A. Cremin, The Wonderful World of Ellwood Patterson Cubberley: An Essay on the Historiography
of American Education, New York, Teachers College Columbia, 1965.
19
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educational system, or lament what needed to be overcome.26 Thirdly, the history of
educational policy focused for a long time on particular achievements gained through
legislation, including raising the school leaving age, improving financial support,
legislating with regard to the training of teachers, and centralisation or decentralisation
of administrative services. Here the works of Gosden27 for the UK, and Spring28 and
Warren29 for the US were notable.
Reflecting back on these three broad approaches in the history of education,
Gordon and Szreter30 in the late 1980s, were quite critical. They claimed that the
histories of educational thinkers, for example, tended to focus too much on biographical
details without connecting the works to the realities of the day. Furthermore, they
asserted that historical studies of educational institutions tended to focus only on elite
establishments and, in the main, glorified their achievements, while the studies of
legislation failed to move beyond description to engage in critical appraisals of
developments. Similarly Talbott,31 while referring to the bibliography in the field as
being enormous, claimed that it was “lopsided” and “mainly concerned with house
history and the ideas of pedagogical reformers”. Overall, his conclusion was that much
of the work in the field was “insubstantial” and “seldom addressed to the sorts of
questions with which historical scholarship is concerned”.32
One response to the criticism was to move away from history of education as a
core area of study within educational studies, and particularly within teacher preparation
programs, towards a much greater concentration on such ‘new’ educational ‘disciplines’
as curriculum theory and educational administration. The expansion of research in such
‘new’ areas was driven by a notion that they have more ‘practical relevance’. This new
focus contributed to “a popular misconception” that older educational fields like history
of education were “at best unfashionable and at worst irrelevant”.33 At the same time it
has been contended that there was a failure to recognise that while the new fields of

26

H. Silver, ‘Aspects of neglect: the strange case of nineteenth century education’, Oxford Review of
Education, 3 (1), 1977, pp. 57-69.
27
P. H. Gosden, The Development of Educational Administration in England and Wales, Oxford,
Blackwell, 1966.
28
J. H. Spring, The Sorting Machine: National Educational Policy since 1945, New York, McKay, 1976.
29
D. R. Warren (ed.), History, Education and Public Policy: Recovering the American Educational Past,
California, McCutchen, Berkeley, 1978.
30
P. Gordon, and R. Szreter (eds.), History of Education: The Making of a Discipline, England, Woburn
Press, 1989, p. 6.
31
J. E. Talbott, ‘The History of Education’, in P. Gordon and R. Szreter (eds.), History of Education The
Making of a Discipline, p. 143.
32
Ibid.
33
Ibid., p. 238.
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study related directly to the working of the educational system, their practice depended
“upon the deployment of methodologies and approaches drawn from the older
educational disciplines”. For example, it was pointed out that “without some proper
consideration of the history of education, there can be no curriculum theory”.34
From considerations so far it should not be concluded that the history of
education as an area of academic study remained stagnant. Indeed, in many respects it
has flourished. The major international journals in the field are thriving, a number of
significant handbooks summarizing the nature and extent of scholarship in the field
have been produced, and international conferences in the area take place regularly.
These are hosted by national societies in history of education as well as by interest
groups within such larger educational groupings as the American Educational Research
Association and the European Educational Research Association. The field itself is
characterised by the adoption of a wide variety of theoretical approaches to research,
including post-positivist, neo-Marxist, feminist and postmodernist approaches. Greater
use than in the past is also made of oral testimonies, and various social concepts and
models are drawn upon to enhance understanding of issues. Also, the field is no longer
focused primarily on schools. Instead, it has a great variety of foci, including higher
education, non-formal education, the history of literacy, and the history of gender and
education, to name but a few.
Despite such developments, however, it is arguable that the heart of the
educational enterprise, namely teaching and curriculum is an area still in need of much
investigation. Indeed the whole area of the history of curriculum is a relatively new one
within the study of the history of education. This is not to overlook the contributions
which some have made in the USA and the UK. For example, Tanner and Tanner35
examined the history of the American school curriculum, while Cunningham,36
Musgrave37 and McCulloch38 focused on school subjects in England and Wales.
Perhaps most significant with regard to the history of the school curriculum is the work
of Goodson39 which relates to school subjects. Yet, much remains to be done, and
particularly so in the case of the history of curriculum outside the primary and
34

Ibid., p. 239.
D. Tanner and L. Tanner, History of the School Curriculum, New York, Macmillan, 1989.
36
P. Cunningham, Curriculum Changes in the Primary School since 1945, London, Falmer Press, 1988.
37
P. W. Musgrave, Socialising Contexts: The Subject in Society, Sydney, Allen and Unwin, 1988.
38
G. McCulloch, ‘Curriculum history in England and New Zealand’, in R. Lowe (ed.), History of
Education Major Themes Volume I, London, Routledge Falmer, 1987.
39
I. F. Goodson, The Making of Curriculum Collected Essays, New York, Falmer Press, 1987.
35
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secondary school sectors. This is especially so in the case of the history of the university
curriculum, including the history of Education as a university area of study, although
some indications of the potential of the field have been provided in the case of the
history of psychology by Danziger,40 the history of law by Mitchell41 and the history of
medical psychology by Donnelly.42 More recently Frank and Gabler investigated the
shifts in emphasis in university teaching and research over the twentieth century and
noted a significant redistribution away from both the humanities and natural sciences in
favour of the social sciences, including studies in Education. Furthermore, they
documented a change in emphasis away from basic disciplines in favour of applied
disciplines (including Education), during a period when “the static separation of the
ivory tower from society at large grew suspect, and the special virtues of basic or pure
university knowledge lost salience”.43
Notwithstanding what has been said so far, the indications are that works on the
history of the university curriculum are slowly emerging. This is not for the want of
scholarly apparatus suited to the task. The work of many educational historians such as
Chambliss,44 Ravitch,45 Borman,46 Warren,47 Houston48 and Urban,49 for example, attest
to the broad array of approaches in exploring the history of Education as an area of
study in the USA. Some of the conclusions are also interesting. In particular, Urban has
commented on the development of university education departments which came “fairly
swiftly after universities themselves were founded”.50 He argued that the focus of
universities at the time was on advanced study and research and therefore their approach
to the study of Education was much less technical than that of the normal schools
40

K. Danziger, Constructing the Subject: Historical Origins of Psychological Research, Cambridge,
Cambridge University Press, 1990.
41
W. Mitchell, ‘Essay on the early history of the law merchant’, cited in J. Starr and J. Collier (eds.),
History and Power in the Study of Law: New Directions in Legal Anthropology, Ithaca, Cornell
University Press, 1989.
42
M. Donnelly, Managing the Mind: A Study of Medical Psychology in Early Nineteenth Century Britain,
London, Tavistock Publications, 1983.
43
D. J. Frank and J. Gabler, Reconstructing the University: Worldwide Shifts in Academia in the 20th
Century, California, Stanford University Press, 2006, p. 62.
44
J. Chambliss, The Origins of American Philosophy of Education: Its Development as a Distinct
Discipline, The Hague, Martinus Nijhoff, 1965.
45
D. Ravitch, The Troubled Crusade: American Education, 1945 to 1980, New York, Basic Books, 1983.
46
K. Borman, ‘Foundations of education in teacher education’, in W. Houston (ed.), Handbook of
Research on Teacher Education.
47
D. Warren, ‘Learning from experience; History and teacher education’, Educational Researcher, 14
(10), 1985.
48
W. R. Houston (ed.), Handbook of Research on Teacher Education.
49
W. J. Urban, American Education: A History, New York, McGraw, 1996.
50
W. J. Urban, ‘Historical studies of teacher education’, in W. Houston (ed.), Handbook of Research on
Teacher Education, p. 63.

8

responsible for teacher education. Indeed, university departments of education
attempted to provide a science of education and in doing so aligned the development of
Education as an area of study with theoretical subjects such as philosophy and
psychology. It was not long, however, before the universities developed an interest in
issues facing high schools and then declared an interest in preparing teachers, mainly in
response to political pressure to justify their existence. This led to what Urban described
as “two poles within which most educational activity was conceived”, namely, the
interests of the academy at one end and the interests of the classroom at the other end.51
Warren52 argued that these should not be opposing positions and that in fact university
Education departments should have two main concerns, namely educational research
and practitioner professional preparation, with the concerns of each informing the other.
This view was strongly supported by Johnson53 who made a powerful comparison
between medicine and education as areas of study within the university, highlighting the
role of science and research in informing medical practice and noting the absence of a
similar relationship with Education.
A significant expression of the importance of the history of the study of
Education by educational historians was when it was chosen as the conference theme by
the International Standing Conference of the History of Education for its annual
conference in 1995. A wide variety of papers was presented. Raftery,54 for example,
focused on the philosophical foundations of early curriculum development, others like
Drewek55 focused on certain time periods, and others yet again focused on the
contributions of particular individuals and educational movements to the development
of the field.56 A number of works also took a broad sweep. Coolahan, for example,
examining the study of Education in modern Ireland, concluded that Education as an
area of study within the university sector there had, for a long time, a very low status
and was seriously undervalued, largely because of its association with teacher

51

W. J. Urban, American Education: A History, p. 65.
D. Warren, ‘Learning from experience: History and teacher education’.
53
W. R. Johnson, ‘Empowering practitioners: Holmes, Carnegie and the lessons of history’, History of
Education Quarterly, 27, 1979, p. 221.
54
D. Raftery, ‘Ideological differences in the first formal programmes of education for Catholic and
Protestant women in Ireland’, Proceedings of the International Standing Conference for the History of
Education, Montreal, 1995. Selected papers from this conference were published in Pedagogica
Historica, Supplementary Series Vol. III, 1998.
55
P. Drewek, ‘Educational studies as an academic discipline in Germany at the beginning of the 20th
century’, Pedagogica Historica, Supplementary Series Vol. III, 1998, pp. 175-194.
56
D. Waterkamp, ‘Robert Ulich: Ideal universalism. A German emigrant’s contribution to educational
studies in the USA’, Pedagogica Historica, Supplementary Series Vol. III, 1998, pp. 311-332.
52
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preparation.57 He has provided a similar exposition of this position in a more recent
work.58
Aldrich and Crook59 argued in similar vein regarding the history of Education as
a university subject in England, concluding that “university departments of education
were engaged in low level work” as a result of the association with teacher training.60
More recently Richardson’s61 account of the changing fortunes of educational studies in
the UK from 1940 to 2002 revealed that Education as an area of study was regarded
with “academic disdain”, resulting in the separation of research and scholarship from
the practical aspects of education. He argued that in an attempt to prove that Education
was a systematic field of study which could guide politicians, administrators and
teachers, academics had incorporated into it philosophical, historical and social strands,
thus displaying an “intellectual milieu” which could only be interpreted as
“modernism”.62
Richardson’s work identified the internal and external forces shaping the
development of Education as an area of study in the UK, including pressure to expand
higher education provision, growing concern over the quality of secondary schools,
government inquiries into teacher preparation, revision of the school curriculum and the
tension between conceptual clarity and academic respectability. He claimed that such
forces were able to take hold because “the organizing assumptions of education research
and thus the conceptual underpinnings of educational studies itself remain uncertain and
fragile”.63 He went on to suggest the need for a conceptual framework for the study of
Education in which “theory and practice are fused and closely related to a broad
understanding of the workings of society that is neither imperious nor doctrinaire” if
this uncertainty is to be addressed.64 In this he argued along lines similar to Ward,65
who proposed that Education Studies should provide a “critical analysis of educational

57

J. Coolahan, Two Centenary Lectures, Dublin, Our Lady of Mercy College, Blackrock, 1981.
J. Coolahan, ‘The development of educational studies and teacher education in Ireland’, Educational
Research Perspectives, Vol. 31, No. 2, 2004, pp. 30-47.
59
R. Aldrich and D. Crook, ‘Education as a university subject in England: An historical interpretation’,
in P. Drewek and C. Luth (eds.), History of Educational Studies, Gent, Pedagogica Historica,
Supplementary Series,1996, pp. 122-138.
60
R. Aldrich and D. Crook, ‘Education as a university subject in England: An historical interpretation’, p.
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policy and professional practice and thus be relevant not only to future teachers, but
also for a range of careers as well as simply for academic interest”.66
There are very few studies on the history of the construction of Education as an
area of study in Australia which are comparable to that undertaken by Richardson. This,
however, this is not to overlook the valuable work of Hyams,67 Turney,68 Turner69 and
Kyle70 on the history of universities, teachers’ colleges and prominent individuals
within Education Studies in Australia. Selleck’s71 recent work on the history of
Melbourne University gives some attention to the history of the overall curriculum, but
understandably is not concerned specifically with Education as a field of study, as it is a
general work. A valuable overview of the history of teacher education in Australia has
been produced recently by Aspland.72 To reiterate, however, no comprehensive history
of Education as an area of study in any Australian university, not to mention
comparative histories in the area, has been produced to date.
The study reported in the remainder of this thesis is offered as one attempt to
address the deficit in this regard in that it aimed to develop an understanding of how,
historically, Education has been constructed as an area of study at the five universities
in Western Australia. In addition to addressing the large gap which exists in the
academic literature regarding the history of education, the exposition presented in the
remaining chapters of this thesis can also be seen as being useful for policy makers and
practitioners. This is to take heed of Marwick’s statement that “a full understanding of
human behaviour in the past makes it possible to find familiar elements in present
problems and makes it possible to solve them more intelligently”.73 O’Donoghue makes
the same point specifically in relation to the history of education when he states that
historical studies in education have “a crucial role to play because it is hardly possible
to understand a present-day issue without a sound knowledge of its background
development”.74 McCulloch makes an even stronger case when he argues that “the
66
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interplay between past and present has a special resonance when we are dealing with
education. To augur the future we must try to understand the past”.75
The same position has been adopted by those who have argued the importance
of the sub-field of educational history generally known as curriculum history.
Curriculum historians, it is held, play a particularly valuable role in unearthing and
rendering visible the longstanding contested terrain of the curriculum.76 In particular, it
is contended, curriculum history provides a meaningful perspective for contextualising
curriculum development to counteract the trend towards what Goodson and Anstead
refer to as “the ahistorical and atheoretical character of curricular reform efforts”.77
They argue that curriculum history should aim to scrutinise, test and contribute to
educational theory. To achieve this, the study of curriculum history needs to go beyond
the “transcendendent expectation of basic change…to look for alteration followed by
regression, for change attempted and aborted in one place to emerge unexpectedly
elsewhere”.78 This position was clearly kept in mind in the development of the
exposition outlined in the remaining chapters of this thesis since it is a work where the
focus of the curriculum historian is on how a specific area of study within the university
curriculum was constructed over a certain period of time. As the next section points out,
however, this was not the only theoretical framework which informed the research as it
proceeded.

The Research Approach
The overall notion underpinning the study is based on the premise that university fields
of study are sites of contestation, where different interest groups struggle for influence
and power.79 In this the lead was taken from Hargreaves’80 premise that academic fields
of study are “more than groupings of intellectual thought. They are social systems too.
They compete for power, prestige, recognition and reward”. While it is recognised that
this position has been adopted in various ways in exploring the history of school
subjects, it was considered that it could equally be applied to the study of the history of
how academic areas of study at university, including Education, have been constructed.
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Particular attention was paid to the pioneering work of Goodson over twenty years ago
on the history of school subjects. Goodson’s position rejects the view of the written
curriculum as a “neutral given”, proposing instead that the curriculum is “a social
artifact, conceived of and made for deliberate human purposes”.81 As such, curricula
could be seen as continually changing bodies of knowledge, skills and beliefs reflecting
diverse interests of sub groups and alliances which shift frequently over time.
Furthermore, Goodson asserted that the various interest groups are often in pursuit of an
array of conflicting professional, ideological and political goals.82 Franklin took up this
same position much later, suggesting that while such an interpretation is uncontested,
“curriculum historians were not the progenitors of this viewpoint”.83 He elaborated on
this, arguing that ideas relating to the social construction of certain elements of reality
probably emanated from traditions such as the sociology of knowledge, symbolic
interactionism and other branches of social science.84
It was considered that, notwithstanding Franklin’s qualifying position, the
application of Goodson’s position to the historical study of curriculum provided a useful
starting point for the study reported in this thesis. A fundamental assertion of Goodson
is that attention needs to be given by curriculum theorists to historical studies which
examine complex changes over time, rather than focusing on snapshots of unique events
taking place at the present time. From his perspective, by focusing on the recurrence of
events over time it is possible to discern explanatory frameworks. That is, it is not
simply recapturing the past which is important. Rather there is a need to provide
historical knowledge which can be used by policy makers and planners to make
decisions about the present and inform our future goals. While these positions have
been explicated in relation to the history of school subjects they equally apply to the
history of how academic areas of study at the university level have been constructed.
Goodson argued that in order to do develop this historical perspective,
curriculum history should be studied at both the preactive and interactive level. To
engage in the study of curriculum history at the preactive level is to focus on the plans
or syllabi that outline what is included in a course or program. This is the same as
arguing first for the study of what Labaree calls the “rhetorical curriculum” or what
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should be taught.85 It involves studying not only the structures and patterns within the
documents, but also identifying the various individuals and interest groups who were
involved in their production, and the nature and extent of their influence. On the other
hand, to study curriculum history at the interactive level is to focus on how the preactive
curriculum was mediated in the classrooms, how the subjects or disciplines were taught,
what strategies and activities were used, what experiences students had, and what
learning processes took place.
Goodson made a case for focusing initially on the preactive level in the study of
the history of individual school subjects in order to increase understanding of the
influences and interests active at this level. He also contended that this will:
… further our knowledge of the values and purposes represented… and
how preactive definition, notwithstanding individual and local variations,
may set parameters for interactive realisation and negotiation in the
classroom and the school.86
The study reported in this thesis heeded Goodson’s advice by focusing on the preactive
curriculum as a basis for investigating how Education has been constructed as an area of
study in the universities in Western Australia. A study of the interactive curriculum
would demand a focus on the interactions which take place in classrooms, lecture
theatres and other learning sites, examining how Education as an area of study was
mediated by lecturers. This is recognised as important work, but from the outset it was
deemed to be a separate project; it was engaged in only to the extent that it offered
further insights to the emerging understanding of the preactive curriculum.
To argue that the focus of the study reported here was on the preactive
curriculum is synonymous with saying that it deals with the construction of Education
as an area of university study. Within such parameters the analysis of the preactive
curriculum was undertaken at two levels: an ‘internal’ analysis of various curriculum
documents; and an ‘external’ analysis to ensure that consideration was given to the
broader environmental, social, economic and political context. This structure was
governed by an approach to the study of curriculum outlined by O’Donoghue,87 which
suggests that in addition to studying the patterns and structures in the documents, the
various individuals and interest groups involved in their production should also be
considered. Furthermore, as in the work of Glegg, it was recognised that the analysis
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should be located within the wider context which incorporates the social, political,
economic, philosophical and more recently, technological influences.88
A wide variety of sources was used in developing the associated narrative.
Primary sources located largely within the archives at each university were especially
valuable. These included manuscripts, personal papers, printed material such as early
faculty handbooks or course outlines, minutes of meetings, education reports, reports of
royal commissions and committees of inquiry, and oral accounts. All such sources are
important because, as O’Donoghue puts it:
The associated concepts can best be learned through consulting various
curriculum documents including legislation, school programs, official
letters, reports, and recommendations of commissions of inquiry,
biographies, political speeches, minutes, newspaper extracts and
textbooks.89
Understanding the evidence which emerged from this rich array of primary sources
demanded that it be viewed within the broader context of time and place. To this end the
existence of a wide variety of secondary sources was invaluable.
The relationship between the primary and secondary sources is a critical one.
Some schools of thought in historical research argue that primary data should only be
addressed after the secondary sources have provided the framework for the development
of an hypothesis. More ‘traditional’ historians would claim that this theory-driven
approach prevents the researcher from approaching the evidence with an open mind,
preferring instead to start with the evidence and come up with the interpretations. The
method adopted in undertaking this study blended the two approaches.
After consulting an array of literature the following set of guiding questions90
regarding the situation in Western Australia was generated to get the study underway:
•
•
•

What were the reasons for Education emerging as a university area of study at each
of the universities?
How has Education as a university area of study been constructed and reconstructed
over time?
What influences, emphases or phases in the construction of Education as an area of
study are discernable over time?
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•

What issues, conflicts and compromises have occurred in the construction of
Education as an area of study at each of the universities?

As the data were collected and analysed, further reading became necessary to identify
causes and explanations. Since the documentary evidence studied was written for
contemporary purposes at the time, evidence was also analysed in terms of the
constraints in knowledge which may have existed as well as in terms of reliability of
sources, time limitations, exaggeration, inaccuracies, biases and misrepresentation.
Simultaneously, the secondary sources were consulted for external verification of
interpretations in addition to assisting in developing contextual knowledge.
The handling of the sources was not simply a matter of reading through them. It
was important to ask questions about them and to compare and relate them to one
another in order, not only to seek answers to questions, but also to reveal new ones.
According to O’Donoghue, this is a major task in researching curriculum history “since
it gives educationalists a cognitive map which allows them to locate a problem within
some set of meanings”.91 Marsh similarly argues that the analysis of historical
documents relating to curriculum provides insights “not only about how curriculum was
taught in a particular historical period, but also why and for whom”.92 In similar vein,
Seddon suggests that the evidence should be scrutinised for insights into the complex
relationships between the past, present and the future and that curriculum history
knowledge should help to make decisions about the present and to inform our future
goals.93 Also, Tanner argues that historical documents on curriculum help us to
appreciate current models of curriculum as they reveal the incremental changes that have
occurred over time. 94
A great variety of concepts which have emerged, and which over the period under
consideration have been associated in various ways specifically with Education as an
area of study within the university, were utilised to facilitate analysis along these lines.
From the curriculum field, for example, the notion that a curriculum could be oriented
such that it aims to promote academic rationalism, cognitive processes, selfactualisation, or social reconstruction proved useful.95 Drawing from the literature on
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teaching and learning, it also proved valuable from time to time to compare and contrast
the data using such concepts as ‘culturally responsive teaching’, ‘pedagogical
progressivism’, ‘scientific rationalism’ and ‘generic and subject-specific pedagogical
theory’.96 Similarly the literature on teacher education yielded a wide variety of helpful
terms, including ‘the apprenticeship model’, ‘competency-based teacher education’,
‘reflective practice’ and ‘deliberate orientation’.97
It is held that using the concepts outlined above and, indeed many more from the
literature of the period under investigation, in no way compromised the methodology of
the study. Great care was taken not to draw upon them in a manner which might indicate
sympathy to the positions they represent. Rather they constituted useful tools for
thinking about the data as it emerged, as well as being, ‘advance organisers’ of
testimony and tentative models for holding the data together at various stages. This was
also the sense in which three more comprehensive models were utilised.
The first of the comprehensive models, Beeby’s stages of development, was
particularly helpful in making sense of the observed developments within teacher
education components of Education as an area of study at each of the universities.98
Beeby proposed that growth in the quality of education is characterised by movement
through four stages, each of which is described in terms of particular teaching and
learning processes. This movement is seen as being evolutionary, implying that the
ability of teachers to advance from one stage to the next is not automatic, but contingent
on many factors. Also, the process is closely aligned with the education and professional
preparation of teachers.
The first of Beeby’s stages, the ‘dame school stage’, is characterised by
ill-educated and untrained teachers who are only able to teach a very narrow subject
content through rigid techniques of memorisation using simple prescribed texts. At the
second stage, ‘the stage of formalism’, teachers have received basic training, but are still
ill educated. Learning experiences for pupils are well planned, but the tendency is to use
rote learning methods and prescribed texts in an inflexible authoritarian manner. The
next stage, the ‘stage of transition’, is characterised by teachers who have received a
96
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basic training, but who are better educated than teachers at the ‘stage of formalism’.
Lessons still tend to reflect a formal, prescriptive rote-learning methodology, but greater
emphasis is given to understanding the meaning of what is being taught. This is followed
by the ‘stage of meaning’ in which teachers are well educated, well prepared and able to
use a variety of content and methods, including problem solving to cater creatively for
individual differences in learners.
Beeby’s model proved particularly useful in terms of making sense of observed
developments within the teacher education components of Education as an area of study
at the universities which were investigated. Equally helpful, albeit for all aspects of
Education as an area of study and not just the teacher education component, was
Broudy’s99 model of how Education as a professional field of study should be
constructed. The background to the emergence of this model was the observation that
Education as an area of study as we know it today extends back for only about one
hundred years. When, by the end of the nineteenth century, the training of teachers
began to move away from the pupil-teacher system in favour of the teacher-training
college model, the main emphasis remained on practical work, with classroom
management and methods of teaching basic subjects dominating the syllabus. Slowly,
however, student teachers also began to be exposed in their courses to some history of
education and educational psychology. Both subjects were offered to place teaching on a
more professional footing, the former being aimed at locating teaching within a great
tradition and the latter being aimed at giving it a scientific basis.
Little by little various other theoretical strands were added to courses, including
the study of the progressive education movement, child development, and the
antecedents of what we now term philosophy of education and sociology of education,
while all the time a practical focus was maintained. However, by the late 1960s and early
1970s, the syllabus was such a smorgasbord that educationalists were forced to address
themselves seriously to such questions as: What is the nature of Education as an area of
study? What is the most appropriate program for teacher preparation and for the
preparation of other educational personnel? What is the place of Education as an area of
study within such a program? What are the sub-disciplines within Education as an area
of study and how do they relate to each other?
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In Britain the educational philosopher Paul Hirst made a major contribution to the
debate in the 1970s in his distinction between ‘forms of knowledge’, ‘fields of
knowledge’ and ‘practical theories’.100 This position was developed from his now
famous ‘forms of knowledge’ thesis. Put simply, Hirst contended that, over time, human
beings mutually constructed specific modes of thought or ways of knowing, namely
philosophy, mathematics, physical sciences, social sciences, morals, religion, literature,
fine arts. These modes of thought, or ways of knowing, are complex ways of
understanding experience which are publicly specifiable and require justification. Each
deals with different concepts, possesses a different logical structure, contains distinctive
expressions which are testable against experience, utilises different techniques and skills
for exploring experiences, and defines its own criteria for distinguishing true from false
and good from bad. ‘Fields of knowledge’ are akin to what is known as interdisciplinary
studies. ‘Practical theories’, on the other hand, are defined as relevant knowledge from
the various ‘forms’ organised around central practical problems in order to help solve the
problems by understanding them. Medicine fits into the latter category since it consists
of knowledge organised around a series of medical problems. Engineering, Architecture
and Education are areas of study which could also be conceptualised like this, Hirst
argued.
Around the same time as Hirst was clarifying his thinking on this matter,
Broudy101 and colleagues at the University of Illinois (Urbana-Champaign) in the US
were designing a model for professional preparation in education which was consistent
with Hirst’s views. They started by justifying Education as a professional area of study,
just like as architecture, engineering and medicine.102 From this position, they developed
a schema for Education as an area of study. They argued that professional educators
should be engaged in the study of what they identified as central perennial educational
issues. These issues are ones of ‘aims and policy’, ‘curriculum’, ‘teaching and learning’,
‘management and administration’ and ‘teacher education’. They should be studied in
terms of their historical, philosophical and social science dimensions. The purpose of
such study is to facilitate understanding and illumination of the issues in question and to
seek out suggestions for action which have the potential to improve practice.
Professional preparation of educators (including teachers) should also involve being
100
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educated in their specialty subject area and the pedagogical dimensions of that subject,
as well as engagement in clinical supervision and practice in the workplace.103
While this model also proved very useful in undertaking analysis of the data for
the study reported in the main body of this thesis, the author was ever alert to those who
urge caution against the essential nature of its structures. It was recognised that it is a
perspective which can be subjected to all kinds of criticism. Thus, once again, it was
seen as provisional, as a way of beginning to think intelligently about the data being
interrogated and not as being the only way in which Education as an area of study was,
could or should have been viewed.
Finally, in attempting to show fidelity to the point made already that the analysis
should be located within a wider context which incorporates the social, political,
economic, philosophical and more recently technological influences, cognisance was
taken of the fact that the study of the history of change in the ‘whole’ university
curriculum internationally is only in its infancy. This facilitated viewing the study
reported in the main body of this thesis as lying at one end of a spectrum, being an
example of one of the many fine-grained studies of individual curriculum areas which
need to be undertaken at the individual university level around the world to complement
the pioneering work being undertaken on the history of the university curriculum
internationally. In particular, it was useful to see it as complementing the sort of global
history of the ‘whole’ university curriculum along the lines of that being undertaken by
the likes of Frank and Gabler. The latter, for example, after exhaustive comparative
research have concluded as follows:
In deep and resounding ways, the teaching and research emphases of
universities shifted over the twentieth century, altering their academic
core. During this period, for example, the relative prominence of
university activities in such fields as philosophy, the classics, and botany
all declined precipitously. The social sciences, meanwhile, came
unbridled and various types of engineering were born. In the distribution
of its main academic endeavours, the university changed extensively.104
Such generalisations also proved extremely useful at the analysis stage in promoting
questioning of the data in relation to the particular universities which were the focus of
the study reported in this thesis, in asking whether such patterns applied in these cases,
and in asking how Education as a university area of study fitted into alternative patterns
which might present themselves for the specific Western Australian university scene.
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As a result of analysis undertaken along the lines outlined above, various patterns
in the construction of Education as an area of study at each university were revealed.
These proved useful in constructing accounts of developments at each institution, to be
presented separately and as interesting in their own right. However, they also facilitated
the construction of a cross case analysis which could be outlined around a number of
central propositions. Expositions along both lines are provided within the thesis from
Chapter Three onwards.
The remainder of this thesis consists of seven chapters. Chapter Two is a
contextual chapter which further develops the background to the study as outlined in this
introduction. Here the development of universities in Europe, the UK, USA and
Australia is presented, with particular attention to the introduction of professional
studies, including Education into the university curriculum. With regard to the latter it
also documents the early attitudes to and influences on, the introduction of Education as
a university area of study.
Chapter Three focuses on the establishment and development of studies in
Education at The University of Western Australia from 1916 to 2003. Chapter Four
deals with the way in which Education as an area of study was introduced, and
subsequently developed, at Murdoch University. Similarly, Chapter Five deals with the
introduction and growth of studies in Education at Curtin University from its inception
as the Western Australian Institute of Technology. Chapter Six focuses on Edith Cowan
University which has its origins in the State’s teachers’ colleges. Chapter Seven
examines the construction of Education as an area of study at the University of Notre
Dame Australia. Finally Chapter Eight presents a cross case analysis and conclusion.
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CHAPTER TWO

THE CONTEXT

Introduction

From an early date Aristotle questioned the purpose of university education. Was its
main aim “to produce learned men, to educate in virtue or to satisfy the material needs
of society?”105 In fact the advancement of knowledge, induction into a code of social,
moral and religious behaviour and training for public office or the professions are the
three great purposes common to universities throughout history. However, over time the
relative importance of these has changed, reflecting the changing priorities of society.
Universities have undergone three ‘great ages of expansion’.106 They began in
the twelfth century when the first universities emerged in Italy and France, and then in
England, Spain and Portugal. In the fifteenth century another wave of expansion saw
the establishment of 30 universities. More recently in the past 150 years there has been
widespread development of universities all over the world.107
The purpose of this chapter is to locate the study of how Education was
constructed at the five universities in Western Australia within a broad international
context. Such an understanding of the origins of universities in each of these settings,
and their approach to the study of Education, can provide useful insights into the
traditions represented in the universities of Western Australia, particularly for the early
stages of development. While early Australian universities resembled, in a general
sense, the universities of Continental Europe, they were influenced more particularly by
both English and Scottish models. These in turn had adopted their traditions from the
older European universities. A second wave of development in Australia was more in
the tradition of the newer American universities, especially in the 1950s and 1960s.
The adoption of models and practices initially from the UK and then the USA
delayed the development of an independent character in university education in
Australia. In this regard it has been suggested that the Australian “intelligentsia was
undeveloped, unadventurous, and still tended to think of itself as a junior partner to the
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American and British intellectual world”.108 Indeed, the general lack of “literary
intellectuals”109 with an interest in political, economic, social or educational matters in
Australia provided little impetus for self determination in universities and their
curricula.
This chapter has four further sections. First it provides a brief overview of the
emergence of the early universities which were founded in Europe and the introduction
of studies in Education within them. Secondly it examines the establishment of
universities and the study of Education in the UK. Thirdly it provides the background to
the early universities in the USA and the first studies in Education. Finally, it outlines
the origin of the early universities in Australia and the introduction of studies in
Education.

The Continental European Context
While the origins of formal education in Europe can be traced back to the Greeks and
Romans, its development was spasmodic and localised. It was not until the
establishment of fortified cities in Central Europe, especially Italy that any substantial
expansion occurred. Initially, religious schools administered by the clergy were founded
in the towns and cities of Europe which eventually became the birthplace of
universities.110 By the end of the Middle Ages secular schools run by the municipal
agencies emerged, followed by the development of schools of higher learning, called
studia generalia, which subsequently became known as ‘universities’.111
In the original meaning of the word, universities were societies or guilds of
masters or students with common interests and needs. At the beginning of the twelfth
century they attracted students interested in law, medicine and theology and as the
guilds developed they concentrated on particular studies. Bologna became famous for
law, Paris for theology and Salerno for medicine, and they soon became models for the
universities which appeared throughout Europe over the next few centuries.
The universities of Italy and southern France followed the Bologna model, while
those in the north were modeled on Paris. The fundamental difference was in the
religious emphasis, with those in the north focusing initially on ecclesiastical studies,
followed by logic and philosophy. In Italy, there was a more secular approach, with
medicine and law attracting the greatest interest. With the growth of towns, a
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knowledge of the law became useful and practical, both for protection from outside
threats and for internal regulation.
By the end of the fourteenth century there were universities in various cities
including Prague, Heidelberg, Cologne, Erfurt, Leipsic and Rostock. While all were
medieval in character and followed the Paris model, towards the end of the century
many were challenging the traditional classical approaches. In Italy, for example, there
was general acceptance of the new humanistic view of education and learning, and the
social life that went with it. In France, by contrast, the universities resisted the influence
of the Renaissance and the Reformation within their curricula, despite the popularity of
the great works of Vergerio, Erasmus, Vives, Calvin, Luther and Castiglione.
The establishment of the University of Halle in Germany in 1694 constituted a
point of significant change. There “the combination of anti scholasticism, rationalism
and unorthodox piety”112 led to a major shift in the curriculum, in methods of teaching
and in the acceptance of academic freedom. By the end of the century all of the
universities in Germany, whether Catholic or Protestant, embraced this new approach
with courses in modern philosophy and science, more freedom in research and teaching,
the introduction of lectures to replace the study of old texts, and the study of the classics
and history to enhance cultural understanding.113 In essence, this was a move from the
‘old’ education which relied on memory and passive absorption, to stimulating students
to use the powers of their minds and to encourage independent thought and citizenship.
To this end the task of educational reconstruction commenced under the leadership of
von Humboldt, an inspirational scholar who left his mark on all aspects of education in
Germany. One of von Humboldt’s major achievements was the establishment of the
University of Berlin, the first university to focus on scientific research rather than on
teaching and examining.114
Such developments, however, were not reflected throughout all of Europe. In
France, for instance, the universities disappeared during the Revolution, being replaced
partially by a network of specialised schools. Sometimes called ‘colleges’ or
‘academies’, these schools taught fine arts, surgery, natural history, military science,
mining and civil engineering. In time the ‘ecole polytechnique’ was established.115
Eventually, in the nineteenth century, when the French Universities were revived, they
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emerged as specialist institutions teaching single disciplines such as law, medicine,
science, letters, or theology.116
When contrasted with the considerable expansion of the curriculum in secondary
education in the second half of the nineteenth century to include more modern and
‘useful’ subjects, the universities in continental Europe largely maintained their focus
on liberal arts, rejecting applied arts as inappropriate to their mission, a view which
lingered for many years.117 Eventually, however, as the study of applied science
gathered momentum during the nineteenth century, inspired by the inventors of the
previous century, some universities, particularly in Germany, did embrace the sciences.
Also, the push for university education to be more accessible resulted in a further
broadening of the curriculum and a greater focus on research. Finally, in the twentieth
century, the expansion of knowledge, improved travel and communication, exploitation
of resources and technological advances, and the changed personal and social
expectations of the population had an enormous impact on education, with the
development of higher education, including university education, coming to be seen as a
key factor in the growth of nations and an investment in their future.
The Study of Education within the
Continental European Context
In essence the original medieval universities were professional training schools,
particularly for theologians. They created, or adapted from the Greeks and Arabs, the
major tools of thinking still evident in the university curriculum today: dialectical
methods, the stating of hypotheses, linguistic analysis (grammar), and persuasive
reasoning (rhetoric). Gradually other training for professions such as medicine and law
was introduced. Indeed, the establishment of medical schools and law schools in
universities confirmed the role of the universities in bringing together practical and
theoretical preparation. The liberal professions were supposed to show a spirit of
service above any thoughts of individual gain. Typically they were characterised by
being non-mutual and non-dependent,118 an important distinction, which separated
professions from vocations.
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It is the latter distinction which seemed to lie at the heart of the debate
concerning the appropriate education of a teacher. In the eighteenth century teaching in
grammar schools in France and Germany, and in primary schools in Portugal, became a
distinct activity “within the clerical function (or crystallized around a disparate set of
ancillary activities) and teachers formed a corps which would have tended to become
independent had they not been wage-earners”.119 Because the teaching function was
thus seen as an intermediary stage towards an ecclesiastical career, it was some time
before it developed as a profession in its own right. With the identification of an
associated body of knowledge and relevant techniques of teaching, a specific training
program did begin to appear.120 In the eighteenth and nineteenth centuries, schools at
the upper secondary level were established to provide teacher preparation. This initial
preparation for elementary teachers was in the ‘normal school’ tradition, with the focus
on practical training, methodology courses, teaching practice complemented by some
educational theory, and academic knowledge. Generally speaking, it was based on
‘untested craft’ in an apprenticeship model within the secondary schools.121 Later the
preparation in a number of countries was transferred into post-secondary, nonuniversity institutions of higher education.
Throughout the twentieth century, remnants of the normal school origins could
be found in teacher preparation courses, with their emphases on methodology, subject
studies, educational studies (educational psychology and educational sociology) and
supervised teaching practice. One of the consequences of this tradition was the tendency
to neglect educational research in courses, especially for primary teachers. It has also
been concluded that there was a certain “lack of coherence” in the goals of teacher
preparation in terms of the appropriate knowledge base for the profession, especially for
elementary teachers.122
Germany led the way in the development of studies in pedagogy. In a period of
foundation and consolidation of state education there was a focus on educational
philosophy, psychology, and methods of instruction. The contributions of Pestalozzi
and Froebel were significant, while Herbart was appointed to the first chair of
philosophy and pedagogy at Konigsberg in 1809 as a result of his highly regarded work,
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General Principles of Pedagogy Deduced from the Aim of Education.123 In Germany,
the study of pedagogy, typically located within the field of behavioural science,
continued within the universities, while the preparation of primary school teachers was
relegated to lesser institutions.
Broadly speaking the preparation of secondary teachers in a number of countries
took place after they had acquired a university degree. This was based on the
Humboldtian principle of secondary school teachers needing knowledge of scientific
structures, content and methodologies in academic disciplines, as well as competencies
such as problem-solving. There was much less focus on educational theory,
methodology and teaching practice. Rather, teacher preparation was seen as the
production of subject specialists who had little need for pedagogical preparation.124
The latter situation lingered on well into the twentieth century. Throughout the
1960s, however, pressure mounted to address the ‘professionalisation’ of teaching and
teacher preparation in order to transform “the teaching profession into an academic
profession comparable to medicine, law or engineering”.125 Underlying this concern
was the desire that secondary school teachers should be equipped to address educational
problems and possess a broad range of teaching strategies. The study of the science of
the teaching profession, particularly educational psychology and educational sociology,
and the utilisation of educational research, were seen as crucial in the task. Engagement
in supervised teaching practice and studies of the relevant academic discipline were also
highlighted as being essential.
By the next decade, concerns regarding the quality of not only secondary school
teacher preparation, but also primary teacher preparation, were being expressed. At the
same time, ‘minimum competency-based’ models of teacher education which were
beginning to emerge in England and Wales, and the USA, were not seen as providing
the solution. The fear was that they would lead to a stronger focus on practical training
(back to the ‘apprenticeship model’), a disregard for discipline knowledge and
educational theory, and a consequential ‘deprofessionalisation’ of teaching. In the late
1990s, the solution began to emerge as a growing recognition of the importance of
educational research stimulated teacher preparation institutions to become more
involved in research and thus raise their academic profile.
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In conclusion, given the enormous diversity in continental Europe, it is difficult
to generalise about the development of the study of Education as a university area of
study. However, it does appear that for some time there was a dichotomy between the
study of Education within the universities and the training of teachers. At the
universities, the study of Education was for some time based in the behavioural or
social science fields, with no connection to schools. The preparation of teachers, on the
other hand, was undertaken by different authorities and was considered to be of lesser
status than university studies in Education and pedagogy. Recently, however, with the
pressure to raise the standards of teacher preparation, the universities have become more
involved in initial teacher preparation. For example, a Faculty of Education Science was
established at the University of Bologna in 1996. In addition to offering courses for
future teachers it also has courses devoted to socio educational professions in areas such
as sports and leisure, environmental issues and rehabilitation.126 Similarly at Humboldt
University of Berlin, (previously known as the University of Berlin) the Department of
Education Studies is within the Faculty of Arts IV which has two other Departments
namely, those of Sports Science and Rehabilitation Science.

The UK Context
The origin of the English universities can be found in the growth of theological studies
in and around Oxford late in the twelfth century. Except for minor differences, the Paris
model was followed at the University of Oxford with studies in arts, philosophy, canon
law, civil law and theology being offered. The curriculum at Cambridge, established in
1209,127 included grammar, logic and rhetoric, based on the work of great philosophers
and scholars such as Aristotle, Boethius, Donatus and Cicero. Later, the study of
medicine, based on the work of Hippocrates and Galen, the study of theology, and
courses in civil and criminal law based on the writings of Justinian, Gratian and Pope
Gregory IX, were included.128 By the fifteenth century the three Scottish universities of
St Andrew’s, Glasgow and Aberdeen had been established. Initially the only faculty to
succeed in them was Arts.129 In the sixteenth century, however, after the establishment
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of the University of Edinburgh, the curriculum offerings expanded considerably to
include studies in political economy, metaphysics, jurisprudence and medicine.130
By the late eighteenth century the influence of the Industrial Revolution on the
universities was becoming increasingly apparent. Industrialisation provided the stimulus
for the reform of the curriculum to include the knowledge and skills required by
engineers, architects, surveyors, pharmacists, dentists, physicists and much later,
accountants. It is true that the early universities had been protected from the influences
of industry since their function was the preservation of ancient scholarship, not the
discovery of new knowledge, and that most of the inventions of the Industrial
Revolution were remote from them. Nevertheless, inventors like James Watt and
Edmund Cartwright did have connections with Glasgow and Oxford respectively, and
the flood of inventions did provide some stimulus for a new kind of university with a
practical, relevant curriculum.131
Eventually the demand for a more relevant education for the middle classes led
to the establishment of the University of London in 1827. It differed from Oxford and
Cambridge, in that it did not impose religious tests on students, did not teach theology
and had no power to confer degrees, although it did award certificates to students who
attended classes and passed the examinations. The first chairs, many taken up by Scots,
included those in medicine, law, political economy, logic, philosophy, modern
languages, chemistry, physics, engineering, mineralogy, industrial design and
education. It was also noted for admitting women.132 In 1831 a rival institution, King’s
College, was founded.

More sectarian in character, it offered professional and

vocational courses in medicine, engineering and architecture and had a distinguished
staff of professors including a number of inventors. Similarly, the University of
Durham, established in 1833, offered modern subjects including chemistry, mineralogy
and engineering.133 Such development of more relevant studies in this and other
institutions drew serious criticism of Oxford and Cambridge in the early nineteenth
century, with the claim being made that they were “inefficient, lacking all inspiration”
and that they attracted students for social rather than intellectual reasons.134
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In response to the criticism, a review of Oxford and Cambridge was conducted
in 1852. The Report of the review affirmed the status of the classical curriculum,
declaring that students should choose the following:
…the special studies of Law and History, or Mathematical Science or
Natural Science; but previously to his (sic) examination in any of these
branches, each candidate for a degree must still present himself (sic) in
the School of Literae Humaniores, to be there examined in Classics for
the third time, as well as Philosophy and History.135
The review also confirmed the importance of the role of the university in training the
powers of the mind and not in providing professional knowledge.136 This did little to
suppress the critics who claimed that Oxford and Cambridge only existed to serve the
leisured and privileged section of society. Nevertheless, as the pressure for a greater
range of vocational and professional courses grew the ‘old’ universities were forced to
change, albeit slowly.
By 1900 there was a proliferation of universities and colleges. While the
commitment to a classical curriculum remained in some, the industrial, economic and
social demands of the late nineteenth century saw the beginnings of some curricular
changes in others and the creation of new types of institutions. For example, a growing
interest in studies in science saw a College of Science being established at Newcastle.137
By the time the universities were established at Manchester, Leeds, Sheffield and
Liverpool, there was a more general acceptance of the importance of including applied
sciences into the university curriculum and despite the ‘homogenised’ view presented
by Vernon138, wide disparities emerged in the curriculum of the universities139 over the
next two decades
By the outbreak of the First World War, universities, university colleges and
other institutions of higher education with a broad range of professional and liberal
studies existed in the UK. The polytechnics and mechanics institutes contributed to the
increasing diversity, although they were considered lower in status as they were
responding to the demand for specific training.140 Furthermore, new careers in
petrochemical, electrical and engineering industries created a demand for a more highly
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specialised training not available in the universities, or polytechnics.141 To overcome
this the older universities were encouraged to extend their curricula to embrace
engineering, chemistry, electrical engineering, architecture, textile manufacture,
agriculture, banking and commerce.142 What is noticeably absent from this list, as
suggested to the University of London by Sir Joseph Fitch, a distinguished inspector of
schools, was teacher preparation or studies in Education. Although the University of
Manchester established a Faculty of Education in 1914, in general the universities were
reluctant to take such a step. This exclusion of Education from the curriculum of
universities was, in part, the result of the conflicting views regarding what constituted
appropriate studies within the university and whether Education was a legitimate
university subject.
The Study of Education
within the UK context
A suggestion that the British universities should be involved in the preparation of
teachers in a formal sense was voiced by Richard Mulcaster as early as the late 1500s.
Writing on the importance of elementary education for all children, he concluded that
there was a need for properly trained teachers:
It follows from this that the teacher should get a proper training for his
work at the universities, beginning like the students of medicine, law and
divinity in the college of philosophy, and then going on like them to a
special college of his own, where he can get the requisite knowledge and
the right professional spirit… he will need to acquire good methods of
instruction… in the actual work of teaching.143
Some three hundred years later Sir Thomas Wyse argued along similar lines:
The teacher must not only be a perfect master of the various branches of
education which he is called upon to teach, but he must… be thoroughly
acquainted with the art of teaching itself. He must understand the science
of the mind, the principles of instruction, the best methods, the latest
improvements... and not only must he understand them, but he must have
repeatedly exercised them144
Professor Laurie at the University of Edinburgh also identified teaching as a scientific
practice, commenting that:
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The University-trained schoolmaster imbibes some of the scientific spirit
of the University and goes forth as a scientific worker, and not as a mere
craftsman.145
Thus, he equated school teaching with medical practice in that improved classroom
practices could be based on the lessons of science. However, it was to be some time
before Education Studies and teacher preparation became located in the universities
since the prevailing attitude was as follows:
…the study of Education ‘interpreted as the science of teaching’, was
seen as necessary for those of the lower orders who were to teach in
elementary schools and for women teachers in secondary schools, but as
irrelevant for those who were qualified by reason of their university
degrees.146
In the late 1800s and early 1900s the preparation of teachers did become more
formalised in colleges, although the emphasis was still on practical work:
In striking contrast with this emphasis on practical education is the
relative neglect of education theory…there is so wide a breach between
pedagogical theory and actual emphasis upon practice teaching in
English institutions that one is tempted to say that the teachers in English
training colleges have not realised the possibility of dealing in a
scientific way with the practical problems of school organisation and the
practical problems which come up in the conduct of recitations.147
This situation was not helped by the rapid rise in the demand for teachers in the decades
just prior to and after 1900, when the number of pupils in the elementary and secondary
schools rose rapidly. Day training colleges were set up offering courses for nongraduate and undergraduate students. In the main, their establishment was in
conjunction with a university or university college. Originally intended for elementary
teachers, they were later extended to include secondary training as a result of the
recommendations of the Bryce Commission.148 Although some students at the day
training colleges took courses leading to university degrees, this was not the norm.149
During the latter part of the nineteenth century the work of the German
philosopher and educationist Herbart had a significant impact on teacher preparation
courses and the study of Education in the UK. Although Herbart died in 1841, his
theories were modified and revived in the late 1800s. The establishment of the Society
for the Development of the Science of Education emerged during this period associated
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with works such as those of Alexander Bain, Professor of Logic and English Literature
at St Andrew’s, who wrote Education as a Science, published in 1879. Joseph Payne’s
Lectures on the Science and Art of Education and Lectures on the History of Education,
with a Visit to German Schools, also indicated an interest in establishing more rigour in
studies of Education.150 While such developments suggest that some structure was
beginning to appear in the study of Education, it was still considered to be “in its
amateur and empiric stage”.151 Other texts that supported studies in Education included
Essays on Educational Reformers,152 Education as a Science,153 and The Teacher’s
Handbook of Psychology.154 These represented an early attempt to introduce the
systematic study of child psychology into courses for teachers, and by the 1920s
educational psychology was a well-established subject.155 With this came a change in
the language of education, with ‘training’ being replaced by ‘development’, and with
the use of terms such as ‘instinctive tendencies’ and ‘innate abilities’ to describe student
learning.
With a more solid academic foundation, the training college courses gradually
came to bear some resemblance to university courses and many of their students were
successful in sitting university examinations, thereby raising the perceived standard of
teacher preparation. Some colleges subsequently became departments of education
within the universities, although not without a struggle in many cases.156 One of these
was the Department of Educational Studies established at the University of Oxford.
Despite its origins in 1892 as the University’s Day Training College for teachers, there
was serious opposition to its establishment within the University.157 Many questioned
the decision to include studies in Education in the university curriculum in the belief
that teacher preparation, which was seen as central to the area, was not the
responsibility of a university. Ignoring the long tradition of university training for
doctors, clergy and lawyers, it was claimed that the aim of universities was “to stimulate
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the intellect through liberal learning”.158 Similar views were expressed at St Andrew’s
in Scotland.159
One of the main tensions in the opposition at both Oxford and St Andrew’s
emerged from the fear that practical and professional training lacked academic
excellence. Certainly, there were some who accepted that the liberal tradition of the
university should be available to those educating others, and more particularly
educating the underprivileged. Even those who accepted this in principle, however, did
not support it in practice. The view seemed to be that it was “the business of the
university to give instruction in theory only. The practice, once the theory is understood,
should be acquired elsewhere”.160 Others, however, were unconvinced about the
separation of theory and practice arguing that:
The training of teachers as a whole was the business of the university
and should consist not only in instruction in the theory and history of
education but also in instruction in the practice of teaching and in an
apprenticeship to schools in some relationship with the university.161
Underlying the debate was a concern that attracting larger numbers of students who
would otherwise not gain entry to university might threaten the academic respectability
which had become the “hallmark of the university”.162
What constituted appropriate studies in theory caused further dissention. Some
believed it should include courses on “the science and history of teaching, on
psychology…on the lives and methods of great educationists”.163 Others claimed that
reading Plato’s Republic and Aristotle’s Politics and Ethics would provide more than
enough theory.164 Despite disputes of this kind, a four-year course combining academic
studies and teaching practice was established at Oxford and many of the students
excelled, gaining honours degrees and their teacher’s certificate concurrently.
Furthermore, many went on to hold distinguished positions in educational institutions.
The establishment of the Institute of Education at the University of London
encountered tensions similar to those experienced by the Department of Education at
Oxford. The London Day Training College was established in 1893 under the authority
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of the London County Council’s Board of Technical Education. The Board suggested
that the University appoint a professor of ‘Theory, History and Practice of Education’
who could also fulfil the role of principal of the College. It was argued that the joint
arrangement between the College and the University would enable students to complete
their university studies and professional preparation concurrently. The University did
appoint a professor, John Adams, but initially rejected the suggestions that he should
also become the principal and that the College should become part of the University.
Eventually the University relented and accepted that he could also head the London Day
Training College. Adams and his staff were widely considered to be a ‘richly assorted
company’.165
Under the cooperative arrangement students attended lectures in their
undergraduate studies and teaching method classes in venues scattered all over London.
They also attended schools for a ‘criticism lesson’ and discussion. The student
workload from this shared arrangement caused a great deal of concern and teaching
practice had to be completed during the vacation to prevent disruption to the University
courses. In addressing the issue of the overloaded course it was suggested that the
University introduce a first degree in Education incorporating professional training. The
University deemed this idea “academically unacceptable”, again raising the issue of
status and respectability.166 Eventually the Board of Education solved the problem by
introducing a four-year college qualification, initially called the Diploma in Pedagogy,
later renamed the Teacher’s Diploma.
While the University of London did not support the inclusion of undergraduate
studies in Education it did introduce an MA in Education, which in turn opened the door
for doctoral studies.167 Yet it was not until 1932 that the Day Training College came
under the authority of the University of London Institute of Education. Subsequently its
curriculum expanded with the inclusion of comparative education, child study, art and
literature, educational administration and educational psychology, and it became a
leading centre for the study of educational theory and practice in the English-speaking
world.
Prior to this, in 1911, the Board of Education had endeavoured to increase the
number of trained graduate teachers for secondary schools by offering universities and
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university colleges grants for four-year courses. The first three years were devoted to
the study of academic subjects within a degree and the fourth year to professional
training culminating in the award of a postgraduate certificate.168 This final year,
completed in approximately 30 weeks, had a strong practical emphasis with a large
proportion of the time spent in schools. Many who undertook this course “regarded the
year with undisguised contempt” and resented their counterparts in independent schools
who were not required to complete it.169 In fact few teachers reached first degree or
post-graduate level studies in Education. A consequence of this was that “Education
departments were predominantly ‘teaching departments’, with relatively unfavourable
staff-student ratios”.170 To add to their woes, many staff were not university graduates
and were often criticised by school inspectors and students alike. There were some
exceptions to this, notably St Andrew’s and Edinburgh, which seemed to lead the way
in the establishment of studies in Education, having the first professors of Education
appointed in English and Scottish universities in 1896. In Ireland, the first chair in
Education was established at Trinity College Dublin in 1905. This precedent was
quickly followed with the establishment of chairs in Education at University College
Dublin and University College Cork in 1908, Queen’s University Belfast in 1914 and
University College Galway in 1915.
By 1914, there were university departments, separate university colleges and
schools in the UK, all involved in various teacher preparation programs and offering
lectures in Education. In the midst of such a diverse approach, there were some who
advocated a university education for all teachers.171 This was not, however, a common
view and initial professional preparation continued to be undertaken in the schools and
colleges although it did became more formalised with the introduction of a syllabus and
the Teachers’ Certificate Examinations. The syllabus, which was controlled by central
government through its examination process, and which continued well into the
twentieth century, included: best methods of teaching the three Rs; the art of oral
teaching; teaching a class in the presence of HMI (inspectors); different methods of
elementary school organisation; keeping school registers; methods of teaching
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geography, history and grammar; and questions of moral discipline. This represented a
very practical approach to Educational Studies.
In the inter-war period, the teacher preparation courses in the colleges and
universities expanded from this classroom orientation to a more scientific one in which
the working of the human mind was a key focus. Percy Nunn’s, Education: its Data and
First Principles, published in 1920, “exercised a powerful influence upon
Education”.172 So too did Cyril Burt who held steadfastly to the view that ability was
innate or inherited. His ‘Education’ students at Liverpool, who studied psychology with
the medical, philosophy and social science students at the University, were taught that
the role of the teacher was to help all children find their predestined place in the social
and economic order.173 In addition to Nunn and Burt, contributions to the development
of educational psychology were also made throughout the first half of the twentieth
century by John Adams, Susan Isaacs, and C.W. Valentine.174
A second focus of studies in Education, the history of education, developed after
psychology and included comparative education and a study of the great educators. This
was supported by the study of such texts as a Short History of Education and English
Education.175 Subsequently, the sociology and philosophy of education came to be
included through the study of such texts as Truth and Fallacy in Educational Theory176,
The Evolution of Educational Theory177 and The Aims of Education.178 Classroom
method became the third focus, with a particular emphasis on practical concerns which
led to the inclusion of subjects such as ‘Principles of Teaching’ and ‘School
Management and Methods’.
Finding the appropriate balance between these three emphases within the study
of Education was at the heart of many of the issues related to its status in universities.
The experience at the University of Cambridge reflected tensions similar to those
experienced at the University of Oxford and the University of London. Although 145
elementary and 70 secondary students, in the main former pupil teachers, attended the
Cambridge Day Training College between 1891 and 1907, by the end of the First World
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War the reputation of the College had declined and it was “scorned and despised by the
university to which it was only nominally attached”.179 While the University of
Cambridge appointed a professor of Education in 1938, its decision to overlook the
principal of the college and to appoint a historian, further indicated the lack of status
attributed to studies in Education within the University. Similarly, while the University
of Manchester established a Faculty of Education in 1914 and the second Chair of
Education in England, the professors were frustrated in their attempts to find the
appropriate balance between professional training and the academic demands of the
University.180
Ongoing dissention about the approach to teacher preparation eventually
resulted in a government inquiry in 1944 which was critical of the work in the colleges,
the poor standard of facilities, the overburdened teaching staff, the lack of research by
staff, the poor economic management and the lack of serious funding. All of this
contributed in particular, to the “poor estimation in which the colleges had been
held”.181 Thus, it was not surprising that the universities preferred to distance
themselves from the colleges. The McNair Report recognised the status issues and made
a number of recommendations to address them,182 although it stopped short of
recommending that the universities establish schools of education, citing the shortage of
practicum places in some university locations and the undue pressure which would be
placed on towns for accommodation, as reasons for this.
After the Second World War, the colleges experienced a resurgence in their
activities. With the rapid rise in the demand for teachers and the increased proportion of
older students returning from war-time service, they grew rapidly, providing 35 000
teachers between 1946 and 1951. Yet there were still doubts about the quality of the
preparation. To address this concern, three and four-year Bachelor of Education degree
courses were introduced in the 1960s. The most prestigious parts of these courses were
the disciplines such as physics or geography while Education studies was often
considered to be of “dubious intellectual quality”.183 This, according to Tibble,
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contributed to the poor status of Education as a university field of study in the 1960s.184
Similarly, Simon suggested that the lack of status had much to do with the reluctance to
base educational training and decisions on pedagogy.185
In the late 1960s, the focus on psychometric theory emergent in the interwar
period, continued to be the basis of educational decision making rather than pedagogy.
The emphasis on psychology within the educational context provided the stimulus for
other disciplines such as history, philosophy and sociology to be developed and to come
to enrich studies in Education. This was a timely development given that the study of
Education was now being viewed in some quarters, as Peters put it, as “undifferentiated
mush”.186 Comparative education, curriculum studies, economics of education, politics
of education and educational administration all developed into substantive areas of
study. Welcome as this was, however, it also led to a growing distance between theory
and practice.
The role of the universities in teacher preparation was investigated again in the
1963 Committee of Inquiry chaired by Lord Robbins.187 One of the recommendations of
the Robbins Committee was that university schools of Education should be established
to provide courses in teacher education, thus raising the standards and status of the
preparation of teachers.188 However, the Department of Education and Science decided
in 1964 that the teachers’ colleges should remain within the public sector and not be
integrated into the universities. Consequently, the colleges developed four-year courses
leading to a Bachelor of Education degree, although not without opposition.
Given the diverse opinions regarding teacher preparation, it is not surprising that
studies in Education were slow to develop in the universities. Some responsibility for
this seems to have been with the local education authorities. Their lack of enthusiasm
for the recommendations of the Robbins Report appears to have been based on their
desire for control over “college finances and teacher recruitment”.189 Resistance by
some university staff who criticised the work of the colleges was also significant. Other
factors which contributed to the low priority and esteem attached to the work of the
colleges included their control by the Board of Education, fluctuations in teacher
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demand and supply, their small size, poor facilities, lack of funding and narrow
vocational function.190
Set up in 1970 to enquire into standards of teaching in primary schools in
England, the James Report recommended radical changes to teacher preparation.191 It
proposed “three successive cycles: the first cycle, general higher education; the second
cycle, professional training; and the third, in-service training”.192 The first cycle
required a degree to be taken in a university or polytechnic to provide a general
education. This would then be followed by professional training which the Committee
felt should not be undertaken concurrently, as had traditionally been the case. However,
for some areas such as primary and middle schools, and non-specialist teachers in the
secondary schools, a two-year Diploma in Higher Education was considered acceptable.
Selection into the second cycle would be based on the successful completion of the first
cycle and would be completed over two years. In the first year, professional studies
would be undertaken and in the following year students would be appointed to schools
as licensed teachers on a restricted and supervised teaching load. During this year the
new teacher would be released for one day a week to attend professional courses. The
third cycle would include a range of “activities by which teachers would extend their
personal education, develop their professional competence and improve their
understanding of educational principles and techniques”.193 The James Report also
recommended the establishment of a National Council for Teacher Education,
empowered to award bachelor and master’s degrees in Education, to determine
conditions of entry into the profession and to oversee the third cycle involving inservice provision.194
With the emphasis on post-graduate studies, Education departments in
universities now responded by beginning to participate in research and to encourage
higher degree research students. This was an important development in helping to
overcome the belief that Education was not a legitimate university subject. However, it
drew criticism from a number of quarters. On this Aldrich has commented as follows:
Critics of Education, both from within the higher education system and
from without, argued that while history and philosophy of education (for
example) might well have become better history and philosophy, they
190

Ibid., p. 67.
Report of the Committee of Enquiry into Teacher Education and Training, [The James Report] in J. S.
Maclure, Educational Documents England and Wales 1816 to the Present Day, p. 354.
192
Ibid., p. 355.
193
Ibid., p. 356.
194
J. F. Porter and J. R Webster included a note of reservation in the Report explaining why they did not
share the Committee’s view, The James Report, p. 79.
191

40

now had less relevance to the professional study of education … A
further concern and one that was widely shared, was that standards of
achievement in English schools were lower than those of many other
countries and that such low standards were contributing strongly to the
nation’s relative economic decline. Much of the blame for this sad state
of affairs was laid at the doors of teachers, and of those who had trained
them. Behind such criticisms lay the belief, or assumption, that
Education as a discipline of study in universities was not only not
producing benefits for society, whether tangible like those which
emanated from medical, scientific or technological research, or
intangible, such as the forwarding of scholarship and culture through
historical and literary studies, but was actually harmful to schools and to
society more broadly.195
The concern about the quality of teacher preparation lingered until 1983 when the White
Paper on Teaching Quality was prepared.196 The stimulus was the decision by the
Department of Education and Science to exercise some control over initial teacher
preparation. This resulted in the establishment of the Council for the Accreditation of
Teacher Education (CATE), which identified criteria to be satisfied by teacher
preparation courses and granted ‘qualified teacher status’ to graduates of these
courses.197
The frequently shifting position regarding the role of the universities in teacher
preparation and the requirement for teachers to have a university degree left the
universities in a very uncertain position regarding the development of Education as an
area of study.198 Suspicion of theory and immersion in practice is reflected in the way in
which teacher preparation and the curriculum of Education as an area of study has
developed since the 1980s. Approved teacher preparation courses make little mention of
theory and require no philosophical, historical, sociological or ethical understandings.199
Furthermore, despite the introduction of a national curriculum in recognition of the need
to provide a curriculum accessible and equitable to all children, there has been no
recognition of the profession responsible for delivering it. McNamara suggests that this
is evidence of the British government’s total “disregard for the profession” emphasised
by the dismissal of “education theorists as being of no consequence”.200 This attitude
has been confirmed further by the more recent swing towards site-based teacher
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preparation which involves the universities in establishing partnerships with schools in
what appears to be a return to an ‘apprenticeship model’. What the future holds is
uncertain.

The USA Context
The establishment of higher education in the USA was facilitated by the large number
of educated men who arrived in the colonies from Britain. For example, at least 130
university men holding a bachelor’s or master’s degree had arrived in New England by
1646.201 While some of these returned to England a significant number remained to
contribute to the development of education in the American colonies.

Given the

predominance of those with a background in theology, it is not surprising that the
foundation of the first universities in the USA, originally called colleges, was based
mainly on religious motives.
In the nineteenth century several factors contributed to the growth and changing
nature of the colleges. The first was the creation of state universities in all of the
western and southern states. The second was that the state could not take control of
privately endowed institutions controlled by boards of trustees. Thus, both private and
state institutions grew concurrently. Finally, in the face of growing criticism of the
classical curriculum of the universities, the Morrill Act provided grants to states to
establish colleges to encourage education in agriculture and the mechanical arts. After
the Civil War, the curriculum expanded even further to include science, modern
languages, English, American history, economics and political science.
In contrast to the somewhat prescribed curriculum of the colleges, what the
universities offered was more diversified, with some student choice in course selection
and a commitment to applied research.202 With this broadening of the curriculum the
universities expanded their departments, specialist staff and student numbers, leading to
the development of faculties. By the middle of the century women were admitted to
some courses in some universities. Separate higher education institutions for
professional, technical and specialised fields, including colleges for the preparation of
teachers, also developed.203 This specialised approach to the curriculum diluted the
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influence of religion, although there is some dispute regarding the extent to which this
occurred.204
In the late nineteenth century pre-professional courses were introduced in
various universities with a corresponding drop in the focus on liberal studies. With the
expansion in research and advanced study many professional schools became graduate
schools. Consequently, standards in professional education improved, leading to the
demise of some of the medical schools which had not been under university supervision
and were considered “inadequate, sometimes even fraudulent”.205 Expansion of the
undergraduate curriculum saw the inclusion of studies in science, engineering, social
administration, nursing, public health, business and education. In the early part of the
twentieth century this strong vocational focus in American universities generated
criticism with claims that “there should be no schools of business, journalism, domestic
science or library science” and even that no “technical, vocational or popular
instruction” should be allowed.206 The outcome, however, was that while there was a
shift towards a more general education in the second half of the twentieth century, it
was nevertheless used as a basis for later specialisation.
Studies in Education in the US Context

In the USA, as in the UK and Continental Europe, Education as a university area of
study had its origins in teacher preparation, although no formal teacher preparation
existed for teachers during the first 200 years of American history. The first teachers,
mainly mature women, were employed as tutors to wealthy families, and taught
elementary students in ‘dame schools’ in their own homes, or taught in schools or
academies.207 Eventually, following the European lead, the training of teachers was
established in ‘normal schools’. The first of these was founded by Samuel Hall, who
taught his pupils based on his own experience. Later, he published his lecture notes,
Lectures on School-Keeping, in what it is claimed, was the first book for teacher
preparation printed in English.208 In time, the work of Pestalozzi formed the basis of the
pedagogical component of the ‘normal schools’, although most of the academic work
consisted of preparation in elementary school subjects. In this sense the curriculum was
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mainly technical, dealing with skills and knowledge related to teaching. While there is
some evidence of more liberal studies in the form of courses in the history of education,
close examination of the relevant texts suggests that these had little direct application to
the understanding of educational problems.209
From the outset the ‘normal’ schools were less respected and staff salaries were
lower than those of teachers in the colleges and universities, making it difficult to attract
staff and talented students, resulting in lower state funding. Russell described this as “a
vicious circle: low public regard, low expenditure, less attractive, less good work, lower
regard and so on”.210 As a consequence, teacher preparation fought an uphill battle for
status and later for acceptance as a legitimate area of study in the universities.
The ‘normal’ schools continued to grow in the late nineteenth century;
simultaneously departments of Education began to develop in the universities with the
first chair of pedagogy in the US established at the University of Michigan in 1879. As
universities were institutions for higher learning and research, their approach to the
study of Education was less technical and less related to schools than that in the
‘normal’ schools. Indeed, they took a much more theoretical approach, aligning studies
in Education with philosophy and psychology. For example, at the University of
Chicago the relevant department was in fact called the Department of Philosophy,
Psychology and Pedagogy, and in 1894 was under the guidance of John Dewey.211
Not all universities were initially keen to accept studies in Education into their
curricula. A case in point was Columbia University. Teachers College Columbia began
as a training institution in 1894, just as the USA was fast emerging as an industrial
nation. Developments in the preceding years such as increasing school enrolments,
compulsory education laws, higher education for women, the transformation of colleges
into universities and innovations in technical education, created a demand for trained
educators. The limited preparation available in ‘normal’ schools was primarily for
elementary teachers and varied enormously in nature, quality and duration.212
Responding to pressure from school boards for higher levels of professional
competence, the ‘normal’ schools began to offer bachelor programs and become
teachers’ colleges. The curriculum broadened to include the history and psychology of
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education, pedagogy, child development and educational processes which were
important in “constructing a new academic discipline which was to lie at the heart of
teacher education for years to come”.213
Teachers College Columbia had its origin in the Industrial Education
Association. Although its original aim was to promote industrial training, the
Association grew rapidly and focused its attention on the preparation of teachers.214
Nicholas Butler, having studied in Europe, assumed the leadership of the College and
was determined to show that Education was based upon definite philosophical
principles which could be subjected to scientific analysis. Although he was unsuccessful
in his efforts to persuade Columbia University to introduce a course in pedagogy and to
become involved in teacher preparation, he did succeed in transforming the Industrial
Education Association into the New York College for the Training of Teachers. With
its major department being the Department of Education, the focus shifted “from a
philanthropic enterprise to one of educational advancement and reform”.215 The College
granted bachelor and masters degrees and a doctorate in philosophy, and included
courses in the history, science and philosophy of education, psychology in the art of
teaching, and methods of teaching the various school subjects.
While the training college was very successful under his leadership, Butler
remained disappointed that Columbia University rejected his plan to incorporate the
New York College for the Training of Teachers, and eventually resigned his
presidency.216 However, the University did support an alliance between the two
institutions:
Columbia would gain a valuable ally and a unique opportunity for
instruction in Pedagogy, while the Teachers College would be assured a
high standard of scholarship, university instruction and the benefits of a
university atmosphere and a university library. 217
This alliance worked well and increased access to the university led to raised entry
levels to the College, improved standards of professional work, and an enriched
curriculum. James Russell, returning from studying abroad accepted a position at
Teachers College in 1897 and was instrumental in maintaining these higher standards.
He argued that teachers should be considered professional experts as were graduates in
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Law, Medicine and Engineering. By 1898, he had persuaded Columbia University to
accept the Teachers College as its professional school for the preparation of teachers.218
At that time, Education as an area of study in universities such as Michigan,
Iowa, Harvard and California was limited to one department, and the preparation of
teachers for elementary school was undertaken quite separately in ‘normal’ schools.
Under Russell’s guidance both functions were to be undertaken at Columbia University.
His ideas about the nature of the study of Education, together with his astute choice of
staff (including scholars such as Monroe, Thorndike, Dewey and Bagley), provided a
strong basis for the construction of a program which incorporated both the theoretical
and professional preparation required. It was developed around four key areas: general
culture; special scholarship; professional knowledge; and technical skills. In this way,
Education as an area of study not only included specific instruction in curriculum and
pedagogy, but also enabled students to identify relationships between fields of
knowledge, to study educational psychology, the history of education and educational
administration, and to develop skills in educational research.
From the outset Russell endeavoured to apply to Education the “same serious
study, the same patient research and the same controlled observation as was applied in
medicine and engineering”.219 Consequently, the study of Education at Columbia
became much broader than teacher preparation. Russell and his staff suggested that
good teaching required much more than an awareness of ‘the tricks of the trade’ and
“that a successful teacher must have a background of culture and scholarship as rich as
other professionals”.220 These views had a significant impact on the way in which
Education developed as a university area of study more widely. The American Journal
of Education, founded by Russell, included articles not only on methods of teaching
recommended by Russell, but also reported on “men and measures that were changing
education”.221 In the early issues attention was given to Pestalozzi, whose principles
appeared to have influenced Russell’s work. Furthermore, the development of what is
known as ‘foundation studies in education’ has been attributed to the staff at Teachers
College and their response to the social and philosophical ideas of Dewey.222
Eventually, the Teachers College became recognised as a Faculty of the University,
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though financially independent. However, in time, there was a separation of teacher
training from the School of Education into the School of Practical Arts, opening the
way for the School of Education to become a Graduate School in 1914.
Urban has suggested that the battle for the acceptance of studies in Education in
the curriculum of the universities in the USA generally emerged from the “two poles
within which most educational activity for teachers was conceived”.223 These poles he
termed the ‘technical’ and ‘liberal’. The technical concerns related to the practice of
teaching, while the liberal provided the “intellectual context”.224 The early schools of
teacher education focused heavily on the technical aspects of teaching, showing little
interest in the more intellectual studies of Education. However, with the establishment
of university departments of Education, the study of Education took on added meaning.
Initially, there was an orientation towards advanced study and research, which meant
that the focus was much less technical than in the teacher training schools. For example,
at the University of Illinois studies in psychology, history of education, philosophy of
education and educational sociology constituted the curriculum from 1891 through to
1917.
After the First World War, the competition for students and a growing interest in
the ‘science’ of education saw academics continuing to align themselves with more
science-based disciplines such as psychology225 and developing a political interest in
education by becoming involved in the educational mission of the public schools.226
Furthermore, measures to increase enrolments saw an encouragement of female students
and eventually the declaration of an interest in preparing high school teachers. The
consequence of this was that university Education departments became more like the
original schools of teacher education and in the first two decades of the twentieth
century their focus became more technical.
As state systems of education expanded, schools of Education within American
universities began to develop an interest in the study of educational administration at
both undergraduate and graduate levels.227 Some critics argued that these courses
reflected “business interests that were intent on containing expenditure on public
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education” and that real educational concerns were ignored.228 While the courses were
popular, particularly as they used schools to gather data as a basis for research, they did,
however, divert attention away from the practical concerns of classroom teachers.
Neglect of classroom realities was also evident in the trends in educational
psychology. Urban noted that a group of psychologists conducting research into the
psychology of learning seemed to undertake it purely for the sake of research, failing to
relate it to the work of the teacher.229 This separation of the ‘academy’ and the
classroom served the needs of university professors of education who were keen to
draw a distinction between themselves and the world of the classroom teacher,
especially female elementary teachers, in order to gain status within the university. This
polarisation between the “psychologically based science of education in the universities
and the concerns of school teachers”230 was a distinct characteristic of the development
of the study of Education in US universities. Nevertheless, despite being divorced from
the practical concerns of classroom teachers, university education departments
continued to dominate teacher training during the 1940s and 1950s. During this time
courses in history, philosophy and sociology of education regained their popularity and
university-trained teachers with degrees were preferred by the school systems, which
were headed mainly by university doctoral graduates. This tendency placed great
pressure on the autonomous teacher training schools to attain a higher status and to offer
bachelor degrees to compete with the universities.231
The latter outcome could only be achieved by employing university graduates to
teach academic subjects not directly related to practical matters. As a consequence,
university academics taught in their own subject areas, with little or no concern for the
practical preparation of teachers. Eventually, the teachers’ colleges (which had
previously been the ‘normal’ schools) became colleges in which students could major in
a range of subjects, not necessarily related to teaching. In this ongoing struggle between
academic respectability and professional relevance, the colleges endeavoured to become
akin to universities by eagerly embracing wider academic pursuits, including research.
In reality, however, they were not as successful as the universities in this pursuit.
What followed was an era of dissatisfaction, questioning, criticism and debate
concerning the quality of the courses offered in university Education departments, the
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calibre of the students and the credentials of the staff. There was also concern over the
perceived educational deficiency of the nation’s students, a matter which was
highlighted by the launch of the Russian Sputnik satellite in 1957.232 Among the
solutions suggested was one to involve the ‘whole’ university in the preparation of
teachers rather than it being the sole responsibility of Education departments. Other
faculties, however, wanted nothing to do with the training of teachers and had lingering
doubts about the academic respectability of the study of Education. At Harvard, for
example, the Faculty of Education was described as the “rather unloved second-cousin
of the prestigious Faculty of Arts and Sciences”.233 Furthermore, while there were
financial concerns related to the fortunes of the study of Education at Harvard, what was
more disturbing was “the continual hostility of many members of faculties to
professional training in pedagogy”. Henry Holmes, the Dean of Education called it:
… an unusual handicap of prejudice. He asserted that considerations of
educational theory and practice were worthy of university study and the
notion of the subject of education as simply tricks of teaching was a
parody of a School of Education.234
Even in the 1980s, Education departments were experiencing animosity from Science
and Arts faculties and were still uncertain as to whether teacher education programs
should be separate from other aspects of Education as an area of study.235 Adding to the
confusion was the competency-based approach to curriculum and teaching developed in
the 1970s and 1980s. Smith, initially a supporter of the social foundations approach at
Illinois University in the 1950s, later argued in Teachers for the Real World236 that
teacher education programs should be based on developing ten teaching skills which
could be learned through practice and the use of microteaching and video analysis.237
This concept was developed in similar approaches known as ‘performance-based
teacher education’ or ‘competency-based teacher education’. Smith elaborated his ideas
into a program for professional teacher preparation which was based on the premise that
the pedagogical knowledge required by teachers could be generated by research
findings which could, in turn, be used to develop a program for teacher preparation.238
Such ideas failed to generate interest especially in educational faculties which were
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reluctant to change. Indeed in the late 1980s, teacher education suffered ‘inertia’ and
faced similar problems as it had decades earlier. Some of these can be attributed to the
huge variations in teacher preparation in a range of institutions from universities to state
colleges and private colleges, both large and small, all with varied curricula.239 Again,
the quality of the academic preparation of teachers came into question.
In response to the concerns relating to standards in education, a national
commission was established. Its report, A Nation at Risk240 stimulated reforms in most
states. Some of these reforms, aimed at raising the academic standards of courses in
teacher education and the quality of teachers, included introducing certification
standards, mandated tests for entry into the profession and competency testing for initial
certification.241 While local authorities had given oral tests in the process of certifying
teachers, and later written tests, including theory and practice had been used, most states
by the 1950s issued certificates on the basis of an approved college program. By the
1980s, however, the focus was on testing once again. Furthermore, some states required
that a certain percentage of an institution’s graduates pass the teacher competency test
for the institution to retain program approval.242 Generally the effect of the reforms of
the 1980s was “to narrow the broad knowledge base formerly required of teachers and
to emphasise their preparation with know-how in teaching extremely narrowly defined
as basic skills”.243 In those states affected by testing and certification, the construction
of Education as an area of study narrowed and research projects focused on direct
instruction.
Broader societal concerns have also continued to influence Education as an area
of study in the USA. For example, issues of racism, sexism and ethnic discrimination
have led to multicultural studies being incorporated into the field. Similarly, concerns
over the use of drugs, alcohol and child abuse have seen a growing interest in behaviour
management and law-related topics. These issues have not only influenced the
knowledge base of courses, but also the research agenda due to funding priorities.
Attitudes of universities towards teacher education have also impacted on the
construction of Education as an area of study. There are several areas within the social
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sciences and humanities disciplines that are acknowledged as contributing to the
knowledge base of teachers:
…there can be no debate that the overwhelming thrust of pedagogic
studies derives from psychological constructs: concepts such as
motivation, transfer, reward, readiness, and achievement and ability
testing are now generally accepted in the field of education. More
recently concepts…such as linguistics, systems theory, computer science
and metacognition have been added, but these are minimal additions that
do not challenge the hegemony of the constructs from educational
psychology. And although there is continuing debate on the role and
extent of philosophy, sociology, anthropology, history and ethics in the
knowledge base of teachers, such cultural foundations have been deemphasized for some time.244
Despite acknowledgement of the substantial knowledge base for teachers, however,
Education faculties have not been able to leave their origins in the ‘normal’ schools
behind, or to shed “the image of marginal academic respectability” which makes it
difficult for them to convince their university colleagues that they have a right to be
there.245 Although the ‘normal’ schools changed their names to teachers’ colleges,
changed their courses from two years to four years, adopted staffing names and salaries
similar to those of the liberal arts colleges or universities (professor and associate
professor) and diversified their offerings to include studies in Arts and Science,246 they
have found it difficult to escape their origins. They continue to experience tension
created by the demands from schools to be more relevant to classroom problems and the
demands of the university to be more scholarly.
In response to such tension, Warren has argued that university Education
departments should have two main concerns, namely educational research and
practitioner professional preparation, with the concerns of each informing the other.247
This view was strongly supported by Johnson who drew a comparison between
medicine and education as areas of study within the university, highlighting the role of
science and research in informing medical practice and noting the absence of a similar
relationship in Education.248 Broudy extended this line of thought, starting with the
justification for the autonomous existence of areas of professional study such as
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Architecture, Engineering and Education.249 He argued that there are certain
characteristics of such professional areas of study. Typically they have a special set of
problems, they use and organise facts and principles taken from other disciplines and
they use practice to inform theory and theory as a guide to practice.250 In developing
this approach, Broudy provided a sound basis for the inclusion of studies in Education
in the university curriculum showing how a neat relationship could exist between theory
and practice. The reality in many institutions, however, was that this relationship was
weak.
This tension between practice and theory has been a lingering characteristic of
the development of Education as an area of study in the USA. Since the 1960s, the
social foundations area has been frequently challenged with respect to its relevance for
teacher education.251 Stanley contended that this challenge was based on three major
factors. The first is that many courses in Education fail to make any “significant
intellectual demands on the students”. The second is the pressure under which teacher
education courses operate including insufficient time, lack of funding and the recurring
shortages of teachers. The third factor is the argument that Education “is not a
legitimate field of study” for a university.252 Stanley vigorously contested this position:
I state that there is no more arrant nonsense than the thesis that education
is not a legitimate field of study. The education system is one of the
major institutions of society…Why, for example, should the economic or
political institutions of society constitute a legitimate field of study while
the educational institutions do not? ... Much of the confusion grows out
of the fact that education as a field of inquiry can be regarded either as a
liberal arts discipline or as a professional study.253
In defending the position of Education as a university area of study, Stanley was critical
of the view that studies in Education should provide an “adequate command of the
subject matter and the skills and techniques of the trade”.254 This limiting view implies
that all of the decisions and problems related to the purpose and organisation of
education, and curriculum, have been made and that teachers have no role in revisiting,
redefining or redeveloping these. A teacher, he argued, should be able to respond
intelligently to issues involving the aims, organisation and curriculum of the school in
relation to the social order and social problems. This requires knowledge of the social
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foundations of education, that is, the study of the history of education, the philosophy of
education, the sociology of education, educational psychology and perhaps the
economics and politics of education. Accordingly, Stanley suggested that educators in
the US needed to reconsider their views on the study of Education:
The goal of teacher preparation cannot properly be defined solely as the
production of a good technician – a skillful classroom operator who
knows his subject. It is rather the development of an educational
statesman able to take his place, as a professional, with his colleagues in
the conduct of the educational system of the nation.255
Nearly twenty years later, however, it was still being contended that Education did not
have high status in US academic circles:
Even in colleges and universities that evolved from normal schools,
teacher education is a low-prestige and low-expenditure program, and
those who work closest to teachers in training typically have the lowest
status and pay. And many of the most prestigious universities do not
even have teacher education programs.256
The consequence of this low status, it is claimed, is that professors of Education identify
with their disciplines rather than teacher education and are often disinterested, or worse,
antagonistic towards teacher education students. In order to gain status they must align
themselves with a more prestigious discipline such as educational psychology. 257
Corrigan and Haberman identified seven major factors contributing to the
continuing low status and lack of acceptance of Education as a legitimate field of
university study in the USA. These include: the inability of many staff of university
faculties of Education to demonstrate both professional and pedagogical knowledge and
the practical competence they expect of their students; the poor attitude of the academic
community towards instruction compared with research; the view that teaching is an art
rather than a science suggests that talented individuals can succeed regardless of the
formal study of pedagogy; the reluctance of universities to take a role in implementing
public policy or social reforms; that teacher education has failed to convince the public
of its uniqueness or to make its mark on campus; the imposition of state requirements
which suggests that education faculties are not capable of determining appropriate
content, and finally the lack of interest from outside forces in providing greater
resources suggests that Education does not matter.258
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Ginsburg offered further explanations for the poor status of studies in Education
in the USA, including the lower level of funding for Education departments compared
with other discipline departments, the lower salaries of staff in Education faculties, the
perception that the students are of lower intellectual capacity, and the lower socio
economic status of staff and students. Further, perceptions of ‘ease of access’ to
courses, lack of rigour in programs in Education, uncertainty about the importance of
university based education for teachers, poor research productivity by staff in Education
and lack of reward for teaching achievements as opposed to research achievements,
have done little to improve the standing of studies in Education.259
While these claims cannot be ignored, it is equally notable that the status of
teacher education in the US has improved with its acceptance at university level. The
evolution from no preparation at all through to ‘normal’ schools, teacher training
institutions, colleges of education and then schools of education within universities
represents a line of progress.

In some cases initial teacher preparation was also

followed by the introduction of graduate studies in Education. Certainly, the progress
has not always been sustained and has not always been without a struggle. When
considered within the diversity of state variations, the difficulty of providing teachers in
many remote parts of the nation which leads to employment of unqualified teachers and
national demands for teacher education programs to contribute to a national social
justice reform agenda, any progress is an achievement.

The Australian Context
The organisation of a system of education was not a high priority in the early settlement
of Australia. The main reasons for this included the poor attitude to education of the
unwilling settlers, irregular attendance, non-payment of fees, the indifference of parents
to the schooling of their children and a severe shortage of labour. Various schemes to
introduce a formal system of education were initiated, most of them failing due to a lack
of funding and trained teachers.
Matters began to improve from the 1850s onwards. A number of schools based
on the model of English public schools offering courses in the classics were established,
although they also found it necessary to offer practical and commercial courses in order
to attract students. Gradually Latin and Greek began to decline as science, English,
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geometry, algebra, geography and history gained popularity, creating what Barcan has
described as “a liberal-modern compromise curriculum”.260 Later more modern subjects
such as French, German, book-keeping, shorthand, mechanics, drawing and music were
added. Eventually, with greater prosperity and political stability, the value of education
for all and the means to provide it were realised, creating a demand for better trained
teachers and for the establishment of universities.
Support for a university in Sydney first surfaced following the passing of the
Australian Colonies Government Act261 which introduced responsible self-government.
The University was established in 1852 as a secular teaching and examining institution
with a commitment to the founding of residential colleges, which might have religious
foundations. The curriculum displayed a balance between the humanities and the
emerging sciences with three foundation chairs in Greek and Latin, Mathematics and
Chemistry, and Experimental Physics, all located within the Faculty of Arts.262 The new
university was modelled on the traditional English universities and reflected this
heritage in its staff, curriculum, teaching methods and buildings. The University of
Melbourne, founded three years later, made more rapid progress than the University of
Sydney largely because it was generously supported by the Victorian state government
funded by wealth from the gold rushes.
Initially, enrolments in the new universities were low, partly because the upper
class colonists preferred to send their sons to England to acquire a liberal education, and
also as a consequence of the requirement to include the classics in all courses of
study.263 The situation was not helped by criticisms which challenged the relevance of
universities to contemporary Australian society.264 Much of this resentment emerged
from the fact that the intentions of the founders of the universities were opposed to the
views of the common people. The main intention of the founders was to produce an
educated class who could undertake political and intellectual leadership. Related to this
was the desire to create centres of culture which would lift the social and moral level of
the community to show “better taste, loftier ideas and a more civilized notion of what
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was worthwhile”.265 However, public opinion regarded universities as “homes of
privilege and teachers of outmoded and useless knowledge”.266 Newspaper reports were
scathing, describing the new university in Melbourne as a “costly toy” and stating that
“a more cumbrous, useless and needlessly expensive folly could hardly have been
perpetuated by any rational community”.267
Much of this reaction was due to the inclusion of the classics in the university
curriculum. Following the example of the University of Sydney, the council of the
University of Melbourne appointed chairs in the fields of Greek and Latin, mathematics
and natural science, along with one chair to cater for modern history, modern literature,
political economy and logic. It was compulsory for every student to study the classics
for matriculation and for the first two years of their university course. Popular opinion
at the time was very critical of this requirement:
… the main consideration for the colonists is that however excellent and
valuable classical education may be in itself, it is precisely the kind of
education which they do not want; since it is utterly unsuited to the
place, the time and the character of the population.268
Contestation over this issue continued for many years in Melbourne as the Council and
professors struggled to achieve the status of the universities in England, while the
people demanded a more pragmatic approach. Eventually, in 1883, the Council relented
and agreed to allow a Bachelor of Arts to be completed with or without a component of
Latin or Greek. During the 1880s and 1890s the University of Sydney expanded to
include the Faculties of Science, and Medicine. The University of Melbourne, which
already had courses in science, engineering, medicine and law, likewise expanded and
by 1904 was offering mining, surveying, architecture, metallurgy and commerce.
Dentistry, agriculture and veterinary science were added by 1906.269 These fields were
established much later and with considerable difficulty at the University of Sydney,
where progress was slower. By 1872, twenty years after establishment, there were only
74 students enrolled at the University compared with 250 at the University of
Melbourne.
The foundation of the University of Adelaide in 1874, much like Sydney and
Melbourne, was a response to local need and the enthusiasm and generous gifts of
private citizens. The government was also supportive, as a result of revenue derived
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from economic activities, particularly copper mining. By the outbreak of the First
World War three more universities had been established: Tasmania (1890), Queensland
(1909) and Western Australia (1911). By this stage, the Universities of Birmingham,
Manchester and Liverpool in England, and Wisconsin in America, provided variations
on the older models of Oxford, Cambridge and London for the development of these
newer Australian universities. In Western Australia, the dominating influence was the
founder and chief benefactor, Sir John Winthrop Hackett. He, and the founding
members of the University Senate, emphasised the need for ‘modern’ rather than
‘traditional’ subjects in the university curriculum and decided to establish a Chair of
Geology rather than of Classics.
Between the wars, two university colleges, Canberra University College (1930)
and New England University College (1938), were established with links to the
universities of Melbourne and Sydney respectively. After the Second World War their
status changed and they became the independent University of New England (1954) and
the Australian National University (1946). With the addition of the New South Wales
University of Technology (1949) and Monash University (1958) there were ten
universities in Australia by 1963, all displaying common features.270 The professors
were mainly recruited from England and Scotland, or were Australian graduates who
had undertaken post-graduate studies in one of the prestigious universities in the UK.
The universities were all quite small, slow to expand, relatively isolated from each
other, government funded and academically conservative, focusing on professional
training rather than a liberal general education.271
Universities established after the Second World War reflected the increasing
importance of the sciences, the social sciences, technology and post-graduate research.
These priority areas were supported by the Commonwealth Government, which
allocated funds to stimulate research in agriculture, medicine and the physical and
biological sciences. However, the post-war rapid growth in population placed great
strain on existing university facilities. In response, Prime Minister Menzies appointed a
committee to inquire into the role of the university in the Australian community, the
extension and coordination of university facilities, technological education at the
university level and the financial needs of the universities. This committee, known as
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the Murray Committee272, proposed the establishment of a body similar to the
University Grants Committee in Britain, triennial reviews of university finances and
government provision of funds to satisfy the needs of the universities. Amongst the
outcomes was the establishment of the Australian Universities Grants Commission to
act as a liaison between the Commonwealth, the states and the universities, to report on
university development every three years and to make recommendations regarding
university finances.273
The new support structure provided the stimulus for the growth of universities in
Australia and by the beginning of the 1960s there were ten universities offering a wide
range of courses in a number of faculties.274 The university curriculum expanded to
include mathematics, the physical and biological sciences and technology which led to
“increased professionalization, departmentalization, specialization and fragmentation,
characteristics deplored by the older scholars”.275 Generally speaking the university
curriculum had two components; the Faculty of Arts providing a general liberal
education, and professional courses in other faculties. However, as preparation for the
professions became more complex, specialist courses developed and Arts tended to
become the professional preparation for intending secondary teachers and other
occupations such as journalism.276
While research was a feature in the European universities as early as the
nineteenth century, Australian universities were much slower to develop in this area due
to a lack of funding and public demand. After the Second World War dramatic changes
in Commonwealth Government funding for post-graduate training in the physical and
biological sciences stimulated research activity which was further supported by the
introduction of doctoral studies, first at Melbourne in 1945, and subsequently in many
other universities.277 The growth in research activities eventually led to debate
concerning the relative importance of teaching and research in Australian universities.
Some critics argued that “the central object of our enterprise is education, not
investigation”,278 while others claimed that research was essential in the search to
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extend knowledge. This tension was at the heart of the criticism by students in the
1970s of the quality of Australian university teaching.
Between the mid 1960s and the late 1990s thirty new universities were
established in Australia, some of which emerged with the dismantling of the binary
system of higher education which had created a distinction between universities and
colleges of advanced education.279 Some of these newer universities developed a new
pattern of organisation around related disciplines. Thus, schools of Social Sciences,
Humanities, Biological and Physical Science were established at Flinders, La Trobe,
Macquarie and Griffith Universities. La Trobe adopted a ‘college’ structure which
extended beyond the field of study to incorporate study facilities, residential facilities
and facilities for meals and recreation.280 At Griffith and Macquarie universities,
interdisciplinary and foundation courses were introduced.
In the late 1990s and into 2000 there was also growth in graduate schools in the
universities. These tended to have a strong vocational or professional focus designed to
enhance the careers of students while at the same time contributing to the growth in
post-graduate research. The newer universities have also shown a greater interest in
Australian historical, social, political and economic studies and, more recently, Asian
studies.
Studies in Education in
the Australian Context

The study of Education in Australia had its origins largely in teacher training. In 1825 a
three-month training class for prospective teachers was introduced in Sydney for
teachers from the Anglican schools. Instructed by W. T. Cape, “probably the most
celebrated elementary school teacher in Sydney at the time”,281 prospective teachers
were prepared for the monitorial system devised by Andrew Bell and Joseph Lancaster
in England. This system enabled the mass instruction of elementary children and
teacher training to occur simultaneously.
By the 1830s, with a shortage of teachers looming and doubts about the quality
of teacher preparation, the principal of Sydney College made a plea for a proper training
school for teachers, thereby rejecting the notion that anyone could teach without
specialised training. The New South Wales Select Committee on Education in 1844 also
279
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supported a liberal education for all teachers in the “company of others destined for a
variety of professions”.282 In the ensuing debate about what constituted appropriate
preparation for teachers, support polarised around the ‘normal’ school system from
England and the ‘model school’ concept. Eventually, following the establishment of a
National Board of Education, the Fort Street Model School was established in 1850, and
all teachers wanting to teach in state schools were required to have formal training. This
was the beginning of the “dominance of state-provided teacher preparation in
Australia”.283
Initially, prospective teachers were given a one-month course of observation and
practice before taking up their first appointment. While this enabled the supply of
teachers to expand rapidly, it did little to improve the quality of teachers and eventually
the British apprenticeship system was introduced. Trainees were required to spend a full
apprenticeship year in schools and were instructed in reading, writing, arithmetic,
grammar, English, geography, astronomy, physiology, history, zoology and school
management, after which they were awarded the Trained Teacher’s Certificate.
During the 1870s and 1880s the training of teachers lagged behind changes in
schools, raising questions about the relevance of the apprenticeship system.
Simultaneously textbooks on teacher training began to appear and the study of
pedagogy and educational psychology gained attention. This provoked further criticism
of the lack of preparation of those engaged in teaching:
We countenance many silly things, but few more idiotic than the attempt
to educate children by means of boys and girls themselves uneducated …
No progressive people outside the British Empire retains the stupid,
baneful pupil-teacher system.284
It was generally considered that trainees needed to have a secondary education as a
foundation for the theoretical and practical preparation for teaching, and that this should
incorporate the pedagogical developments which had emerged in Europe and America.
To this end the Australian states began to establish teachers’ colleges.
In South Australia, where the commitment to university-based training for all
teachers was well established, trainee teachers were admitted to some university classes
in 1900.285 Initially students undertook two years of instruction at the state teachers’
college leading to the Senior Certificate for pupil teachers. Following this, while
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engaged as junior teachers, they could proceed to the university to complete their
training, although few did so. Thus, the teachers’ college became the dominant partner
in the preparation of teachers.286
In Victoria, a similar arrangement existed, with students being able to proceed to
university after completing the first year at teachers’ college. While there was
considerable conservatism and resistance at the University of Melbourne, collaboration
between the University and the Teachers’ College was encouraged. The University
reluctantly agreed to site the new teachers’ college buildings in the grounds of the
University, but remained wary of any closer association. In New South Wales a similar
initiative came both from within the University and from the college Principal, A.
Mackie. It was opposed, however, by the Chief Inspector of Schools who defended
training in the college: ‘No great importance is attached to subjects which they will not
be called upon to teach, but no subject is omitted which will be of use in our schools’.287
By the early 1900s, there was no obvious distinction in the training of
elementary and secondary teachers. It was generally believed that all teachers would
benefit from training in primary methods. Nevertheless, university graduates were
considered competent to teach in secondary schools without specific training, since the
emphasis there was on content and rote learning. Throughout the nation there was
clearly diversity in the standards and methods of teacher preparation.
In Western Australia, teachers were trained initially under the pupil-teacher
system with no theoretical basis to their work. Having been selected for entry on the
basis of an examination which was only slightly more advanced than the primary school
curriculum, pupil-teachers were given a one-month course in observational and practical
work. They were then assessed for certification for teaching on the basis of a test lesson.
When Cyril Jackson arrived from London to oversee the reconstruction of State
education, he suggested that this method of training was completely inadequate.288
Eventually in 1902, Claremont Teachers College was established. Over the first few
years the selection procedure and the length of training varied according to the places
available and the demand for teachers. The College course included instruction in
scripture, Latin, botany, English literature, reading, elocution, physiography and
mathematics. By 1904, singing was added and in the following year literary, debating
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and reading clubs were introduced. In 1906, the Practising School was completed within
the grounds of the College, providing easy access to practical work for the students.
Students enrolled in two or three-year courses could complete some of their subjects at
the university prior to undertaking professional training in the theory and practice of
teaching.289
Gradually all states responded to the need for better teacher training by
extending the duration of training courses, phasing out the pupil-teacher system and
offering varying degrees of university participation. The establishment of university
courses in pedagogy were stimulated by the Fink Commission in Victoria,290 and the
Knibbs-Turner Commission in NSW,291 both of which had urged the inclusion of
studies in Education in the university curriculum. In Melbourne it was argued that “just
as the university had a professor of engineering, so it should have one in education”,
while in Sydney the University Senate was urged to “adopt the science of education as a
regular subject in the Faculty of Arts”.292 There was also some support for the principals
of the teachers’ colleges to lecture in the universities.293 Once this association was
established, the universities began to offer diploma courses in Education. The first was
introduced at the University of Melbourne in 1902, followed by one at the University of
Sydney in 1910, where the first chair of Education in Australia was also established in
the same year. The University of Adelaide offered a Diploma in Education in 1912 and
by 1916, the recently established University of Western Australia offered studies in
Education for training college students, although a Diploma in Education was not
introduced until 1929.
The involvement of the universities heralded a change to a more theoretical
approach to Education as an area of study. While the teachers’ college courses had
included some educational theory and psychology, the focus was very much on
professional areas such as classroom management, methods of teaching, hygiene,
drawing, singing, needlework and nature study. Within the universities, the study of
Education expanded to include the history and philosophy of education, child
psychology and the principles of teaching. In some cases this expansion led to the
suggestion that the teachers’ colleges should become part of the universities, as was the
289

W. Clubb, ‘Western Australia’, in G. S. Browne (ed.), Education in Australia, London, Macmillan &
Co., 1927, p. 373.
290
Royal Commission on Technical Education [Fink Report], Melbourne, Govt Printer, 1899.
291
Report of the Commission Mainly on Secondary Education [Knibbs Turner Report], NSW LA,
Sydney, Govt Printer, 1904.
292
C. R. Long, Australasian Schoolmaster, May 1898, p. 32.
293
Interim Report of the Commission on Certain Parts of Primary Education, NSW LC, 1902, 64, p. 41.

62

case in certain situations overseas, but this view was not widely supported. Some state
education departments feared the “glamour of a university degree would throw into the
shade the more prosaic professional qualities of the primary school teacher” and that
“after all the Education Department must look upon itself as a great employer of
labour”.294 There were also fears that pursuing a degree would be at the expense of the
more vocational knowledge required for teaching.295
Other difficulties arose as a result of the concurrent nature of the college and
university courses. The teachers’ colleges frequently failed to arrange timetables to
enable students to undertake university courses while pursuing their college work.
Furthermore, many recruits to teaching were able to by-pass all systems of training as
the demand for teachers was greater than the supply; in 1906, for example, only onefifth of the teachers in Victorian schools had graduated through the Melbourne
Teachers’ College296 and the pupil-teacher system continued to operate until the 1950s
in several states.
Throughout the 1920s and 1930s, courses for training teachers varied a great
deal between the states and were adversely affected by the Great Depression. After the
Second World War, rapid expansion of the school population created a chronic shortage
of teachers, which again encouraged the appointment of untrained teachers.297 The
shortage, along with the high failure rate of teacher trainees attending university, and
quotas imposed at some universities, resulted in the growth of two and three-year
college courses and a lowering of entry standards. The post-war period saw rapid
growth of the colleges, with the number increasing from seven in 1940 to 38 by 1970,
resulting in little stimulus for the growth of university studies in Education.298
Nevertheless, by the 1960s, most of the universities in Australia offered Diploma in
Education courses which included the study of educational theory, the history of
education, comparative education, educational psychology, physical or health
education, teaching methods and teaching practice.299 At the same time only four
universities (Melbourne, Queensland, Tasmania and Western Australia) had faculties of
Education in the 1960s; elsewhere education courses were provided in faculties of Arts.
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Educational research began to develop, in the 1960s, stimulated by the work of
the behaviourists who dominated educational psychology in Britain and the USA.
Although they adopted a ‘scientific’ approach in an attempt to impress the public, the
media and the politicians, it was also clear to some that it was not as easy to establish a
“direct relationship between research and outcomes in education” as it was in
medicine.300 The consequence of this was a growing body of contradictory findings
which fuelled a dismissive attitude to educational research in certain quarters.
Progressively, the study of Education within the universities developed greater
breadth and research activities expanded, yet the teachers’ college courses remained the
most popular choice for teacher training, despite the criticisms of “inbreeding and the
perpetuation of existing practices among college staffs and students”, “lower academic
standards”, the stifling of “a genuine tertiary spirit of enquiry” and the “isolation of staff
and students from association and debate with other students preparing for different
walks of professional life” at the university.301 Such criticism did little to enhance the
status of the profession according to Howie:
That teaching has not been accorded full professional status is only too
obvious. The unprofessional image of the teacher constantly confronts us
whether we look into the past or at the present. ‘Let those people teach
children who cannot do anything better, who are slow-witted, coldblooded, avaricious of small gain, and heedless of niceties, who like
disorder, noise and squalor, who rejoice in the screams of the victim as
the rod falls gaily’ says Petrarch advising a friend to ‘quit such a
debasing trade while the opportunity offers’.302
Howie’s explanation for this situation was that educating and teaching were equated
with giving systematic instruction in a prescribed subject: the teacher, having been
taught, passes knowledge onto the students, reducing teaching to a “mechanical and
stultifying task”.303 In contrast, he argued, was the view of education and teaching in
terms of individual and social growth, involving the ability to respond intelligently to
experience and to adapt to the demands of a changing, economic, political and social
environment. In this sense education is the “continual reconstruction of experience” and
teaching becomes creative, constructive and intellectually demanding, in short “a
profession and not merely a trade”.304
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The sense of inferior status was perpetuated throughout the 1950s and 1960s by
the fact that a student unable to succeed in a university course could ‘escape’ to a junior
secondary course in a teachers’ college, be awarded a teacher’s certificate and then
teach in a public school. In Tasmania for example, the required preparation for
secondary teaching was only two years at Launceston Teachers’ College; in Queensland
secondary training consisted of one year of university study followed by one year at the
teachers’ college. In both cases entry to a teachers’ college was below university
entrance standards. Similarly, in New South Wales secondary teaching required the
completion of a two-year training course. In the 1960s, only 20 per cent of the teachers
in New South Wales schools had a university degree305 and until the mid 1970s, there
were significant differences in the preparation of teachers throughout Australia. Such
realities did little to support the claim that teaching was a profession requiring
intelligence, ability and excellent personal qualities.
One suggested strategy to overcome the status problem was that the teachers’
colleges be absorbed into university faculties or departments of Education. However,
this presented some serious difficulties: the large numbers of students enrolled in the
teachers’ colleges prohibited their accommodation by the universities; and only a small
number would be eligible for university entry, since the entry standard to the
universities was much higher. Thus, both the Australian Universities Commission and
the Martin Committee agreed that universities should not provide courses for students
who had not met university entry requirements.306 This was of particular concern
because the high failure rate of those commencing university courses and the extra time
then required to complete, limited the supply of teachers.
It was clear that problems associated with the quality of teacher preparation
remained. In addressing the problem, the Martin Committee recommended the
establishment in each state of a Board of Teacher Education with representatives from
the state education departments, universities and non-government schools.307 These
Boards were intended to advise on matters relating to teacher education and to be
responsible for standards of teacher preparation. Another initiative recommended by the
Martin committee was the incorporation of teacher education into the colleges of
advanced education, which were post-secondary level institutions with vocationally
focused courses.
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Despite the recommendations of the Martin Committee, a diverse approach to
teacher education continued throughout the 1970s, with the teachers’ colleges
continuing to prepare the majority of students for teaching positions. The following is
representative of the view of many of those who believed that this was acceptable:
The Australian universities are already deeply committed to the
professional training of doctors, lawyers and engineers. To hold them
responsible also for the preparation of teachers, vastly more numerous
than doctors, lawyers and engineers combined, would be to diminish
their importance as makers of new knowledge and to emphasize their
function as teaching institutions. Already the faculties of arts in
Australian universities, when considering the structure of their degrees,
have to keep their eyes fixed on the supposed needs of teachers. If
responsibility for the preparation of teachers were handed over to
universities, they would find it harder than they do now to persuade
teachers to study anything which does not appear on a school timetable. I
consider such a possibility an educational disaster for the
universities…The universities, out of the sheer numbers of teachers to be
prepared would run the risk of becoming super training colleges…The
responsibility of universities for the preparation of teachers should be
restricted to those who can graduate on equal terms with others. That is
to say, the universities should confine their function to an elite only …
Flood the universities with teachers in training and the task of
maintaining high standards will be made harder, if not impossible.308
Despite such strong views, however, support for a university education for all teachers
gained momentum309and during the 1970s many students opted for a degree course,
followed by a one-year post-graduate Diploma in Education. In some universities it was
by now possible to complete a further year of study in Education for the degree of
Bachelor of Education, or to undertake a four-year Bachelor of Education degree,
providing concurrent academic and professional preparation.
Studies in Education within such university-based programs provided the
specialised preparation necessary for primary or secondary teaching, together with a
range of studies in, for example, educational administration, remedial education,
educational guidance, educational psychology, philosophy of education, history of
education, sociology of education and comparative education.310 In the early stages
many students were critical of such courses. They complained about the lack of
cohesiveness and academic rigour, overcrowded and uninspiring lectures, too much
theory and the absence of practical relevance. As a result, some universities embarked
on projects to reform teacher education. Notable in this regard were Sydney, Macquarie
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and Monash Universities. Associated with the university expansion throughout the
1970s and into the 1980s, was a growth in higher degree courses and educational
research. In a trend which indicated a movement away from the behaviourist approach,
educational research in the 1980s tended to focus on educational technology, gender
issues, student outcomes, environmental issues, mathematics and science education,
special education and policy studies using qualitative methods.311
There was also a sustained attempt to gain greater acceptance in the eyes of
academia, politicians and the public. On this Bessant and Holbrook maintain that
achieving this acceptance has been a problem in Australia and that there has always
been “an undercurrent of hostility and criticism in the older universities towards
education”.312 As indicated in Chapter One, however, such perceptions are not
underpinned by fine-grained empirical studies of particular universities. It was such an
observation that, in turn, stimulated further questions, including those centred on how
Education as an area of study has been constructed in the nation’s universities over the
years. The remainder of this thesis makes a contribution to redress the deficit for the
particular context of Western Australia.
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CHAPTER THREE
THE CONSTRUCTION OF EDUCATION AT
THE UNIVERSITY OF WESTERN AUSTRALIA
Introduction

The University of Western Australia opened its doors in 1913. It was the fifth university
to be established in Australia, following Sydney (1851), Melbourne (1853), Adelaide
(1874), Tasmania (1890) and Queensland (1909). Its emphasis on an egalitarian and
utilitarian model similar to the new universities in the American west, was reported by
the West Australian newspaper as follows:
The new university will open the inner doors of the practical walks of
life, will enable us to increase our physical production, to teach cheaper
and wiser methods in all forms of work, and will bring up the great body
of students to the level now attained by a few especially gifted,
assiduously or apt. This is the class of student to which it is intended
chiefly to appeal.313
This strong support for a practically-focused institution was in contrast to the much
more reticent response given to the foundation of the universities of Sydney and
Melbourne, with their emphasis on producing graduates educated very much along
classical lines.314 After much discord, the latter universities emerged with a curriculum
which struck a balance between the humanities as taught at Oxford and Cambridge, and
the new sciences. From its inception, however, the approach at The University of
Western Australia was welcomed locally because of its emphasis on being relevant to
the practical demands of Australian society.
The practice of The University of Western Australia orientating its curriculum
towards the local needs of the State was also maintained throughout its history. This
was reflected across a wide variety of areas of study, including the study of Education.
Thus, the study of Education was seen from the beginning as being primarily concerned
with teacher preparation, although increasingly, it also became concerned with the
education of professionals through studies in areas such as educational administration,
management and policy. At no stage was the study of Education promoted primarily as
an area of liberal studies which could be pursued by students purely for its intrinsic
interest. Neither was it ever promoted as a purely technical activity. Rather, the liberal
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education tradition strongly accompanied the professionally-oriented focus. This was so
in the sense that students were, for most of the period under consideration, required to
engage in studies which not only gave them the requisite knowledge of school
curriculum subject matter and specific pedagogical understandings, but also helped
them to locate their work as teachers and educational professionals within the broader
historical, political and socio-economic context.
The central argument expounded above is illustrated in this chapter which is
organised in four parts. The first part, dealing with the period 1916 to 1929, outlines the
introduction of studies in Education in the University curriculum as foundation studies
for intending teachers enrolled both in the University and at nearby Claremont Teachers
College. The second part, dealing with the period 1930 to 1954 details how the
academic orientation which characterised the area of study intensified, first within a
department located in the Faculty of Arts and then within a Faculty of Education
established in its own right. Part three, dealing with the period 1954 to 1969 considers
how the strong academic orientation became even more overt with the evolution of a
strong ‘discipline’ orientation to the study of Education. Finally, the fourth part details
how, in a period of expansion from 1970 onwards, particularly in response to the
professional community, the strength of the ‘discipline’ orientation weakened, yet
continued to be characteristic of how Education as an area of study was constructed at
The University of Western Australia.

A Foundation Orientation: 1916 - 1929
This part of the chapter opens with a brief historical exposition on the educational scene
in Western Australia generally, and on the establishment of The University of Western
Australia before addressing the way in which the study of Education developed at the
University in the early years. In particular, it provides an exposition on how the Faculty
of Arts at the University provided a service to students in attendance at nearby
Claremont Teachers College, which prepared both primary and secondary school
teachers. The Faculty provided a concurrent education to those students at the College
who met the University entry requirements and who chose to study certain permitted
units. While some of the latter were Arts and Science units, students also studied a unit
entitled ‘Education’. This unit was constructed with a ‘liberal education’ focus to
complement the more practical focus at the College. While all eligible students at
Claremont were not obliged to take these options, they were encouraged to do so, and
over the years an increasing number did so. On this, however, it is important to keep in
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mind that more than half of the students in attendance at Claremont Teachers College
did not attend the University in any capacity. In general they can be seen to be have
been operating within a teacher preparation phase akin to Beeby’s ‘stage of transition’,
while the small number who attended the University could be seen to have been
operating at the lower end of the ‘stage of meaning’.
The ‘Education’ unit was also taken by students enrolled in an Arts degree, but
who had no association with Claremont Teachers College. For these students the unit
was not modified in any way to include the practical issues and experiences related to
teacher preparation. Nevertheless, a small cohort studied it, particularly those students
who contemplated teaching in a private school once they graduated. While formal
teacher preparation was not required in order to gain employment in such a school,
some graduates, including some who had completed the ‘Education’ unit, went on to
attend Claremont Teachers College for a one-year practically-focussed teacher
certificate in primary or secondary school teaching. A third group of students also
enrolled in the ‘Education’ unit at the University. These were practising teachers,
mostly graduates of Claremont Teachers College who studied part-time for a degree at
the University. They were encouraged to take the ‘Education’ unit by the State Director
General of Education as part of a commitment to raising the status of teaching in the
community.
Broad overview of the history of education in Western Australia,
and the establishment of The University of Western Australia
The Swan River Colony was founded in Western Australia in 1829. By contrast with
the colonies in the east, it was slow to develop, largely due to its isolation, small
population, and infant economy. The practical demands of daily life which attached
little importance to formal education resulted in little support for any attempt to provide
schooling.315 Nevertheless, several subscribers’ schools, controlled by parents and
supported by a government subsidy had opened by 1831, although attendance was
poor.316 At the same time there was an attempt to imitate the classical education
provided by the grammar schools and private girls’ schools in England.317 Schools such
as Mrs Waldeck’s School for Girls and The Bishop’s School, founded by Bishop Hale,
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offered a ‘middle class’ education to the children of the ‘colonial gentry’.318 Invariably,
however, they closed through lack of support, raising serious questions about the
relevance of a classical education for the community.
It was not until John Brady, an Irish priest, arrived in the Swan River colony that
the provision of education developed.319 Initially, he and his team of nuns met
resistance from those who feared their children to be at risk “of imbibing heretical
notions”.320 Despite this cautious attitude, by 1848 two thirds of the children attending
the Catholic schools were Anglicans, since the Church of England lacked leadership in
the colony. Subsequently, the governor of the colony allocated funds for the
establishment of schools throughout the city and nearby country locations. The result
was the founding of Perth Colonial Boys’ and the Perth Colonial Girls’ Schools, the
Perth Free Grammar School (the only secondary school) and colonial schools in
Fremantle, Guildford (approximately 20 kilometres from Perth) and the country towns
of Pinjarra, York and Albany.321 Although the small private venture schools all but
disappeared as a result of such establishments, the Catholic schools continued.
Therefore, by 1850 a dual system of state-aided Protestant and Catholic schools, known
as ‘assisted’ schools existed.322
This situation was formalised with the Elementary Education Act 1871 which
supported both government and ‘assisted’ schools, made attendance at school
compulsory and led to the establishment of a Central Board of Education to control
elementary education.323 The role of the board was to oversee government schools, to
appoint an inspector of schools, to draw up appropriate rules and regulations, to
apportion funds provided by the government, to appoint district boards to work with
local schools, and to set the fees to be charged for attendance. Soon there were sixtythree government schools in the State and seventy teachers. The curriculum was
confined to reading, writing and arithmetic, with geography and grammar additional
subjects which could be taught. At this time financial resources were limited and there
were no facilities for preparing teachers. Monitors and pupil teachers were appointed,
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but few stayed in their poorly paid positions, with most moving to more lucrative work
in other government departments, or with private merchants.324
The assisted school provision remained for 25 years during which time there
was relative harmony between the Church and the State. However as the move to
provide free compulsory, non-denominational state education for all children gained
momentum, a degree of dissatisfaction with the competition from religious schools
grew. As a consequence, the State withdrew its funding through the Assisted Schools
Abolition Act 1895. Without financial support, only the most successful religious
schools for well-to-do families survived. Consequently the majority of pupils went to
state primary schools.
During the 1890s the gold discoveries generated prosperity and many skilled
teachers arrived from the east seeking work. One of these was William Rooney, a
teacher from Sydney, who became headmaster of Perth Boy’s School and who played a
leading role in the development of secondary education in Western Australia.325 Also
influential was J. P. Walton, a trained teacher and headmaster from England whose
report on education for the State Education Department motivated changes in the school
curriculum and teacher training.
Throughout the nineteenth century teachers in Western Australia who received
any teacher preparation did so through a pupil-teacher system. In other words, they
developed their own teaching skills by imitating practising teachers. Candidates were
initially selected on the basis of an examination, the standard of which was slightly in
advance of the primary curriculum.326 This was followed by a period, usually one
month, during which the candidate completed observational and practical work and was
then assessed on the basis of a test lesson. In time this was considered to be totally
inadequate by the Director General of Education, Cyril Jackson, who persuaded the
government to establish a training college for teachers in Claremont in 1902. Jackson
was successful in luring Cecil Andrews who had been educated at Oxford prior to
training as a teacher at Battersea, to be principal of the College.327
These changes were most timely as rapid population growth stimulated an
extensive building program which resulted in large new schools in the goldfields and
the city. By the early 1900s the authority for education was shifted to a Minister for
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Education and his staff of a Director, Chief Inspector and district inspectors who were
responsible for kindergarten, primary, secondary and technical education, special rural
schools and correspondence classes.328 Because of the vast size of the State there were a
large number of one teacher schools which were expensive to run. Indeed, by 1924
there were 793 State schools and of these 580 were one-teacher schools, 89 had two
teachers, 37 had three teachers and 87 had more than three teachers.
While this represented remarkable growth in general, expansion in secondary
education was much slower. In addition to the government schools there were 117 nongovernment schools in operation at this time. These schools charged fees and made a
significant contribution to education in the State with enrolments of more than 11 000
students across the sector.329 One of the most serious issues for the non-government
schools was finding trained teachers, as the Claremont Teachers College could
accommodate only teachers destined for the State system. However, university
graduates were attracted to teaching positions in the non-government sector.
In the late 1920s the curriculum in the primary school expanded beyond reading
writing and arithmetic to include oral and written composition, literature, spelling,
history (including great voyagers to Australia, explorers of Australia and great national
heroes) and geography.330 Students attended primary school initially for six years, and
later this was extended to seven. Following primary school, students might attend up to
five years of secondary school.
By the mid 1950s a more progressive approach to education began to emerge
with the introduction of comprehensive high schools. At the time, an increase in the
birth rate and influx of migrants resulted in a dramatic increase in school enrolments.
The increase in the school-aged population resulted in the building of more schools
including more non-government schools. By the early 1960s the issue of state aid to
non-government schools gained attention, and in 1963 the Commonwealth Government
pledged funds to these schools. This was followed by an era of curriculum change, an
increase in the school leaving age, and the expansion of the tertiary education sector in
Western Australia. Throughout this period of development in schooling in Western
Australia, The University of Western Australia was the only university in the State
having been established in 1911.
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John Winthrop Hackett, a graduate in classics and English from Trinity College
Dublin, proprietor and editor of The West Australian newspaper, and a respected
journalist, chaired the Royal Commission which recommended the establishment of a
university in Western Australia. The Commission reported in 1910, stating that it was in
the best interests of the State to establish a university without delay, and that while it
should be modelled on those in the eastern states of Australia, it should also have the
necessary “amendments as will bring it into full accord with modern and liberal
requirements”.331 This was a clear mandate to focus the curriculum on the economic and
social needs of the State, rather than follow traditional classical models and accordingly,
the preamble to the Act made specific mention of the importance of instruction in both
the practical arts and liberal studies to advance the prosperity and welfare of the people
of Western Australia. The Liberal Government of Frank Wilson initiated The University
of Western Australia Act of 1911,332 under which The University of Western Australia
was incorporated and by 1913 the Labour Government of John Scadden provided the
funds for the Act to be implemented. Thus the University was born.333
Teaching began in 1913, with courses in the faculties of Arts, Science and
Engineering,334 an academic staff which included eight professors and four lecturers,
and a student population of 184. The foundation chairs were in Agriculture,
Mathematics and Physics, Mining and Engineering, Biology, History and Economics,
English, Chemistry, and Geology. Degrees in Arts and Science were of three years
duration, while a Bachelor of Engineering required four years of study. It was also
possible to study for a two-year Diploma in Agriculture.335
The Study of Education at The
University of Western Australia
As in the older Australian universities, Education was not a foundation area of study at
The University of Western Australia. There was some discussion about its possible
inclusion,336 but the idea was not pursued, possibly due to the strength of nearby
Claremont Teachers College, of which Hackett was a great supporter.337 In fact, the two
institutions quickly established a positive working relationship, with students of the
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College who had matriculated being permitted to enrol for units offered in the
University’s Faculties of Arts and Science, thereby gaining credit not only towards their
teaching qualification, but also towards a degree should they later pursue it. Soon after,
in 1916, the relationship was strengthened further when the Faculty of Arts offered a
unit in ‘Education’, as mentioned above, which was also available to students at
Claremont Teachers College. This initiative was introduced with the full support of both
the University and State Education Department, which was not surprising given that the
Minister for Education, Thomas Walker, and the Director General of Education, Cecil
Andrews, were both members of the first University Senate.338 It was also “happily
received by those associated with the Training College”,339 especially the Principal
William Rooney who was appointed to teach the unit at the University.
Following a period as a teacher in Sydney, Rooney had been appointed Principal
of Perth Boys’ School and subsequently became a school inspector in WA prior to
taking up the principalship of Claremont Teachers College.340 He had a strong belief in
the need for a theoretical foundation, including an understanding of psychology, upon
which to build teaching skills.341 Indeed, it was claimed that he was responsible for
bringing “dignity” to the profession because “he demanded that teachers should be men
and women of merit and education, fit guardians of the youth entrusted to their care”.342
This belief, coupled with his extensive experience in schools, ensured that his approach
to the study of Education would provide a balance between theoretical foundations and
professional relevance. In his dual role as College Principal and university lecturer,
Rooney was able to encourage the students of Claremont Teachers College to enrol in
the ‘Education’ unit, despite the criticism of those who claimed that more time should
be spent in “the technical arts of the classroom”.343
While Rooney was instrumental in designing the first studies in Education at the
University, the Professorial Board also provided some guidelines for the development
of the unit, suggesting that it should be in “the Theory and History of Education within
the Arts curriculum” and that “the Syllabus should be drafted so as not to overlap with
the Philosophy courses”.344 Initially the unit was available to second or third year
students who had already obtained a requisite pass mark in either philosophy or
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psychology.345 This cohort included Claremont Teachers College students, teachers
studying part-time towards a degree, and University students, some of whom were
contemplating a teaching career after graduation. Typically, the latter were Arts students
who went on to secure teaching positions in the private school system without
additional teacher training.
The ‘Education’ unit adopted a broad liberal approach to the study of Education
and provided an overview of educational theory and an introduction to the context of
schooling. It included topics such as ‘the nature and scope of educational theory’, ‘the
process of education’, ‘history of education’, ‘matters of instruction’, and ‘organization
of education and schools’.346 In 1918 the unit was revised to include six subsections:
‘the nature and scope of educational theory’ (including the aims of education, child
development, heredity and environmental influences on education, functions of schools
and education as a science; ‘the process of education’ (including the learning process,
Herbartian theory, apperception and its value, forms of instruction, types of lessons and
exposition and illustration); ‘the history of education’ (including education from the
Renaissance to the present day, emphasising the comparative study of educational
opinion and practice); ‘matters of instruction’ (including curriculum and educational
values); ‘organization of education’ (including an examination of kindergartens,
primary and secondary schools and considered the principles of schooling incorporating
those of Froebel and Montessori); and ‘development of schools in Australia’ (including
a comparison of the Australian education scene with that of other nations).
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In the

early 1920s three further sections were added to the unit: ‘the origin of educational
institutions’, ‘theory of curriculum’ and ‘general method’.348
An analysis of the content of the ‘Education’ unit at this stage in time reveals a
combination of, on the one hand, ‘educational history’, ‘pedagogy’ and ‘philosophy’
and, on the other hand, school related studies such as ‘administration’, ‘curriculum’ and
‘methodology’. Similarly an examination of the extensive list of accompanying
textbooks indicates a commitment to introducing students to educational theory and
foundation studies, as well as to the study of pedagogical matters.349 At the same time,
however, the approach was not embedded in practice, especially since it did not include
simulated teaching, or teaching practice in schools.
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To cater for the many teachers who enrolled in the unit, lectures were scheduled
in three one-hour sessions after 5 pm.350 This arrangement also suited the Claremont
Teachers College students, many of whom were enrolled in Arts units within the
University as part of their two-year teacher preparation course at the College, thereby
studying across two campuses.351 Thus, the University was engaged in the theoretical
foundations of teaching for Claremont Teachers College students without engaging in
such specific teacher preparation matters as subject-specific pedagogy and practice
teaching.
This pattern of provision continued throughout the 1920s, with the theoretical
foundations approach being offered at the University, and a practical classroom and
instructional approach being offered at the College. While welcomed at the time, in
hindsight the collaboration highlighted the dichotomy established from the beginning,
between the theoretical and practical orientations of Education as an area of study. This
dichotomy was supported by the Teachers’ Union in Western Australia which
recommended that the College confine itself to methodology and the art of teaching,
and that “substance” be taught at the University.352 The likely power dynamics
underpinning this recommendation will be considered later in the chapter.
Nevertheless, it would be remiss to give the impression that the University itself
was not keen to become more directly involved in teacher preparation. Indeed, having
consolidated its unit in ‘Education’, attention turned in 1917 to the possibility of
introducing a post-graduate Diploma in Education for university graduates. The
initiative from the Arts Faculty received strong support from the Professorial Board of
the University which agreed to introduce the course in 1918.353 It was anticipated that it
would attract students from all three faculties. The course structure included the
following units: ‘Education’; one unit in either biology, chemistry, geology or
physics354; ‘principles of class teaching’; ‘special methods’ (three selected from
English, geography, history, modern languages, classical languages, mathematics,
science or infant school); ‘hygiene’; ‘psychology’ (if not previously studied);
‘demonstration and criticism lessons’ and ‘teaching practice’.355
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The plan was that the course would be taught in conjunction with the Claremont
Teachers College; the latter would be responsible for the more practical components
while the University would focus on the theoretical foundations. However, the detailed
planning was shelved and the implementation process discontinued due to the impact of
the Great War which resulted in too few students being available to make the course
viable.356 Nevertheless avenues were opened which indicated that the initiative would
meet with a positive response should it be raised again. For example, in 1922, the
Professorial Board of The University of Western Australia confirmed that it was “in
favour of University training in Education”,357 while the following year the possibility
of establishing a Chair in Education was considered.358 Furthermore, the Faculty of Arts
continued to express its interest in offering full preparation for those intending to teach
in non-government schools.359 Support for such a development was also expressed by
Rankin, a local teacher and educational historian, who believed that the College should
be part of the University and that “the training of teachers is the proper function of a
university”.360 This position was based on the premise that it was better for teachers not
to be segregated in their preparation, but to be in contact with the other professions to
broaden their outlook. This was consistent with the approach which had been supported
by Rooney in his dual role of Principal of the College and lecturer at the University, and
which formed the basis of the collaborative relationship which developed between the
two institutions during this initial phase in the construction of Education as an area of
study.

An Academic Orientation: 1930 – 1954
The period from 1930 to 1954 marks the second phase in the construction of Education
as an area of study at The University of Western Australia. Throughout this phase there
was both consolidation of the University’s role in teacher preparation as it continued to
provide access to students enrolled at Claremont Teachers College, and new
developments in Education as an area of study at the University. In sustaining the
commitment to the College, the Faculties of Arts and Science continued to provide a
service to students who chose to study ‘Education’ and other permitted Arts and
Science units. The ‘Education’ unit also continued to be taken by students enrolled in an
356
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Arts degree with no association with the College. Similarly, practising teachers, mostly
graduates of Claremont Teachers College seeking to upgrade their qualification,
continued to enrol in the ‘Education’ unit as part of their part-time study program.
During this second phase, however, a number of developments resulted in
changes in the ‘Education’ unit and in the expansion of Education as an area of
university study. The major thrust of these developments included the introduction of a
more academically rigorous approach within the ‘Education’ unit, the introduction of a
teacher preparation course at the University itself, and the emergence of a more
reciprocal relationship between the University and Claremont Teachers College, as
opposed to the approach in the previous phase where the University simply served the
College.
The pattern of three modes of teacher preparation continued, namely, students
attending the College only, students studying across both institutions, and students
studying the ‘Education’ unit within a degree at the University in anticipation of
seeking a teaching career in the future. In order to better meet the needs of the latter
group, the University decided in this phase to initiate a post-graduate Diploma in
Education for kindergarten, primary and secondary teachers. Although all such students
graduated with a Diploma in Education from the University, those in the kindergarten
and primary streams completed a large component of their studies at Claremont
Teachers College, while the students preparing for secondary teaching completed most
of their studies at The University of Western Australia. In this way, the two institutions
developed a more mutual relationship, with each fulfilling an important role in
supporting the other in teacher preparation.
The introduction of the Diploma in Education provided an opportunity not only
to design a new academically rigorous course with the introduction of new units, but
also to conduct a review of the existing ‘Education’ unit. The consequence of the
review was the intensification of the academic basis, or in Franklin’s terms, the
“sophistication”361 of the study of Education, despite resistance from the Teachers’
Union and the State Department of Education. This intensification and ‘sophistication’
was facilitated by the establishment of a Chair in Education and the expansion of the
university Department of Education, which eventually achieved Faculty status. This, in
turn, provided opportunities for Education as an area of study to move beyond teacher
preparation, and to focus on higher degrees and research.
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The establishment of the Chair in Education
In the late 1920s, with Rooney’s retirement imminent, the Teachers’ Union, which had
grown in strength, saw an opportunity to call for reform in teacher preparation. It
demanded “more practical training for teachers than has been in force to present”362 and
sought clarification from the Government regarding the functions of the University and
Claremont Teachers College. The response of the State Education Department and the
University Senate was to recommend the creation of a Chair in Education with the
occupant also assuming control of the Teachers College. The Teachers’ Union was in
favour of the Chair, but demanded that the Government retain complete control over the
College. The resistance of the Union to a more academic preparation of teachers was
not surprising given that, generally speaking, the Union Executive and members were
not university graduates and were fearful that the Union’s position of power might be
usurped by better educated teachers. Equally significant was the strong anti-intellectual
streak which characterised Australian society at the time. Eventually, a compromise was
reached which satisfied both the Union and the University; there would be a postgraduate university course leading to a Diploma in Education and a Professor would be
appointed who would also be the Principal of the College, while a vice principal would
guide the practical work of the College.363
The decision to establish a Chair in Education and introduce the Diploma in
Education for graduates was timely as much concern was being expressed about what
was claimed to be a poor standard of teaching in the secondary schools as a result of a
lack of pedagogical understanding on the part of the teachers. At the time it was
possible to secure a secondary school teaching position with just an Arts degree,
prompting critics to claim that “although men with degrees are desirable it does not
follow that such men are good teachers”.364 It was hoped that the Diploma in Education
would rectify this situation.365
The decision to implement the Diploma in Education precipitated a timely
review of the study of Education and the place of teacher preparation within it. The
challenge in designing the new course was to move beyond the level of training which
had characterised the programs at Claremont Teachers College and to provide a
theoretical background to teacher preparation. That is, the focus was to move beyond
362
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what Labaree calls “teacher expertise” characterised as being “good enough to follow a
scripted curriculum” towards “teacher education” which produces teachers who are
“expert enough to exercise judgement in classrooms”.366 This was relevant not only to
the preparation of beginning teachers, but also to courses addressing the professional
needs of teachers already in schools, thereby facilitating their progression from Beeby’s
‘stage of transition’ to the ‘stage of meaning’.
Robert George Cameron, appointed to the first Chair in Education at The
University of Western Australia in 1927, and concurrently, to the position of Principal
of Claremont Teachers College,367 took up the challenge to promote what has been
more recently termed the “academicisation”368 of teacher preparation. Like Rooney, he
had studied at Sydney Teachers College where he had been influenced by the teaching
of Professor Alexander Mackie, who believed that the study of Education belonged in
the universities since teacher preparation should produce a “well-educated professional
with professional freedom and responsibility”.369
Pursuing this position, Cameron argued that the study of Education should be
recognised as a field in its own right, separate from, although related to philosophy,
psychology, history and the classics. On this he stated:
It seems to me unfortunate that quite a number of University education
departments in Great Britain either assume that the training of teachers is
their only function or have been driven by the force of circumstance to
accept this as their only function. I feel that the inclusion of education
among University studies can be justified only if it is a study that is
susceptible of philosophical and scientific methods of investigation. This
indeed is the primary aim. The training of teachers is a secondary aim
and is made possible only by the attainment of the primary.370
He was convinced that academic preparation in Education studies was fundamental to
teaching, as was preparation in the subjects to be taught. He also held that academics in
Education should be encouraged to conduct research and publish across a wide range of
subjects,371 even though he met polite cynicism from some of his colleagues who saw
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the association of the Faculty of Arts with the Teachers College as “slightly
plebeian”.372
Building on the theoretical foundations laid by Rooney, Cameron revised the
undergraduate unit in Education to enhance its academic rigour. He added such content
of an interpretive nature as ‘the relation of educational theory to the philosophical and
social sciences’, ‘the role of the school in relation to other ethical institutions’, ‘the
nature of educational, aesthetic and volitional training’, and ‘the study of Plato’s
Republic’. He also added content more directly related to the world of practice,
including the following: ‘measurement of scholastic ability’, ‘experimental teaching
methods’, ‘diagnosis and treatment of scholastic defects’, ‘finance of education’,
‘theory of formal discipline’, ‘organisation and management of classrooms in relation to
the principles of social psychology’, ‘educational measurement’, ‘education of
subnormal and gifted children’, and ‘the use of intelligence tests’. Overall, however,
the approach was academic rather than practically prescriptive.373

The Diploma in Education
Cameron was instrumental in developing the one-year post-graduate Diploma in
Education course to provide preparation for kindergarten, primary, or secondary
teaching. Although all students graduated with a Diploma in Education from the
University, those in the kindergarten and primary streams completed a large component
of their studies at Claremont Teachers College, while the students preparing for
secondary teaching completed most of their studies at The University of Western
Australia.
The Diploma in Education course included the following components:
Studies in Education
1.
2.
3.
4.
5.
6.
7.

Psychology
Educational Psychology
Principles of Education
History of Education
Organisation and Administration of Education
Experimental Education
The Physical Life of School Children374

The Principles of Teaching
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1.
2.
3.
4.
5.
6.
7.

General Method
Specific method
Speech Training
Practice of Teaching
Observation of Class teaching
Continuous Practice in the Class Room
Observing and giving special lessons and taking part in discussion on them.375

Special methods classes were available in classics, modern languages, English, history
and geography, mathematics, physical sciences, biological sciences, drawing, primary
subjects and kindergarten subjects.376 The new course, taught by Cameron and one staff
member, proved popular and enrolments grew from 22 in 1930 to 44 a year later, and
rose further still in 1932 to 53. The extensive list of texts in the University Calendars
confirms the academic approach, although an emerging interest in the practical aspects
of teaching was also evident with the inclusion of texts related to teaching
procedures.377
During the 1930s Cameron held fast to his commitment to the university-based
academic course as necessary for teacher preparation. The Teachers’ Union, on the
other hand, continued its campaign emphasising the practical aspects of training,
maintaining what Robinson calls the “ideological polarisation” in the study of
Education.378 The tension between theory and practice, which had long been debated in
Britain, the USA and the older universities in Australia, now surfaced between the
University and the Union. When Cameron suggested that the training college should
become a College of the University, the Teachers’ Union was strongly opposed on the
grounds that there would be too great an emphasis on “theory or research” and that the
University would be “given a kind of dictatorship over education of the state”.379 Of
course the resistance of the Union was to some extent not surprising considering that it
was run by teachers with little formal training. Some had been pupil teachers and
monitors and therefore operated at Beeby’s ‘stage of formalism’. From a Union
perspective it was easier to direct members who had the same limited preparation. The
more highly educated teachers envisaged by Rooney and Cameron, would be more
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likely to operate at the ‘stage of meaning’ and might challenge the Union leaders’
beliefs and actions.380
Despite the latter tension the University and the Teachers College continued to
work collaboratively. In fact when the State Government was forced to close the
College in 1931 at the height of the Great Depression, the Professorial Board
recommended that the University continue the training of the College students.
Furthermore, in 1935, The University of Western Australia instigated a one-year
Teachers’ Certificate course to be taught in conjunction with the College. This course
for primary trainees was open to students who had obtained the School Leaving
Certificate and was a direct response to the continuing demand for teachers.381
Instruction in education, psychology, history, hygiene and speech training was delivered
at the University, while the Teachers College dealt with methods of teaching, nature
study, art and music. In the main, the affiliation suited both institutions, although in
reviewing the progress of the course doubts were expressed about the quality of the
students. This caused the University to question its associated decision to lower its entry
standards.382
Meanwhile the University itself came under scrutiny on a broader front. In 1940
concerns about levels of funding, perceived elitism and claims of a lack of community
involvement, led to an enquiry conducted by Mr Justice Albert Wolff. In his
recommendations Wolff expressed strong views on a number of educational matters,
including the role of the University in teacher training, about which he commented:
It must be realised that the training of teachers is a technical matter. The
Teachers College partakes of some of the characteristics of a high school
and some of the characteristics of a technical college, and the University
is not, in my opinion, the place to undertake instruction in the technique
of teaching. It may certainly give instruction to student teachers in
cultural subjects, a good many of which are covered by the Arts degree.
As a matter of technique the College is better fitted to impart instruction
because the College is better able to keep in touch with the everchanging needs of education in this respect, whereas the function of a
University lies in its pursuing a broader cultural basis.383
The view that the University should not engage in the utilitarian aspects of teacher
preparation, but rather should focus on an academic and research orientation, led to the
termination of the sub-graduate programs, including the Teachers’ Certificate which as
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mentioned above, had caused concern. Thus, there was a strengthening of the traditional
separation of functions between the Claremont Teachers College and the University
Department of Education, and a rolling back of any initiatives which might narrow the
gap.
A further recommendation of Justice Wolff which was taken up was the
establishment of an Advisory Board for the Teachers College. Membership of this
Board comprised the Director of State Education, the Professor of Education, the
Principal of the College, the Superintendent of Primary Schools and a Teachers’ Union
representative.384 Over time the Board expanded its jurisdiction and began making
decisions which affected not only the State education system and teacher preparation,
but also the teaching of Education at the University.385 One of the significant outcomes
of the influence of the Board was the recommendation to establish a Faculty of
Education at the University.386

The Establishment of the Faculty of Education
In 1946 the Professorial Board approved regulations for the establishment of the Faculty
of Education in 1947. This opened the way for the expansion of the study of Education
and the adoption of what Goodson and Marsh term an ‘academic curriculum’387 focus
through the introduction of higher degree studies and research activities. At the same
time, Professor Cameron sought to provide better educated teachers through both pre
service and in-service courses. The introduction of a four-year undergraduate Bachelor
of Education degree for primary and secondary teachers, the first in Australia, provided
an alternative pathway into teaching to the Diploma in Education and the Teachers
College courses.388 This new degree course placed a strong emphasis on academic
studies in the first three years, with the final year being devoted mainly to professional
preparation. It was designed with three ends in view:
Firstly it attempts to provide a flexible subject matter content drawn
from Arts or Science or from both these cooperating faculties. The major
objective in this respect is to make possible a general teaching
competence to the level of the third or fourth years of a post-war high
school. Secondly, it attempts to provide students throughout the four
years of the course with an opportunity to visit schools in city and
384
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country, to see experienced teachers at work, and to gain teaching
experience in a variety of schools…Thirdly it attempts to share the total
task between the Faculty of Education and the Teachers College in a way
that allows each to do what it is best equipped to do.389
The clear intention was to retain the separation of the academic and practical aspects of
teacher preparation through a combination of studies in the Faculties of Arts, Science
and Education at the University, along with studies at Claremont Teachers College. The
structure of the course was as follows:
First Year:
a. Education I
b. Psychology I
c. English
d. General Science
Second year:
e. Education II
f. Psychology II
g. Optional subject
h. Optional Subject
Third or Fourth Year:
i. Education III
j. Social Institutions*
k. Special Methods*
l. Physical Life of School Children and Physical Training*
m. Speech Training*
n. Two of Music, Art or Hand-work*
Third or Fourth Year:
o. Education IV
p. Optional subject
q. Optional Subject
Practical Work: (throughout the four years)
a. Attendance at demonstration lessons*
b. Observation of class teaching*
c. Practice Teaching*390
The faculties of Arts and Science were responsible for the academic preparation in
teaching subject knowledge, including compulsory courses in English and General
Science in the first year and psychology in the first two years. Subsequently students
were required to complete four ‘optional units’ (which provided preparation in teaching
389
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subject knowledge) selected from French, German, Physics, Chemistry, zoology,
History, Constitutional Law, Engineering Physics, Drawing and Design, Botany and
Agriculture Botany.391 The Faculty of Education provided academic preparation in
educational theory in four ‘Education’ units and subject methods for secondary
teaching. The aim behind the academic theory units offered in the Faculty of Education
was to provide students with a sound knowledge of the philosophical, historical, social,
political, administrative and experimental aspects of Education. While the intention was
that the practical work for the secondary students would be supervised by the
University, in reality it was organised in cooperation with the College. This
arrangement enabled the College and the Arts, Science and Education faculties at the
University to work together without issues of territoriality arising.
Another important agenda was developing in the students an enquiring and
critical mind regarding the problems of education in general, and Australian education
problems in particular. Implicit in this was the recognition of the need to prepare
students in the techniques of educational investigation.392 To facilitate this, final year
students were required to conduct an educational investigation on a topic approved by
the staff.393
During the first three years of the new degree course, school visits and
observations of teaching, which were organised by Claremont Teachers College, were
undertaken concurrently with university studies. As the practical work was distributed
throughout the four years, the Teachers College now became an institution formally
affiliated with the University.394 This arrangement mirrored the recommendations of the
McNair Report (1944) on the recruitment and training of teachers in England and Wales
which suggested that teachers’ colleges should form closer relationships with
universities.395
The course, however, while generally regarded as sound, was viewed as lacking
flexibility and having inadequate coverage of subject content from Arts and Science.396
In fact, there was some concern that it did not provide adequate preparation for teaching
in senior high schools; it was claimed that “although it provided a good basic training
for possible future educational administrators, it was less well suited to secondary
391
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teaching at a time when the State secondary service was expanding rapidly”.397 Given
this situation it is surprising that the Diploma in Education was discontinued in the early
1950s, particularly as it seemed to be a better model for responding to the perceived
concerns. Instead, the decision was taken to try to improve the quality of the Bachelor
of Education program. The move in this direction must have been somewhat
disappointing for Dr T. L. Robertson, who at the time had embarked on a vigorous
recruitment program to attract graduates to a one-year preparation course due to direct
the severe shortage of teachers and a rapidly expanding secondary sector. When the
Diploma in Education ceased, the Teachers College immediately organised a secondary
training course for graduates in Arts and Science, and enrolments rose dramatically.
Ironically the Bachelor of Education degree at the University was not able to
respond quickly to the needs of the government and non-government schools398 and as a
short-term measure to recover lost ground, the one-year Teachers’ Certificate was
reintroduced at the University.399 Essentially this was a slimmed down version of the
Diploma in Education. At the same time the Faculty of Education revised the Bachelor
of Education course to provide for more in-depth study in the content of the Arts and
Science disciplines, while more teaching practice (again managed in cooperation with
the Teachers College) was distributed throughout the four years. The introduction of
academic studies in Education was delayed until the second year to accommodate the
extra content studies, and included: ‘the history of civilisation and the development of
man’, ‘the evolution of education’, ‘the English education system’, ‘the function of
schools’, ‘centralisation and decentralisation’, ‘the history, function and curriculum of
the secondary school’, ‘guidance, both educational and vocational’, ‘the history,
function and curricula of tertiary institutions’, ‘values education’, ‘education and its
relation to political theory’, ‘modern developments in education’, ‘educational
sociology’, ‘work relationships’, and a range of methods courses.400 The changes
represented the ‘modernisation’ of studies in Education, bringing together more
contemporary studies with the traditional more historically-focused academic base, as
evidenced in the broader range of texts and references.401 As part of the ‘modernisation’
a range of physical and health education subjects also were introduced, marking the
beginning of specialist physical education training.
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Overall, the emphasis on teacher preparation as ‘education’ and not just
‘training’ of teachers was intensified. For example, Cameron introduced a compulsory
course so that students would develop an understanding of the social context of
education. He justified this course which he termed Social Studies as follows:
I have always felt strongly, very strongly that prospective teachers
should know the road the race has travelled and thus get at least a
glimmering of their part in the evolutionary process. Furthermore, such
knowledge should assist them to overcome those moments of pessimism
which come to every teacher when they find that they cannot go beyond
the innate powers of their pupils.402
This initiative to provide better ‘educated’ teachers with what Stark and colleagues now
term ‘contextual competence’403 was partly stimulated by the introduction of the subject
‘Social Studies’ into the school curriculum. It was also partly a general response to
comments by R. Freeman Butts, the noted American educationalist who visited
Australia around this time, which were critical of the neglect of a general education in
social science and in the social and philosophical foundations in teacher education
programs in the nation.404
The desire to improve the general education of teachers was also reflected in
professional development initiatives undertaken by the Faculty of Education.405 The
first of these was a ‘general science’ course offered between 1949 and 1951, which
included the history of science, general science and practical exercises.406 Similarly in
1952, a Certificate in Educational Administration (a part-time course offered over five
terms, at the end of which students sat an examination and submitted a thesis) was
introduced.407 Conducted in partnership with the State Education Department, the
course content included: ‘the structure of an educational system’, ‘the underlying
principles, function and problems of educational administration in England, Scotland,
the USA, Canada, France, Denmark, Australia and New Zealand’, ‘the structure and
function of the general system of government and public administration and the place of
educational administration within it’ and ‘educational finance’.408 Combined with some
input from the Director General of Education and the Superintendents of Primary and
Secondary Education, this course was intended to prepare a new level of ‘educated’
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administrators who would manage the organisational change necessary to meet the
demands of the school sector in the wake of the post-war population growth. This
initiative reflected the ‘service orientation’ which was present from the outset in the
relationship with the Claremont Teachers College.

Higher degrees and research activities
The establishment of the Faculty of Education in 1947 enabled the commencement of
higher degrees and research activities within the study of Education. The Master of
Education was introduced in 1949409 and the first thesis, ‘The Role of the Educator in
the Emergence of Civilisation’410, was completed in 1954, opening the way for a more
scholarly approach within Education as an area of study.
Until this time, little attention had been paid to post-graduate work and research
within the University community in general. With each department relying on only two
or three staff and some part-time help, a large proportion of the teaching was done by
the professors which limited their opportunities to undertake research. Nevertheless, the
importance of research within Education was well recognised and supported by
Cameron who, along with his professorial duties, had been appointed the Director of
Educational Research in the State. However, while it was one thing to recognise the
importance of research, devising and implementing a strategy to support it proved to be
more difficult, a common problem manifested across most university faculties. It was
also understandable that, given the rapid growth in population and industrial
development in post-war Australia, universities directed their energies to providing
undergraduate programs, especially in areas of critical shortage such as science and
technology, and teaching.411 Thus, it was not surprising when the Murray Report on
Australian Universities (1957) commented on the general weakness of honours and
post-graduate training and research nationally.412
The outcome of this scenario was that while individual members of academic
staff at The University of Western Australia pursued their own scholarly interests, there
was no commitment within universities to the development of post-graduate schools, or
to the provision of funds to support staff research. The financial difficulties of most
universities restricted their activities prior to the Second World War, when sources of
409
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funding were limited to fees, donations and endowments. Indeed, The University of
Western Australia did not charge fees until the 1960s, and so here finance was even
more limited. Consequently, most of those wishing to pursue higher degree studies and
research proceeded to the UK or the USA, where there were greater opportunities. In
addressing this issue at the national level in the late 1950s, the Murray Report
recommended the establishment of the University Grants Commission and emphasised
the important relationship between research and good teaching at the university level.413
The clear articulation of the importance of research presented a challenge for the
future direction of all faculties in all of Australia’s universities. There was much debate
about the relative importance of teaching and research and the relationship which
should exist between them. Even at vice-chancellor level there was disagreement, with
some claiming that “the central object of our enterprise is education, not investigation”
414

and that an “over emphasis on research had resulted in too little stress on teaching,

which [is] the vital function of universities”.415 R. Freeman Butts, Professor of
Education at Teachers’ College at Columbia University, entered the debate during his
already-noted visit to Australia in 1954. In his forthright appraisal of Australian
education at all levels, he criticised the neglect of research, especially, in regard to
informing teacher preparation. He asserted that any genuine professional education
should combine “theory and practice, principles and methods, intellectual understanding
and skill in execution” and concluded that “scholarship, research and teaching ability
must go along together”.416 Furthermore, he believed that if teacher education focused
solely on teaching methods it would become little more than an apprenticeship and that
this needed to be balanced by academic scholarship. In his view the universities were
better qualified to provide this balance than teachers’ colleges. Such a view presented a
challenge to the pattern of teacher preparation which existed in Western Australia
between the University and the Claremont Teachers College as it was one which
reinforced the theory-practice divide.

A Discipline Orientation: 1954 – 1969
The third phase in the development of the study of Education at The University of
Western Australia stretched from 1954 to 1969. As in the previous phase, there
413
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continued to be a rigorous academic conception of the study of Education, a commitment
to teacher preparation at the University itself, and consolidation of the reciprocal
relationship between the University and Claremont Teachers College as opposed to the
University simply serving the College. The continuation of the rigorous conception of
Education as an area of study was manifested in the growth of a more discipline-centred
approach, a development which can be attributed largely to the influence of C. Sanders
who was appointment Professor of Education following the retirement of Cameron. His
adoption of such a conception was timely given that it averted the possibility that the
study of Education at the University might become what Peters described as
“undifferentiated mush” when referring to the situation in some quarters in the United
Kingdom,417 although this was not the case in all universities. In particular the emerging
emphasis on psychology within the educational context provided the stimulus for some
to turn to other disciplines such as history, philosophy and sociology to inform and
enrich studies in Education. The Faculty of Education at The University of Western
Australia responded in such a manner. Here, sociology of education, history of
education, philosophy of education, comparative education, curriculum studies,
economics of education, politics of education and educational administration all
developed into substantive areas of study during this phase.
The latter development pre-empted the work of educational philosopher, Paul
Hirst, in Britain, who made a major contribution to the conceptualisation of Education as
an area of study through the distinction he made between ‘forms of knowledge’, ‘fields
of knowledge’ and ‘practical theories’.418 Put simply, Hirst contended that, over time,
human beings have constructed ‘forms of knowledge’ or ways of knowing, namely
philosophy, mathematics, physical sciences, social sciences, morals, religion, literature
and fine arts. Each, he argued, deals with different concepts, has a different logical
structure, contains distinctive expressions which are testable against experience, utilises
different techniques and skills for exploring experiences, and defines its own criteria for
distinguishing ‘true’ from ‘false’ and ‘good’ from ‘bad’. ‘Fields of knowledge’ are akin
to what is now known as interdisciplinary studies, of which geography is a good
example since it organises various contributions from such ‘forms of knowledge’ as
physics, geology, sociology and economics around the central concept of ‘space’.
417
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‘Practical theories’, on the other hand, are defined as academic constructions with
relevant contributions from ‘forms’ of knowledge organised around central practical
problems aimed at understanding such problems better and contributing suggestions for
dealing with them.
Hirst suggested that Education could be conceptualised as a ‘practical theory’.
Much of the work of Sanders reflected this approach even though it was not articulated
in quite the same sophisticated manner. The approach was also evident in the offerings
within an expanding program of higher degrees and research. This expansion
demonstrated a growing confidence within the University about the academic disciplineknowledge and intellectual independence of Education as an area of study.

Professor Colsell Sanders
In 1954 Colsell Sanders succeeded George Cameron as Professor and Dean of
Education. He was born in Adelaide, and schooled in Western Australia and Tasmania,
before returning to Perth to attend Claremont Teachers College from 1923 to 1926.
During two of those years he resided at the College, while being enrolled concurrently
as a student at UWA. After completing his degree and Teachers’ Certificate he went on
to graduate with a Master of Arts in English Literature in 1930.
Early in his academic career Sanders, having gained a distinction in the
‘Education’ unit in his undergraduate studies, became interested in Education as an area
of study. He had worked as a tutor in the subject before enrolling in the Diploma in
Education, which he completed in 1932, with distinctions in almost every subject.419
His potential for leadership was also recognised when he became president of the UWA
Guild of Undergraduates in 1932.420
After teaching in the state education system for ten years, Sanders completed
doctoral studies at the University of London’s Institute of Education.421 In 1939,
following his return to Western Australia, he was seconded from the State Education
Department to assist with the administration of The University of Western Australia,
and was appointed Registrar in 1940.

In addition to his administrative duties he

lectured in education and psychology. Over the next fourteen years Sanders served on
many boards and advisory committees, completed post-doctoral studies at the Institute

419

C. Sanders, Personal Papers, UWA Archives.
C. Sanders, Notes prepared for Robin Pickford for an address at a final dinner of the WA Tertiary
Education Commission, Personal Papers, UWA Archives.
421
R. G. Cameron, ‘Appointment to the chair of education’, The Educand, 1 (4), p. 9.
420

93

of Education at the University of London, and was prolific in writing in the fields of
academic selection, comparative education and educational psychology.422
The experience gained overseas contributed to Sanders’ outlook on many
educational issues. After his return to The University of Western Australia in 1954 to
take up the position of Professor of Education, he argued that teachers should be
prepared in university faculties of Education. This, he stated, was because the type of
knowledge required about human capacities, children’s behaviour, motivation, learning
styles, assessment and remedial techniques could not be found collectively in studies in
the other faculties. He also believed that such knowledge would not be available in
teachers’ colleges as they tended to focus on content, methods and school syllabi.423
Rather, it was the role of faculties of Education to provide this instruction in what he
termed the ‘discipline’ of Education.424
Given this position it is not surprising that a ‘discipline approach’ to the study of
Education came to characterise the theoretical component of the various courses
offered. Amongst the disciplines which appeared in these courses were Philosophy of
Education, History of Education, Comparative Education, Sociology of Education,
Educational Psychology, Measurement and Research in Education, Educational
Organisation and Administration, Economics of Education.425

Sanders argued that

these areas were critical to the preparation of teachers, future educational policy makers
and researchers.

426

The ways in which they were organised within the courses will

become evident in the remaining section of this part of the chapter. First, however, it is
necessary to outline the social and educational changes which constitute the context of
this phase.
Societal developments and teacher
preparation in Western Australia
During a period of unprecedented growth in secondary education, the demand for
secondary teachers in Western Australia rose dramatically from 157 in 1945 to 1896 in
1965. The expansion was closely linked to economic growth, the post-war baby boom
and the expanded immigration program. Great attention was focused on providing
quality of education in response to these developments and several committees of
inquiry into secondary education were established. The Committees made various
422
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recommendations, some of which had implications for the study of Education at The
University of Western Australia. 427
Two Western Australian-based Committees in particular were influential. In
1957 the first of these chaired by Dr Robertson, the Director of the State Education
Department, argued a case for comprehensive schools in the State: “If we believe in
democracy and really do want our children to have equal opportunities, then our answer
lies in the comprehensive schools”.428 The report of this committee recommended that
schools should be coeducational, comprehensive in the courses offered and community
based, and that students should remain at secondary school for at least two years.
Associated educational changes which were recommended included the articulation of
minimum achievement levels, a focus on the needs of students in the lower ability
ranges and the introduction of core subjects, electives and cumulative assessment in the
secondary school curriculum.429
The second committee of inquiry into secondary education in Western Australia,
established in 1962, was also chaired by Robertson. It recommended the abolition of the
selection for secondary schooling by scholarships and the raising of the school leaving
age from 14 to 15 years of age.430 This had immediate organisational and administrative
effects on schools as they endeavoured to provide courses to suit all academic levels
and considered alternative approaches to the existing structure of secondary
education.431 The role of the teacher was also reassessed in light of the suggested new
approaches which shifted the focus of teaching from “dispensing information”, to
“structuring and guiding learning activities”.432
Ultimately the new approaches led to the realisation that secondary teachers
needed specialised preparation in a dedicated institution. In 1967, Secondary Teachers
College was established on a site close to the University. The collaborative arrangement
which had long existed between Claremont Teachers College and the University now
shifted to the new secondary college. Subsequently Claremont Teachers College
concentrated on primary teacher preparation and its close association with the
University ceased.
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The recommendations of the reports of the two Committees of Inquiry not only
created a turning point for secondary education in Western Australia, but also had
important implications for the study of Education. The progressive approach to
schooling involved the application of new educational theory and practices in the
classroom. There was an emphasis on the shift from the transmission of knowledge by
the teacher to a focus on student learning, relevance of the curriculum, and the
importance of motivation and active engagement of students in their learning. The
recommendations also demanded changes in the ways in which teachers were prepared.
Such recommendations challenged traditional approaches to teacher preparation.
This was part of a general movement nationally, arguing that new understandings in the
psychology and educational bases of school subjects, the burgeoning literature on
methods of teaching, testing and curriculum construction, research into child
development, and consideration of the cultural and environmental effects on the
educational setting, all needed to be taken into account in order to provide a substantial
scientific base from which to design teacher preparation programs.433 At the same time,
however, conservative forces were at work, including within the universities.434
Concern was voiced about what some saw as the poor standard of secondary teachers in
history, mathematics, physics, chemistry and languages. The argument was
diametrically opposed to that of the Committees of Inquiry, with the call being for
schools with selective entrance and for scholarly teaching of academic subjects. New
teaching methods and educational psychology courses were treated with suspicion,
while the importance of teachers as experts in their content knowledge was considered
to be paramount.435
The latter view was not confined to Australia. At this time American educators
involved in teacher preparation were under similar pressure. There were claims that
“wherever you touch education [as an area of study] it fades into something else”, that
“teachers need knowledge, but not knowledge of education or what purports to be
knowledge about teaching”436 and that “lack of attention to subject matter was at the
heart of perceived deficiencies in American secondary education”.437 Opposing views,
however, were also expressed:
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Those who teach in university departments of education have to be
concerned with their students’ purposes in a way that some other
departments need not be. To educate them, to train their minds, to bring
them to the point where they can glimpse the frontiers of knowledge, are
splendid answers to questions, but those who teach Education have to
worry about what their students are going to do with their minds and
knowledge subsequently. This is one of the crucial points that seems to
be different to academic departments from those with some direct
involvement in professional training. It is a curious survival of an
outmoded ‘ivory tower’ attitude that such involvement is still seen by
some academics as not quite respectable, as inferior to the pursuit of a
purely university discipline.438
Professor Sanders at The University of Western Australia, who held views along the
latter lines, was convinced that teaching involved much more than simply delivering
subject matter. This he expressed as follows:
… discovering and nurturing the potentialities of as many children as
possible is a major part of a professional teacher’s task. It is also the duty
of teachers in general to take into account the temperaments,
personalities and handicaps of those who are put in their care. And when
all this is reduced to a formula it involves the questions why we are
teaching, what we are teaching to whom at the present time and how we
are going to do it?439
He also succeeded in warding off conservative forces by acknowledging that while
studies in Education were related to teacher preparation, they should include a range of
rigorous courses with a ‘discipline’ emphasis to be undertaken within the faculties of
Education, Arts and Science in the University rather than within the Teachers
College.440 At the same time, it must be remembered that there was still cooperation
with the College. The pattern, it will be recalled, was complex. A four-year Bachelor of
Education engaged students in studies in the Faculty of Arts or Science for teaching
subject knowledge, the Faculty of Education for the theoretical educational foundations
necessary for teaching, and the Claremont Teachers College for the practical
components. The post-graduate Diploma in Education, awarded by the University,
allowed kindergarten and primary preparation to be completed primarily at Claremont,
with some theoretical foundations studies undertaken at the University. The students
preparing for secondary teaching through the Diploma in Education completed most of
their studies at the University with the practical aspects supervised by the College (until
1967, after which this was undertaken by the Secondary Teachers College). At the same
time, Claremont Teachers College students could study units in the faculties of Arts,
438
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Science or Education for credit towards their Teachers’ Certificate, which was awarded
by the College.
The Response of the Faculty of Education to
the State committees on secondary education
Sanders’ main response to the recommendations of the State Committees on secondary
education in Western Australia was to focus on the Bachelor of Education. Under the
previous structure four units in Education were completed concurrently with studies in
the teaching subjects in Arts or Science. Under the new structure studies in Education
were compacted into three units, commencing in second year to enable students to give
greater attention to studies in their teaching subject. Each of the Education units was
revised to incorporate more contemporary, yet still discipline-based studies.
The first unit, Education I, focused on ‘an introduction to the history and theory
of education’, ‘child development’, ‘comparative education’ and ‘curriculum design’.
Education II engaged students in a study of ‘the school in society’, ‘experimental
education’, ‘educational measurement’ and again, ‘comparative education’. Education
III investigated ‘the cultural setting of education’, ‘contemporary educational thought
and practice’, ‘educational research methodology’ and culminated in the writing of a
dissertation.441 The three units, which incorporated the disciplines of educational
philosophy, history of education, educational psychology, sociology of education and
comparative education, were complemented by methods classes and teaching practice
organised by the Teachers College.
At the same time the importance of recognising the professional context of the
study of Education was not neglected. In this regard Sanders was very mindful of
meeting the expectations of both the profession and the University:
The University courses in Education should take into account the
changing needs of schools and in the future the needs of secondary
schools, both State and Private, while also conforming to University
standards.442
However, while committed to meeting both sets of expectations, he also became
increasingly concerned that the course was overloaded and at times repetitious, and that
insufficient attention was being given to depth of study.
Sanders subsequently turned his attention to reinstating the Diploma in
Education. The model for this qualification prior to it being discontinued in the early

441
442

University of Western Australia Calendar, 1956
UWA Faculty of Education, Minutes of Meeting, June 18, 1954.

98

1950s, it will be recalled, was that of a one-year course following a three-year degree in
Arts or Science. To return to such a model, Sanders felt, would satisfy those who argued
that the level of subject knowledge possessed by teachers had been compromised
through the introduction of the Bachelor of Education. By way of further response, it
was decided to abandon the Teachers’ Certificate course which had become a concern
due to the poor academic quality of many of the students.
The decision to reintroduce the Diploma in Education was implemented in 1956.
It consisted of the following units:
1.
2.
3.
4.
5.
6.

Psychology
Education
Principles of Teaching (General Method and Special Method)
Social Institutions
Physical and Health Education
Speech Training.443

This was a timely development given the increased demand for teachers. The Physical
and Health Education component was offered by a specialist lecturer within the faculty
of Education. The theoretical components of Principles of Teaching were also taught by
Faculty staff. The relationship with the Claremont Teachers College was maintained in
that lecturers at the College taught ‘Speech Training’ and oversaw the teaching practice
component of ‘Principles of Teaching’.
The content of the units entitled ‘Psychology’, ‘Social Institutions and
‘Education’ reflected the continuing commitment to the discipline-based focus of the
study of Education and the University. This was particularly evident in the component
parts of the unit entitled ‘Education’. It consisted of studies in comparative education,
philosophy of education, educational psychology, and educational research and
measurement. Later contemporary education, sociology of education, current
educational issues, and research in education were also included.
The Diploma in Education was not the only response of the Faculty of
Education to meeting the needs of the educational community. In 1955 a post-graduate
Diploma in Child and Educational Psychology was introduced to ensure a supply of
school psychologists. Two years later in 1957, a Diploma in Physical Education was
introduced in collaboration with the State Education Department in order to meet the
demand for physical education teachers in the expanding secondary sector. As with the
Diploma in Education, the course was jointly provided by The University of Western
443
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Australia and the Claremont Teachers College, with the students completing the first
two years of a Bachelor of Education at the University and then undertaking a third year
which involved studies at both institutions. This prompted the Professorial Board to
question having physical education located within a university faculty.444 Sanders,
however, succeeded in assuaging the critics, arguing that he was “very strongly of the
opinion that Physical Education has a proper place in the University…and within
Education”. 445
The developments in the Diploma in Education reflected similar moves
elsewhere in Australia. The majority of universities were providing professional courses
for intending teachers by awarding the Diploma in Education after one year of full-time
study. Most diplomas included the study of educational theory, history of education,
comparative education, educational psychology, physical and health education and
teaching methods and practice. In some universities, including the University of
Sydney, Education remained a study within the Faculty of Arts, while in others it was
possible to combine two years of study in Arts or Science with two years of study in
Education and graduate with a Bachelor of Education. In this regard The University of
Western Australia had led the field, though not without some difficulties.
In the late 1950s and early 1960s, with the Diploma in Education firmely
reinstated, issues of quality and relevance of the Bachelor of Education at the University
surfaced. Several tensions were revealed. For one thing, a large number of State
Education Department teachers were enrolled externally in the degree, having been
encouraged to upgrade their qualifications. They were able to claim credit for studies
previously completed at the University as part of their Teachers’ Certificate from
Claremont Teachers College. The State Director of Education, on the other hand, was
concerned about the high failure and withdrawal rate of these in-service teachers and
suggested that the course was too difficult.446
A further tension regarding the Bachelor of Education arose from the perceived
lack of depth of study in the school curriculum-related subjects. It was claimed by the
State Education Department that because of this weakness the course was more suited
to primary trainees.447 In the face of the criticism, the Faculty of Education experienced
a decline in enrolments in the Bachelor of Education, which prompted Sanders to
suggest that the course should be discontinued. The Faculty, however, did not follow
444
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through on this, partly because it was obliged to retain the course due to the high
number of part- time enrolments.448
The difficulties with the Bachelor of Education degree were being articulated at
the time of the release of the Robbins Report on Higher Education in England and
Wales, which recommended that the training colleges there should be upgraded and, in
conjunction with universities, should offer four-year Bachelor of Education courses.449
The Report also recommended that the colleges be linked administratively to the
universities within ‘schools of education’ and be financed by grants from the
universities. Although this proposal and the colleges’ aspirations to be “fully legitimised
within the university community” were not realised, members of the Faculty of
Education were mindful of the general debate. 450 The clear message for their situation
was that the four-year program should not be abandoned despite the practical
difficulties.
In 1964, taking cognisance both of low enrolments and the recommendations of
the Robbins Committee Report, the Faculty of Education restructured the Bachelor of
Education degree into Part I and Part II. Part I was completed by meeting the
requirements for a degree in another faculty of the University, or by completing at least
two years of such a course. Students were encouraged to include units such as English,
French, German, Italian, Greek, Latin, ancient history, history, economics, physics,
chemistry, geography, music, physical education, mathematics, applied mathematics,
geology, botany and zoology, thus reflecting the demand arising out of the introduction
of a more comprehensive secondary school curriculum. Part II of the Bachelor of
Education, also completed over two years, consisted of the following studies in
Education:
First Year
1. Three of the following:
a. Philosophy of Education
b. Comparative Education
c. Sociology of Education
d. Experimental Education
2. Teaching Methods
3. Psychology of Education
4. Principles of Physical Education (for non physical Education specialists) or Physical
Education (for Physical Education specialists.)
5. Teaching Practice of at least six weeks.
448
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Second Year
1. Two of the following:
a. Philosophy of Education
b. Comparative Education and Administrative Education
c. Sociology of Education and Curriculum Development
d. Experimental Education
2. Teaching Practice of at least 6 weeks.451
Teaching Practice and Teaching Methods continued to be delivered in conjunction with
the Claremont Teachers College. Eventually the first year of Part II became the
Diploma in Education and gradually became the preferred method of teacher
preparation at the University.
Parallel with these changes, was the establishment of two separate departments
within the Faculty: the Department of Education and the Department of Physical
Education.452 The establishment of a dedicated physical education department was in
direct response to the raised profile of physical education in schools. Under the dynamic
leadership of Dr John Bloomfield, a champion surfer, the academic standing of physical
education was raised and students from across Australia sought places at the University,
which later became recognised as the leading centre for post-graduate studies in human
movement in Australia.453 The extensive work of the Department of Physical Education
was recognised by the University Senate in 1974 with the creation of a Chair in Human
Movement, the first in an Australian university.454 The status of the department was
further enhanced by the Beazley and McGaw Reports on secondary education in
Western Australia, which highlighted the importance of both health education and
physical education in the secondary curriculum.455

Professional development
In addition to the developments in pre service teacher preparation, provision of
professional development courses by the Faculty of Education at the University also
expanded in the 1960s. In 1962, in response to a request from the State Education
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Department, the Faculty introduced in-service courses for mathematics teachers.456 The
need for such involvement in the further education of teachers was highlighted by the
Martin Report on the future of tertiary education in Australia.457 The brief of the
Committee responsible for this report was to examine the post-war tertiary education
environment in Australia and to make recommendations for the future. The Report
differentiated colleges from universities by their function. That is, they were vocational
and teaching-oriented on the one hand, or academic and research-oriented on the other.
The Report recommended the establishment of colleges of advanced education, higher
entry standards to teacher education, longer courses for teacher preparation, the
establishment of Boards of Teacher Education and increased Commonwealth
Government funding for teaching programs. In a sense it was an early attempt to
professionalise teaching as it recognised the synergy between theory and practice.458
Amongst the comments on its recommendations which had implications for the
teaching profession was the following:
All the indications are of growing awareness of the importance of
providing further educational opportunities to keep teachers abreast of
the rapid developments both in their subject fields and in the professional
aspects of education, and of an exceptionally wide variety of provisions
for further education.459
This was a view very close to that of Sanders who had already expressed the following
position in his inaugural address as Dean:
Before the Faculty are two clear objectives…In the short term we must
help to staff the schools with the well-qualified young teachers they
require. For the long term we must endeavour to do more than this.
Twenty years from now our students should be capable of facing
successfully the problems that may then confront them. They must have
techniques as well as the imagination and wisdom to provide solutions,
and the honesty, courage and tenacity to put their solutions into effect …
I hope that all our courses, both post-graduate and undergraduate, can be
harmonised…so that students can with confidence decide the type of
course best suited to their needs.460
He reaffirmed his commitment to this position some years later stating that university
faculties of education had a responsibility not only to “teachers-in-the-making”, but also
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to the ‘academic’ in-service of teachers to equip them for future roles as school
principals, educational administrators and specialists of various kinds.461 He also
reported nationally that the Faculty of Education at the University of Western Australia
was not only offering specially designed professional development programs for
practicing teachers, but also was infusing the theoretical work at post-graduate and
higher degree level with a strong professional development focus.

Research
Throughout the 1950s higher degrees in Education, and in particular doctoral degrees,
were most often gained by Australians by studying overseas. By the early 1960s,
however, this pattern slowly changed as universities across the nation were encouraged
to expand their graduate activities. This was in response to the Martin Report which
argued that universities could not “afford to be complacent about the size of their postgraduate schools” and that “expansion and development of these schools should be
given high priority”.462 The Faculty of Education at The University of Western
Australia grasped the initiative and encouraged promising students to undertake further
studies. The outcome was that in the years 1960 to 1968 sixty students were enrolled in
higher degree courses, primarily at masters degree level.463
Support for research within Australian universities increased in the 1960s with
the publication of the Martin Committee Report. In response to the recommendation for
the establishment of a national research foundation, the Commonwealth Government set
up the Commonwealth Research Grants Commission to support research in a variety of
fields.464 The Faculty of Education at The University of Western Australia was well
positioned to capitalise on this initiative as Sanders had for some time been emphasising
such a perspective in the following way:
It is a function of faculties and departments of Education to study the
means by which subjects are taught, and convey this information to
students; and it is also a function of faculties and departments of
Education to engage in research for its own sake, as well as to train
promising students in the methods of research.465
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By 1967, with a relatively small staff of fourteen, only five of whom held higher
degrees, Sanders had succeeded in developing a research-active Faculty.466 Staff shared
the results of their research through The Educand, the Faculty’s own national journal
and the oldest education journal in Australia. Later this journal became the Australian
Journal of Higher Education and later still became Educational Research and
Perspectives.
Much of the initial research in the Faculty fell into areas defined by Sanders’
view that studies in Education should be conducted along particular ‘discipline’ lines. In
an address to the Western Australian Institute of Educational Research (WAIER)
meeting in 1964, he identified the following four central disciplines as the basis for
research: Philosophy of Education; Comparative Education (incorporating History);
Sociology of Education; and Experimental Education (including Educational
Psychology).467 This was an extension of the view of Education studies which
underpinned a substantial proportion of the programs on offer at The University of
Western Australia by the mid 1960s, including the programs for teacher preparation,
professional development and higher degrees.
By way of conclusion it should be noted that the latter was not the general
pattern throughout Australia. Roe, in exploring in 1965 what constituted the work of
departments of Education in the nation’s universities and how respected these
departments were, discovered a great disparity. Views ranged from those who said that
“Education is fully accepted as a university discipline, but the university is less inclined
to think of teacher training as respectable” to “the universities are swamped with
subjects that are not disciplines and most university staff would agree that Education is
one of these” to “the (education) department is at the bottom of the pecking order, its
status low in the eyes of those of other departments”.468 Such comments stemmed,
according to Roe, from the diverse nature of the work being undertaken in the field. He
proposed a foundation for the study of Education which would redress the criticism as
follows:
Education is concerned with the examination of fundamental theory and
with techniques of putting this theory into practice. It is also concerned,
like other social sciences, with the stage intermediate between theory and
practice, that of policy making. That is, University departments must
study, and persuade their students to study the academic content of
466
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Education; they must arm them with the knowledge and techniques
necessary to make the practical decisions teachers have to make-their
professional training, the translation of theory into policy which can be
acted upon; and university departments must undertake research into
problems at all three levels with the object of building up a more
adequate body of principles and techniques.469
This was his response to what he saw as conflicting views regarding the relative
importance of theory, policy, research and practice which were at the heart of the debate
about the place of Education as an area of study within universities. Significant
advances, however, had been made in all of these areas at The University of Western
Australia by the end of the 1960s, and continued to be a blueprint for the ongoing
development of Education as an area of study within the institution.

A Professional Orientation: 1970 - 2000
The fourth phase in the construction of Education as an area of study at the University
of Western Australia from 1970 to 2000 was characterised by expansion in response to
the growth in demand for qualifications by serving professionals. While teacher
preparation through the Diploma in Education and Bachelor of Education courses were
maintained, it was at the level of masters and doctoral higher degree studies that the
main expansion occurred.
In studies at both pre service level and that of the serving professionals, the
theoretical aspect of the study of Education continued to reflect the ‘discipline’
approach. This rigorous conception of the academic core of Education was a legacy of
the leadership of Sanders throughout the previous phase. The focus on such an approach
at the University had been facilitated by the collaborative arrangement with the
Claremont Teachers College and subsequently the Secondary Teachers College, which
took responsibility for the more practical aspects of teacher preparation.
Three developments in particular illustrate the thrust of the argument in relation
to this phase. The first of these developments was the expansion of each of the
programs offered by the Faculty of Education at the University. In the teacher
preparation programs, namely the Diploma in Education and the Bachelor of Education,
additional units were offered and all units were grouped into three components:
teaching practice, curriculum studies and foundation studies. The inclusion of teaching
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practice was a new development in that the University now took responsibility for it
because the relationship with the College came to an end.
The second development, a consequence of the termination of the relationship
between the University and College, was a reorientation of the theoretical basis of
teacher preparation, which was split into two components. The first of these was now
termed ‘curriculum studies’ and referred specifically to pedagogical aspects of one’s
chosen school teaching subject(s). In other words much more attention was now given
to teaching approaches and to preparation for teaching practice.470 The other component
of the theoretical basis of teacher preparation was ‘foundation studies’, incorporating
the ‘disciplines’ such as philosophy of education, sociology of education, educational
psychology and history of education, as in the previous phase. The inclusion of the
more pedagogically-based ‘curriculum studies’ represented a reorientation of the
theoretical component of the study of Education at the University which was also
manifested in the structure of the programs of higher degree studies.
The third development during this phase was an alternative interpretation of the
Hirst-type notion of Education as a practical area of study. Sanders’ interpretation of the
notion had been that the disciplines of history, philosophy, sociology and psychology of
education were paramount and that the study of practical issues was to be engaged in to
illustrate the potential of the perspectives of each to illuminate and suggest solutions to
such issues. The expectation was that students would be able to transfer the perspectives
developed in this way to the study of a range of other issues which they might encounter
when they became teachers or other practising educational professionals. In this post1970 phase the Sanders-type model persisted in some units. However, new units which
reflected a different way of interpreting the Hirst-type view were also offered. What
characterised these new units was that they were seen to encompass a range of perennial
educational issues and the task was to generate a broad understanding of them because
one was sure to meet them in the workplace. While each tended to be dominated by one
discipline, they also displayed an interdisciplinary nature.
The remainder of this section of the chapter now elaborates on the three
developments noted above. It opens with a short exposition of significant educational
changes which took place in Western Australia in the 1970s to provide the context for
the developments which took place. They are then considered under the following
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headings: Expansion in Teacher Preparation, education for Serving Professionals and
Research activities.
Significant educational change which took
place in Western Australia in the 1970s
In the late 1970s and early 1980s a number of circumstances which were to have an
impact on the study of Education began to emerge. The first of these was a change in
the demographic profile in Western Australia. While there had been a shortage of
teachers in the early 1970s (as a result of the post-war growth in population) which
stimulated a vigorous recruitment campaign, a drop in the birth rate in the late 1970s
resulted in a decline in the number of primary and subsequently secondary school
students which, in turn, led to a fall in the demand for teachers. When this was
combined with a drop in the resignation rate due to the level of unemployment, a
surplus of teachers became apparent. Consequently, enrolments in university courses in
Education fell for the first time since the Second World War. This was further
exacerbated as the rising level of unemployment led to disillusionment with tertiary
education, causing enrolments across the university sector as a whole to fall still
further.471
While universities were contending with falling enrolments, questions regarding
the quality of teacher preparation and, in particular, the quality of instruction at the
teachers’ colleges, were raised. It was claimed that the insular nature of the preparation
perpetuated traditional practices. Simultaneously, strong arguments supporting the role
of the universities in preparing teachers began to gain support. Turney had been arguing
this case since the late 1960s:
All teachers need to pursue a thoroughgoing professional study of the
philosophical, psychological and sociological foundations of education
… that the course of teacher preparation should be at least as rigorous as
for other professions, extending over four years and undertaken in a
university. 472
In support of this view in the 1970s, Maclaine suggested that “teachers trained in
universities are likely to be accorded a higher status than those who are prepared
elsewhere”.473 This issue was at the heart of complaints by Diploma in Education
students that they had “to go down” to what some considered a lesser institution for part
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of their preparation.474 This caused some to undervalue their professional studies and
others to resent what they considered to be the irrelevance of a university program.
Indeed, evidence suggests that throughout Australia in the 1970s many Diploma in
Education students were dissatisfied with their courses.475 They complained about the
lack of cohesiveness of the curriculum, overcrowded lecture programs, too much
theoretical content at the expense of the practical and relevant, and the trial and error
nature of teaching practice.476
The increasing government and public concern with the quality of teacher
education led to a number of federal and state government inquiries into teacher
education. The Senate Standing Committee on Education, Science and the Arts (1972)
recommended the introduction of four-year college training for all teachers and that
universities should provide concurrent courses which would facilitate the integration of
subject disciplines, educational studies and practical school experience.477 The response
to this in Western Australia was the enactment of the Western Australian Teacher
Education Act of 1972. This stimulated a chain of events which saw the control and
administration of the teachers’ colleges shifted to a new corporate body, the Western
Australian Teacher Education Authority, which granted a degree of autonomy to the
colleges.478 The colleges, (there were now five in Western Australia)479 were
subsequently replaced with a single, multi-campus Western Australian College of
Advanced Education (WACAE).480 The WACAE then proceeded to offer Bachelor of
Education degrees and diversified into programs other than teacher education. At the
same time, the newly established Murdoch University also offered teacher preparation
programs. This signalled the start of greater competition between the universities and
the colleges, and eventually the demise of the collaborative approach to teacher
preparation which had been a feature of the program at The University of Western
Australia.
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While the demographic changes and concerns about the quality of teacher
education were occurring, a number of issues which related to secondary schools also
emerged. An inquiry into discipline in secondary schools in Western Australia was
stimulated by claims that teachers were “dismayed and frustrated by the steady
deterioration in students’ discipline in government schools”481 and that they were
“being subjected to a rising wave of insubordination which is constantly eroding
professional dignity”.482 Its findings suggested that the quality of the teaching service
had contributed to the problem, citing that approximately one third of secondary
teachers were below the age of 26 years; 27 per cent had taught for fewer than two years
and 45 per cent for fewer than four years; 25 per cent had been primary trained; only 35
percent had degrees and diplomas.483 Given that most secondary schools had 800 or
more students, the lack of experience and limited preparation of the staff exacerbated
the discipline problems.
Ongoing curriculum changes placed further pressure on teachers. The adoption
of problem-solving and discovery learning, which was the basis of the new
mathematics, science and social science courses, placed greater responsibility for
curriculum development and assessment on teachers. Many teachers lacked the interest,
ability, time, or commitment to implement the changes successfully.484 Furthermore, the
Karmel Report (1973) into resourcing of schools revealed gross inconsistencies in
educational opportunity around Australia and identified the inadequate training of
teachers and, outdated curricula and teaching methods as particular weaknesses.
Providers were challenged to produce teachers who could bring about educational
improvement by devising innovative programs.
Initially the Faculty of Education at The University of Western Australia was
insulated from the need to come to grips with many of the changes outlined above, as
the practical side of teacher preparation was the responsibility of Claremont Teachers
College and subsequently Secondary Teachers College. However, as the partnership
arrangement came to an end, the Faculty was forced to reconsider the scope of
Education as an area of study. Steering the Faculty of Education at the University at this
time was Professor T. A. (Bert) Priest. He had been appointed to the Faculty having
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completed a Bachelor of Education at the University of Glasgow. Priest was respected
for his “pragmatic shrewdness … combined with cautious idealism” in his leadership of
the Faculty.485

Reorientation in Teacher Preparation
In order to meet the challenges arising from the circumstances outlined above the
Faculty of Education had little choice but to review its teacher preparation program with
a view to both expanding its scope and reorienting the theoretical component. At this
time, the majority of teachers produced for Western Australian schools were still
prepared in the teachers’ colleges, although graduates could secure a teaching position
with no formal training. Furthermore, those enrolled at The University of Western
Australia in either of the teacher preparation courses486 completed their studies at both
the university and the teachers’ college. In the early 1970s this situation led to
discussions regarding the possible amalgamation of the Faculty of Education with the
Secondary Teachers College. Similar arguments were raised to those in response to the
earlier suggestion of amalgamating with the Claremont Teachers College. Those in
favour of amalgamation believed that the status of teaching would be improved and that
the students would benefit from interacting with people from different fields of study.
On the other hand, opponents claimed that the academic standards in the Faculty of
Education would be compromised by the admission of teacher education students
because it was claimed that their:
… interest was not in advanced study or research, and whose
qualifications and capacity were inferior to those of the present average
University student. This was particularly so since the University would
be inheriting the responsibility for the professional aspects of training.
The question then must arise as to whether the Faculty should be
prepared to accept such consequences for the good of education as a
whole.487
After much debate it was agreed that “the Faculty of Education should play a much
more vital role in the education of teachers in the State”,488 although the Dean of the
Faculty, Professor Priest, expressed that his preference was “to work in cooperation
with the Secondary Teachers College rather than be amalgamated with them”.489
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While the debate regarding amalgamation was pursued, the teachers colleges
and Murdoch University began to offer four-year Bachelor of Education degrees with a
wide range of teaching specialisations. The staff of the Faculty of Education at The
University of Western Australia became concerned that it would lose students to the
less academically demanding courses in the colleges.490 In response to this concern a
paper entitled ‘Proposal for the Future Development of Professional Studies in
Education in the University of Western Australia’ was presented for discussion by the
Faculty in 1974. In essence the proposal was that the Faculty should adopt full
responsibility for the Diploma in Education and following considerable discussion, this
position was accepted in principle.491 Supporters saw it as an opportunity for the
University to offer a “first rate teacher training program” which would be unique in that
“it would involve the major Departments of the University”.492 Despite the support,
however, implementation of the new course proved to be slow.
While the commitment to offer full professional preparation was a significant
step forward, substantial revision of the existing Diploma in Education course was
required before implementation could be achieved. This was largely due to the fact that,
until this time, the Diploma in Education at The University of Western Australia had
little emphasis on pedagogy, teaching methods and teaching practice as a result of the
collaboration with the teachers’ colleges. Priest, in accepting the need for change, urged
that the status and rigour of existing academic units be retained and that the teaching
practice component should be firmly based in ‘reflective practice’ which he explained
as follows:
There should be an increasing emphasis on individual training through
the use of simulation exercises, analysis of teaching performance through
video recording and systematic work in the area of learning problems
and methods work so that the teaching practice would be maximised.493
The subsequent revision of the Diploma in Education incorporated three components:
foundation studies (Philosophy of Education, Comparative Education, Sociology of
Education, Educational Measurements and Statistics, Education Psychology, History of
Education, Special Education, Politics and Economics of Education); teaching methods
(secondary curriculum studies) and teaching practice (Study of Teaching). Thus, in
relation to the theoretical work undertaken, there were now two components: foundation
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studies which maintained the discipline orientation, and teaching or curriculum methods
which had a pedagogical basis and practical relevance.
The acceptance of responsibility for teaching practice had both academic and
organisational implications for the construction of the teacher preparation programs at
the University. New educational goals, new anticipated outcomes, an emphasis on
teaching methods, an increased focus on the study of pedagogy, an increase in teaching
practice and the development of relationships with practitioners all needed to be
considered in the renewal of the Diploma in Education. Furthermore, the association
with professional practitioners and the educational sectors within which they operated,
new budgetary considerations and the internal organisational structures required to
implement professional practice, changed the scope of activities within the study of
Education. While curricular tensions relating to new teaching methodologies, the
balance of theory and practice, and appropriate assessment practices might have been
expected, on the whole, the expansion of the Diploma in Education to include
professional practice was supported both within the University and the professional
community.
The course proved popular, with 260 offers of places being made in 1978.494
Shortly afterwards, the affiliated course between the Faculty of Education and
Secondary Teachers College, which had become increasingly unpopular, formally
ended. The provision of a completely integrated initial teacher preparation course for
students at The University of Western Australia had been a significant step for the
Faculty of Education and most timely in the face of falling enrolments.
In the late 1980s with the move to compulsory university preparation for all
teachers, the Diploma in Education was again expanded and restructured to provide a
course which incorporated a more contemporary approach to educational theory, while
at the same time also meeting the needs of the educational community. There were now
four components in the Diploma in Education: Educational Processes, Study in
Teaching, Curriculum Studies and Core units. Educational Processes represented the
theoretical foundation for preparation for teaching and was reoriented to have less focus
on a ‘discipline’ approach and a greater focus on teaching and learning. It consisted of
two units which were entitled Educational Processes I and Educational Processes II.
The first dealt with ‘adolescent development’, ‘analysis of the learning process’,
‘intelligence and ability’, ‘creative thinking’ and ‘motivation’. The second retained
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some elements of the ‘discipline’ approach in that its main focus was on the “disciplines
and perspectives on education which were significant for teachers”.495 However, it also
included a more modern approach to the disciplines. For example, it included ‘the legal,
administrative and historical context of schooling’, ‘evaluation of educational
programs’, ‘sociology of education’ and ‘critical approaches to educational research’.496
Teaching method was now termed Curriculum Studies (a major and a minor)
and was updated to include a specialisation in Teaching English to Speakers of Other
Languages (TESOL). This initiative reflected the growing demand for TESOL teachers
due to the inclusion of migrant and refugee students in special programs and
mainstream schooling in Western Australia. Teaching practice was still termed Study in
Teaching, but was extended initially from six to eight weeks and later to ten weeks of
supervised practice.497 A new fourth component of electives was introduced which
included ‘history of education’, ‘philosophy of education’, ‘comparative education’,
‘educational psychology’, ‘technology studies’, ‘language, communication and
literacy’, ‘applied linguistics’ and ‘health education’. These retained the discipline
orientation which lingered for many years. The list of electives also showed flexibility
to meet local educational needs in that new units could be added from time to time such
as technology studies and language, communication and literacy. Gradually the
electives became more interdisciplinary in nature.
In the early 1990s an external review of the Diploma in Education was
undertaken This was stimulated by concern that while enrolments in the course were
stable they remained lower than the Faculty had expected. The resultant new course was
structured around three components: core units (incorporating theoretical studies in
Education and teaching practice), curriculum units (syllabus studies and teaching
methods), and electives. The core units, which provided the foundation for teaching,
represented a broader, more integrated and interdisciplinary approach to foundation
studies through the study of ‘Social and Policy Issues’, ‘Pedagogy’, ‘Competencies for
Teachers’ and the introduction of ‘Educational Research’ (later called ‘School-based
Inquiry’).498 Each of these was meant to contribute to developing an understanding of
learners, the teaching and learning process, and the context of teaching. Later,
Aboriginal education and special needs education were added to the core units. The
teaching practice units, Study of Teaching 1 and 2 not only provided for longer periods
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of teaching practice, but were also supported by on-campus preparation through, for
example, microteaching and a greater emphasis on reflective practice. The curriculum
units prepared students in areas of English, LOTE, mathematics, physical education,
science, social science, school psychology and TESOL. Later, Special Education499 and
Information and Communication Technology, were included.500 A range of electives501
was also offered to provide opportunities to undertake contemporary studies in
Education. While the discipline orientation was still apparent, many of the electives
such as Teaching Thinking, The History of Educational Thought and Classroom
Discourse and Learning now adopted a more interdisciplinary approach.502
The intent of the restructure was to provide a balance between the professional
and academic components as indicated in the rationale presented by the Faculty as
follows:
The Graduate Diploma in Education has been modified to create a more
integrated package which gives all pre service students access to the
content required by national and state bodies. It redirects the focus of
theoretical units to class practice, and encourages critical and evidencebased reflection on those classroom practices to motivate students for
future research in education. 503
In a sense the new structure placed teaching practice at the heart of what was now called
the Graduate Diploma in Education. The Faculty was now at the other end of the
spectrum in relation to teacher preparation from where it commenced in the late 1970s
when teaching practice was the responsibility of the Teachers College.
The Bachelor of Education program was also restructured in the latter part of the
1980s and again in the late 1990s. Initially while retaining the Part I and Part II
structure, it changed from a four-year undergraduate course to a two-year post graduate
course. Part I was the Graduate Diploma in Education, while Part II was an honours
year in which students completed a dissertation. By the late 1990s attention also turned
to the possibility of establishing a combined degree in light of the proliferation of such
courses throughout the university sector across Australia.504 The University of Western
Australia was concerned to bring its courses “into line with current market trends” and
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to sustain its enrolment of high quality students at a time of increased competition
between universities and tight federal funding.505
The introduction of combined Bachelor of Education courses in 2000 enabled
students to undertake their discipline studies in Arts, Economics, Commerce, Science or
Music concurrently with their professional preparation for secondary teaching. In the
first three years of the combined degree students concentrated on their subject studies
and completed only two units of foundational and contextual studies in Education each
year. In the final fourth year they focused entirely on studies in Education to develop
their professional knowledge, skills and practice.506 The majority of the final year units
were also those offered in the Graduate Diploma in Education. The combined bachelor
of education courses attracted a small, but high quality cohort of students as did the
combined Graduate Diploma in Education/ Master of Psychology course which was
also introduced. This enabled students to become qualified School Psychologists at the
same time as fulfilling the requirements to become clinical psychologists.507

Education for serving professionals.
Throughout the phase under consideration the construction of Education as an area of
study reflected a response not only to the needs of pre service teachers, but also to
serving professionals. This was manifested both in expansion through the introduction
of new professionally-related courses and new units within existing courses, and also
through a reorientation of the theoretical component of studies in Education. The
reorientation was reflected in a more interdisciplinary approach which saw the ‘Hirsttype’ model re interpreted.
Yet again the developments were evident at the graduate diploma, masters and
doctoral levels. At the graduate diploma level, a new Graduate Diploma in Educational
Studies course was introduced in 1997. This was designed for three-year trained
teachers who sought to upgrade their qualifications in the face of competition for jobs
and the imminent introduction of teacher registration requirements for Western
Australia.508 The course provided a blend of theoretical studies in Education with
studies aimed at improving teacher competence in their curriculum subject area(s). The
theoretical studies included pedagogy, contemporary educational issues and a major
research paper in an area of interest. Studies related to the teaching subject areas
505
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provided opportunities for teachers to retrain in new school curriculum areas, to
upgrade in their existing curriculum area, and to undertake further studies in their
teaching content through units in the Arts or Science faculties. Because those enrolled
in the course were experienced teachers, no teaching practice was required.
At the masters level throughout the 1970s and 1980s, a number of initiatives
demonstrated a commitment to professional relevance. Although initially offered by
research, it soon became clear that a coursework and dissertation option in the masters
degree would better suit the needs of some students. The case for its introduction was
argued as follows:
Many educational practitioners such as school principals, senior
supervisory personnel in education systems and lecturers in institutions
engaged in the education of teachers are more interested in extending
their knowledge in the field by the completion of additional course work
rather than by engaging in research. The interests and needs of such
people would be better served by the introduction of a Master’s degree
by course work only.509
The first units offered in the combined coursework and research mode were
‘foundation-type studies’ with a discipline orientation. Units included ‘educational
administration in the USA’, ‘education administration in England and Wales’, ‘the
history of school curricula in England and Wales since 1800’, ‘the administration of
schools’, ‘philosophy of teaching and learning’, ‘the history of education in Australia’,
‘the school as a formal organisation’, ‘multivariate analysis’, ‘non-parametric statistics
and sampling’, ‘data-processing in education’, and ‘sociological measurement’.510 Later
additions were ‘organisational theory’, ‘the adolescent and the curriculum’, ’the effects
of schooling’, ‘measurement’, ‘social processes in the classroom,’ ‘the sociopsychological impact of education’, ‘the psychology of language and thinking’,
‘contemporary problems in tertiary education’, ‘education planning in developing
countries’, ‘studies in the theory of language’, ‘lifelong education’, ‘gifted and
disadvantaged education’, and ‘learning disabilities’. Many of these indicated an
interdisciplinary approach to the study of educational issues and problems. This
approach seemed to appeal to professionals in the work place, as enrolments in the
program rose steadily throughout the 1990s.
The growing interest in professionally-related studies led the introduction of
specialist masters degrees. The first of these was the Master of Educational
Management, which included ‘human resource development’, ‘resource management’,
509
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‘school finance’, ‘effective school organisation’, ‘law and education’, ‘ethics and
educational administration’, ‘management of curriculum innovation’, ‘curriculum
design’, and ‘economic aspects of education’. At this time the Education Department of
Western Australia had embarked on large scale curriculum revision which was based on
new pedagogical understandings and designed to integrate learning from kindergarten
through to year 12. Successful implementation demanded attention to school
organisation, school planning, resource allocation and teacher development, all of
which relied heavily on effective leadership in schools.511 This development was
reflected in the broad range of professionally-related research topics investigated in the
Masters theses at this time.512
In time, other new specialist masters degrees were initiated in Educational
Psychology,513

Applied

Linguistics,514

Special

Education515

and

Educational

Psycholinguistics.516 A number of graduate certificate courses were introduced in an
attempt to attract greater numbers of students. These six-month courses, which could be
recognised for credit towards a masters degree, were offered in areas such as
‘curriculum leadership’,’ language and literacy’, ‘inclusive education’ and ‘teaching
critical thinking’.517 The more interdisciplinary approach taken enabled issues and their
possible solutions to be considered from more than one perspective, reflecting the
practical approach that professionals adopted in addressing issues or problems.518 This
was indicative of the move away from the discipline-centred approach which had
characterised the study of Education in the University for so long.
The expansion and reorientation of the theoretical component of the study of
Education which was evident at the graduate diploma and masters level during this
phase, was also evident, although to a more limited extent, in the doctoral programs.
From 1970 a large number of PhD theses was completed across a diverse range of
topics.519 While these were, in the main, based within a discipline, a growing interest in
undertaking doctoral level studies in professionally related areas stimulated the
implementation of the more interdisciplinary and problem-driven Doctor of Education
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program in 1994.520 This ‘professional doctorate’ required the completion of four units
in research methodology and educational theory, and a thesis of professional relevance.
The latter was meant to contribute to policy and practice in the field of education, and
more particularly, in an area of specific professional concern to students and their
colleagues.521 Initially the Doctor of Education focused strongly on Educational
Administration and Leadership, but increasing demand from students for a wider choice
of specialties led to a revision of the course in 1999. This revision also took account of
the federal government requirement for a greater research training emphasis.

Research activities
The expansion and reorientation of the theoretical aspect within the study of Education
during this phase was also reflected in the research activities of the Faculty of
Education. This was in line with University priorities as outlined in a Report to
Academic Council which concluded that “the pursuit of truth and understanding
through enquiry, awareness, discussion, and the sifting and weighing of evidence” was
an important endeavour for all Faculties.522 The Report recommended the commitment
of resources and expertise to ensure the development of “firm educational policies
towards research and postgraduate study” given the importance of these in developing
an international reputation.523
Throughout the late 1970s and 1980s the Faculty of Education attached major
importance to research as a part of its mission. Funding was sought from the University
and other sources, both private and public, to support research initiatives which
increasingly demonstrated links with the educational community. For example, the
establishment of the National Centre for Research on Rural Education was a major
initiative jointly sponsored by the University and the State Education Department. Other
research activities involved collaboration with other departments at UWA such as the
research into language awareness and its contribution to children’s cognitive
development with Department of Psychology. Other projects were funded by the
Education Research and Development Committee, including the teaching of basic
reading skills, approaches to science teaching, and children’s conceptions of the world
of work. The Australian Research Grants Committee supported a historical study of the
relationship between economic growth and educational development in Western
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Australia, and a history of the English preparatory school. Further support from the
Commonwealth Government was directed to an evaluation of the Commonwealth
Government’s Assistance for Isolated Children’s Scheme.524
In some instances the research of the Faculty of Education was influenced by
government policy. For example when the education of gifted children became a focus
of government education policy, the Faculty of Education undertook research in the
field of gifted and talented education which led to the establishment of the Western
Australian Gifted Children’s Association. A change of government in 1984 saw the
priority shift to equality of educational opportunity and the separation of gifted children
was seen as elitist and research was subsequently redirected to special needs.525
With greater research activity the Faculty turned its attention to the
dissemination of findings to inform practice. In 1974 the Faculty’s journal, previously
named The Educand and The Australian Journal of Higher Education, was renamed
Educational Research and Perspectives to allow it to broaden its scope and reflect the
diversity of the work of the Faculty. The journal also published articles from a diverse
range of authors from educational institutions around the world.
By 1984 the research interests of members of the Faculty were diverse and
ranged from those which were highly specialised and esoteric to those which were more
practical and applied. They included, for example, ‘educational policy formation in
different national contexts’, ‘problem formulation’, ‘governance of education’,’
teaching approaches in the social sciences’, ‘history of education in Western Australia
and the British Colonies’, ‘science curriculum’, ‘philosophy of education’, ‘language
awareness and literacy’, ‘gifted and talented education’, ‘mathematics education’,
‘effective teaching procedures using the power of computer technology’, ‘bilingual and
multicultural education’, ‘education in developing countries’, ‘comparative education’,
‘human growth and development’, ‘stress management for school administrators’,
‘physical education for the disabled’, ‘exercise induced asthma’, and ‘evaluation of
school physical education programs’.526A number of staff developed international
reputations for their research work: Ken Wheeler in the development of curriculum
models; Graham Douglas and David Andrich on the Rasch model, a statistical tool for
measuring latent traits; Michael Scriven in moral education, logic and functional
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literacy, and evaluation.527 The breadth of research was an indication of the capacity of
Education as an area of study to encompass both academic and professional aspects and
to develop the nexus between the two. This continues to be the thrust of developments
to the present day.

Conclusion
This chapter has indicated that the study of Education at The University of Western
Australia developed through four main phases, each of which demonstrated a particular
orientation. The first phase saw the establishment of a ‘foundation orientation’ during
which Education as an area of study provided the theoretical foundations for intending
teachers. The latter were mainly students of the Claremont Teachers College who were
eligible to study at The University of Western Australia, students of the University who
contemplated a career in teaching following graduation and teachers in schools who
studied part-time to upgrade their College qualification. The unit entitled ‘Education’
which was offered at the University adopted a broad liberal approach to the study of
Education and provided an overview of educational theory and an introduction to the
context of schooling. In this way it was constructed to compliment the more practical
focus at the College. In general the small number of students who attended the
University could be seen to be operating at the lower end of Beeby’s ‘stage of
meaning’. This was achieved due to the strong belief in the need for a theoretical
foundation upon which to build teaching skills by the first lecturer, William Rooney.
The second phase was characterised by an ‘academic orientation’ which
emphasised the importance of rigorous academic studies for intending teachers. During
this phase there was an intensification of the academic basis of the study of Education,
despite resistance from the Teachers’ Union and the State Department of Education.
Such intensification was facilitated by the establishment of a Chair in Education and the
expansion of the university Department of Education which eventually achieved Faculty
status. This, in turn, provided opportunities for Education as an area of study to move
beyond teacher preparation, and to focus on higher degrees and research.
The third phase of the development of Education as an area of university study
was characterised by a ‘discipline orientation’ which was evident in courses at all levels.
This rigorous conception of Education as an area of study can be attributed largely to the
influence of the leadership of Professor Sanders. The emerging emphasis on psychology
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within the educational context in Britain and the United States of America at this time
provided the stimulus to turn to other disciplines such as history, philosophy and
sociology to inform and enrich studies in Education. The Faculty of Education at The
University of Western Australia responded and sociology of education, history of
education, philosophy of education, comparative education, curriculum studies,
economics of education, politics of education and educational administration all
developed into substantive areas of study within the programs offered.
The fourth phase in the development of the study of Education was characterised
by a reorientation of the theoretical foundation component of Education and expansion
in programs to support serving professionals. Much of this was precipitated by the
termination of the collaboration with the teachers’ colleges which had facilitated teacher
preparation in the three previous phases. The acceptance of full responsibility for
teacher preparation necessitated the inclusion of teaching practice and associated
instruction in pedagogy, curriculum development and teaching methodologies. The
reorientation included a more interdisciplinary interpretation of Education as an
academic area of study organised around central practical problems. The extent to
which this pattern was evident in the manner in which Education was constructed at the
University’s new rival, namely Murdoch University, will now be considered.
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CHAPTER FOUR
THE CONSTRUCTION OF EDUCATION AT
MURDOCH UNIVERSITY
Introduction
The previous chapter of this thesis focused on how Education as an area of study was
constructed at The University of Western Australia. Here, for much of the period from
1916 to 2000, the structure of Education was based on preparing teachers and later other
professionals, as well as on engaging in research, and was underpinned by a strong
academic focus. For a long period the latter focus drew upon such individual disciplines
as history of education, sociology of education and philosophy of education, with the
intention of demonstrating how they could inform thinking about a variety of
contemporary educational issues. Later there was a move to a notion of perennial
educational issues being foregrounded with the disciplines being reorganised around
them in an interdisciplinary manner. Regardless of the approach, however, the
relationship between theory and practice in this ‘Hirst-style’ model was one of ‘loosecoupling’.
When Murdoch University was established it also emphasised the importance of
basing the study of Education on a strong academic foundation. In this case, however,
the relationship between theory and practice was one of much more ‘tight coupling’. In
other words, while the emphasis at The University of Western Australia was on the
students themselves making the connections between theory and practice through their
own exercise of mind, at Murdoch the emphasis was on lecturers operating within a
structure where the connections made were much more explicit.
The positive environment for adopting the ‘tight-coupling’ approach at Murdoch
University was a result of changes in the university sector nationally. Murdoch was one
of a number of new universities established in the late 1960s and 1970s, where the
intention was to break the mould of the traditional ‘sandstone’ universities. In
particular, the emphasis was on developing institutions which would attract a diverse
range of students into interdisciplinary courses focused directly on contemporary
issues.528 Also, many of the new universities included in their mission a desire to make
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a tangible improvement to the world outside the university campus, in addition to
providing excellent educational and research opportunities for their students.
While these broad structural forces facilitated the emergence of the parameters
within which an alternative construction of Education as an area of study could be
developed at Murdoch University, the ‘agency’ of the foundation Professor, Dr Brian
Hill, was also crucial. Hill had studied at the University of Illinois Urbana-Champaign
where academics like Broudy, Smith and Snook had developed their ‘pragmatic’ (in the
Deweyian sense) model of Education Studies. This model was reflected in how
Education as an area of study was constructed at Murdoch University for most of the
period under consideration. It is only in the last decade that the ‘tight-coupling’ within
the model started to loosen, and even then the product has been a ‘fracturing’ of the
model rather than a movement away from it.
The central argument presented above will be developed in the remainder of this
Chapter. First, however, a brief overview of the establishment of Murdoch University is
presented, followed by an elaboration of the integrated approach to the study of
Education evident in the ‘Hill model’. Finally, an account of a number of other
initiatives within the study of Education at Murdoch University is presented. The
initiatives include the introduction of an undergraduate degree in Educational Studies
which was not oriented towards teacher preparation, the promotion of higher degrees,
and the development of research activities within a structure which also reflected Hill’s
interpretation of the study of Education.

The Establishment of Murdoch University
Early planning
Murdoch University was established under the provisions of the Murdoch University
Act529 in 1973 and admitted undergraduate students in 1975. This was during a time of
significant growth in the tertiary education sector in Western Australia. Until this time
there was only one university in the State, The University of Western Australia, and an
institute of technology, teachers colleges and technical schools. The Western Australian
Institute of Technology had been established in the 1960s when the technical schools in
the State could no longer meet the demand for the more advanced skills and
competencies required for a rapidly growing economy. Once established, the Institute
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grew rapidly, acquiring off-campus sites and amalgamating with the Perth-based
Kindergarten Teachers’ College.
The number of teachers colleges in the State also expanded from two
(Claremont and Graylands) to five, with the addition of Mt Lawley Teachers College,
Churchlands Teachers College and Secondary Teachers College. As a consequence of
the increased capacity of the tertiary education sector, the number of tertiary students in
the State grew from 10 009 in 1967 to 26 463 in 1975. This growth in student numbers
provided some of the impetus for the establishment of Murdoch University.
Throughout the late 1950s and the 1960s there was a great deal of interest at The
University of Western Australia, and in the community in general, in the establishment
of a second university in Western Australia. As a result of an economic boom in the
1960s, the post-war demand for educational places for ex-servicemen, and the
recommendation for increased federal funding for universities by the Murray
Committee,530 the need for such an institution began to emerge. The situation began to
develop in earnest when the Jackson Committee of Inquiry into Tertiary Education in
Western Australia531 reported in 1967 and recommended that The University of
Western Australia be encouraged to establish a university college south of the Swan
River (which bisects the city of Perth) to cater for increasing numbers of first and
second year students, especially in arts and science.532
At the same time, there was considerable pressure to provide a fourth veterinary
school in Australia, with the University of New England in New South Wales initially
being the favored site. However, after discussions between the State and Federal
governments, Western Australia was chosen as the preferred location for the veterinary
school, to be housed in a new college of The University of Western Australia south of
the Swan River. An application for funding was subsequently made to the Federal
Government and $200 000 was provided to support the establishment of the College.
During planning sessions throughout 1968 and 1969, however, a change of thinking
emerged, and in September 1969 “the Senate of The University of Western Australia
advised the government that in its opinion the new institution should be autonomous
from the beginning”.533 The decision was based on the view that full opportunity should
be given to a new institution to take a fresh approach to its role. The decision was also
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influenced by estimates of larger enrolments at The University of Western Australia by
1980 than previously predicted.534
The Premier of Western Australia confirmed in March 1970 that a new
university would be established and that it would incorporate a veterinary school. A
planning board was formed and the new university was named after Sir Walter
Murdoch, a foundation professor and former vice chancellor, pro vice chancellor and
chancellor of The University of Western Australia. Although planning began in 1970,
Murdoch University did not enrol its first students until 1975. The planning board,
under the Chairmanship of Noel Bayliss, previously Professor of Chemistry at The
University of Western Australia, was charged with managing the first phase of
development. In this phase the board was asked to consider an academic plan, student
numbers, appointment of academic staff, accommodation and equipment needs, and the
management of finances.535
From the outset Murdoch University was determined to offer a very different
educational experience from that offered in the older universities in Australia. The ten
foundation professors, later judged to have been “scholars of international standing”536,
were appointed in 1973 and charged with determining the nature of the new university.
Vice Chancellor Stephen Griew, whose only stance, it has been contended, was one of
“a leaning towards the new and exotic and perhaps a corresponding tendency to
undervalue anything which seemed to smack of the conventional wisdom of Western
Australia, particularly The University of Western Australia”, invited the professors to
share their vision for Murdoch University.537 The views expressed ranged from hoping
for an institution unencumbered by bureaucracy, to one in which “teaching should not
be subordinate to research”, to the aspiration that academics and universities should be
“custodians of established humanist values, creators of new standards, critics of society
and prophets pointing the way to the future”.538 Their views on the curriculum for the
new university were equally diverse, ranging from a belief in academic rigour as being
fundamental, to the notion of personal self-awareness as being an underlying principle.
Many of the founding professors felt that Professor John Raser, Dean of the School of
Social Enquiry and “an exuberant personality who sported an earring and enjoyed
surfing”, embodied the ethos of Murdoch University.539
Despite their disparate views the founding professors agreed that the students of
Murdoch would be the first products of the electronic revolution and the counter
culture, and that past experience of universities would not provide an appropriate
blueprint for the University’s future. Their view on the ethos which should pervade
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Murdoch was much broader and humanitarian than that of the early universities in
Australia, and was expressed as follows:
… Murdoch should respond to the need for that humane and vital
intelligence. Humane in that it is oriented towards development of the
maximum human potential for creativity, growth, love, community and
joy rather that towards exploitation of man and nature. Vital in that it is
deeply rooted in the real, emotional, spiritual and physical needs of men
rather that being mere cleverness. If Murdoch is to succeed in fostering
such humane and vital intelligence, it must play the role of a healer. At
first glance this may seem as unusual goal to suggest for a university, for
universities (at their best) have traditionally tried primarily to nurture
critical thought by preserving, exploring and goading … in a world as
profoundly troubled and pathology-riddled as ours, the highest calling
may be that of healing.540
This vision for Murdoch was unanimously accepted by the foundation professors,
despite the views of critics who labeled them as being “appalling in their
irrationality”.541 What neither the University’s planning group nor their critics could
foresee, however, was the impact of the impending economic recession which would
drive students to seek specific job-related qualifications rather than pursue such an
alternative view of a liberal education. This resulted in Murdoch facing strong
competition from the vocationally-oriented courses offered at the Western Australian
Institute of Technology and from the technical schools throughout the State.
The work of the Murdoch planning board in its early years was hindered by
large fluctuations in the estimates of the potential student intake, a situation which was
further complicated by the first signs of recession in 1971. The economic uncertainty of
the times also resulted in the postponement of the opening of the University, in cutbacks
in staff and student estimations, in a reduction in the building program, and in a
suggestion to delay the establishment of the veterinary school.542 Unimpressed,
however, with the frequently changing viewpoints between the State and Federal
governments on the latter issue, the Board resolved to continue with the intention of
establishing the University as soon as possible, including the veterinary school.
The philosophy and curriculum
of Murdoch University
In considering the nature of the curriculum for the soon-to-be-established Murdoch
University, the planning board was mindful of the view expressed by the Jackson
Committee that tertiary institutions had a responsibility to the demands of employers
and the professions, while still aspiring to high standards of scholarship.543 This was a
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mandate for the Board to adopt a unique approach, the nature of which has been
depicted as follows:
The academic structure would be based on multi disciplinary schools of
study rather than on the traditional faculties and departments. Each
school would have a Head. The degree of academic and financial
responsibility of each school was left to be determined. The schools
nominated tentatively in the submission to the Australian Universities
Commission were Humanities, Social Studies, Education, Physical
Science, Biological Science, Veterinary Science and Environmental
Studies.544
The Board sought to pursue this vision by setting a challenge for the University to offer
a wide choice of study options without sacrificing depth, to develop a balance between
the liberal and vocational aspects of the curriculum, to encourage interdisciplinary
studies, to develop an awareness of contemporary issues in their students, to encourage
a diverse student cohort, to maintain close connections with the community, to embrace
variety in teaching approaches, and to demonstrate flexibility and adaptability in its
programs.545 Stephen Griew, the Vice Chancellor, stated that there was “no excuse for a
new university to make the same mistakes as the older universities which had been
handicapped by tradition” 546 and he encouraged the planning board to adopt “fresh and
socially-relevant approaches to learning”.547 He also acknowledged the role of a
university in the community by committing to open the campus facilities “not only to
our students, but to anyone who wishes reasonably to use them”.548
Notwithstanding the generous intent of the ideals, much of the detail regarding
their implementation and the impact they would have on students competing in the
workforce was largely ignored.549 In fact, the community responded to the ‘new’
philosophies with a scepticism which was reflected in first year enrolments being just
668 undergraduate students and 50 post-graduates. Furthermore, few came from the
most able school leavers. Indeed, the profile of the first cohort diverged from the
national average in that it was older and had a high proportion of female, part-time and
external students. Most interest came from students who were turning their backs on
more conventional study options and were keen to pursue contemporary studies in areas
such as Peace and Conflict Studies, Human Development, and Communication
Studies.550 This situation created the perception amongst the local community that
Murdoch University was not a high quality institution, and the local high schools
expressed doubt about its academic rigour. Only the Schools of Veterinary Studies and
Education were unaffected by the demographic trends and were able to attract a healthy
intake of school leavers.
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On the other hand, Murdoch University was able to recruit high calibre staff,
especially as its establishment coincided with a world-wide recession in university
staffing.551 In fact, in response to an advertisement for six to eight foundation chairs,
approximately 200 applications were received. Subsequently, ten appointments were
made, bringing quality staff from various parts of the world to fill chairs in six schools
of study: Education, Environmental and Life Sciences, Human Communication,
Mathematical and Physical Sciences, Social Inquiry, and Veterinary Studies.552
Academic organisation
The academic structure of Murdoch University aimed to provide expanded
opportunities for tertiary students in Western Australia with a more flexible approach to
study programs than was the norm. To this end courses were divided into two parts. The
first part provided a general education supervised by a university-wide board of study
and was preparation for more discipline-based academic work in the second part. In a
prospective information publication, Open for Learning, disseminated in 1975, the
approach was explained as follows:
Murdoch is a new university not bound by traditional methods and
attitudes. Our approach is to focus on important contemporary themes
and to build around them programmes of study that bring together all of
the related disciplines in a way which will give graduates not only a
basic formal qualification in their profession or field of work, but will
also encourage flexibility of mind and an awareness of and
responsiveness to social needs. Our aim is to provide flexibility in the
choice of courses open to students, and this has led to the organization of
the University around multi-disciplinary schools.553
This position was reflected in the organisational structure, the policy on admissions and
the composition of degrees, all of which were meant to “differ in emphasis from those
at traditional universities”.554
Initially academic staff were organised into six schools centred on the six initial
chairs appointed, with each school being administered by a Dean and a School Board.
Also as ‘schools of study’ were multi-disciplinary, there were opportunities for interdisciplinary teaching and research, and for school resources to be moved according to
changing needs. Furthermore, teaching programs from all schools were supervised
centrally by an Academic Council, which meant that programs and courses were not
necessarily confined to one school, but could be taught jointly.
Undergraduate degrees were partitioned into Part I (first year) and Part II. Part I
was constructed to ensure that students would be provided with a broad perspective on
university studies and be given an opportunity to develop their interests before
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committing to a particular discipline in Part II.555 Thus, students were encouraged in
their first year to encounter new subjects and broaden their interest and
understanding.556 A compulsory component was the completion of a ‘trunk course’,
which was essentially a foundation course for university study in general. The initial
trunk courses were entitled ‘perception’, ‘symbolism and myths’, ‘world in transition’
and ‘energy and life systems’.557
Anxious to discourage over-specialisation too soon, no Part II program could
require more than 12 points (half a year’s work) as a prerequisite for entry. Enrolment
in this Part meant studying an organised program leading to a degree. Here, one could
pursue a single discipline (for example, mathematics), engage in multi-disciplinary
study (Social and Political Theory), or study for a professional qualification (Education,
Veterinary Studies).
Each program in Part II was controlled by a program committee. The academic
subjects offered were as follows: biology, chemistry, Chinese studies, communication
studies, economics, environmental science, history, human development, mathematics,
mineral science, peace and conflict studies, physics, population and world resources,
primary teacher education, secondary teacher education, southeast Asian studies, world
literature and veterinary studies.558 Initially Part I studies were assessed as pass/fail
only, while Part II was graded, although students could opt for a pass/fail in Part II if
they preferred.
From the outset External Studies, which was ceded by The University of
Western Australia, was also an integral part of Murdoch’s activities. Given the
geographic and demographic structure of the State and the importance of continuing
professional education for its large number of professional scientists, public servants
and teachers, this provision was an important educational service. A Director of
External Studies was appointed and initiatives were quickly established in the
Kimberley and Pilbara regions in the relatively remote north-west of the state, in the
south-west region, and in the Perth metropolitan area. External Studies thrived, with
courses increasing from just six in 1975 to 94 in 1980, and student enrolments rising
from 110 to 800 over the same period.559 Despite this success, however, there were
other difficulties. In particular, with a higher than average enrolment of mature-age
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students and 55 per cent of the enrolment in part-time and external studies, relatively
few students attended the University during the day. This seriously affected student and
staff interactions, collegiality and campus life.560

Difficult times
Low student enrolments, coupled with a cumbersome administrative structure, created
problems for Murdoch University during its first year. Some courses and activities were
variously considered marginal in their relevance, contradictory in their approach to
learning, too ‘exotic’ for Perth, and somewhat eccentric for an institution struggling to
establish an academic reputation.561 The participatory approach to planning courses saw
a proliferation of consultative groups, committees, administrative support and
bureaucratic processes, which along with limited finances, student dissatisfaction with
some courses, and a poor public image, resulted in Murdoch being unable to shift the
cloud which hung over its future. With courses at risk of cancellation and new
initiatives shelved, changes were necessary. Thus, the Human Development program
became a more traditional professionally-oriented psychology course, while the Peace
and Conflict Studies program was replaced with a more conservative Social and
Political Theory course. The arrangement that students should be classified on a
pass/fail basis also drew criticism; in an environment where Murdoch students
competed for employment and grades were a recognised discriminator, it was
considered a disadvantage to be awarded a pass/fail only. Murdoch responded to the
criticism by allowing students to choose to have their results recorded as a pass/fail or
as a grade.
While dealing with these internal issues, more serious financial concerns were
looming. By 1975 the future of universities throughout Australia became uncertain as a
result of cuts in federal funding and an oversupply of graduates in some fields,
particularly education. For a new institution the cuts in budget had a serious impact,
restricting new capital works projects and resulting in little growth over the next few
years. Indeed, Murdoch had difficulty in achieving the 1 736 student enrolment it had by
1978.
In 1979 the report of the Williams Committee into education and training brought
some of these issues to a head. The report highlighted the low student enrolments and
suggested that while Murdoch University had the financial capacity to cope with 4 500
students, such a level of enrolment was unlikely to be realised given the population size
and university participation rates in the State. The conclusion was that Murdoch was too
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small to be viable and it was recommended, as follows, that it integrate its activities with
The University of Western Australia.562
… there seems little prospect of it becoming a balanced
university in the next 20 years … The prospect that Murdoch
University could be raised to an effective and economical
size…is not good. The Partridge Committee judged that the
Western Australian Institute of Technology had developed too far
in the non-technological areas and recommended that its growth
in these areas should be controlled so that future developments
could be shared by Murdoch University and the teachers colleges
… the most promising line of development seems to be the
integration of the activities of the two universities in Western
Australia.563
This caused an emotional response from the staff at Murdoch, while the State Premier,
Sir Charles Court, also indicated that he was committed to the University continuing:
The State government would not have a bar of any amalgamation or
merger of Murdoch University with The University of Western
Australia. We have fought hard to get Murdoch University. We will fight
just as hard to maintain it … We realise that Murdoch will have its
problems but institutions become great because of the way they are able
to surmount adversity. I am convinced that Murdoch University will do
this.564
Such commitment led to the State government setting up a committee to make
recommendations for the future of Murdoch University. The terms of reference included
considering the role of small universities, the range of subjects offered, the
rationalisation of activities such as teacher preparation which were offered at a number
of institutions, and the feasibility of transferring selected activities from other
institutions to Murdoch.
The Report of the committee identified a number of factors which had hindered
the growth of Murdoch. These included disadvantage due to its geographical isolation
from main population centres, few community facilities, accommodation and transport
problems, the limited range of courses available, and the lack of a clearly defined public
image. A further problem was the imbalance between mature-aged, part-time students
and full-time undergraduate students. Also, the small size of the undergraduate cohort
resulted in small numbers of able students, a situation which hampered the growth of
post-graduate studies.
A number of suggestions to promote short-term growth were forthcoming.565
One was to transfer activities from other institutions, (such as agricultural science from
The University of Western Australia) and to limit intakes at other institutions to allow
Murdoch University to grow. These were rejected by the University staff on economic,
industrial, educational and philosophical grounds. It was also acknowledged that
successful institutions such as The University of Western Australia and the Western
Australian Institute of Technology should not be hindered by being asked to assist
Murdoch:
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The possibility of transferring academic work from other tertiary
institutions to Murdoch … is by its nature an embarrassing one for us …
we have some lively apprehensions about the difficulties involved in
both making and recovering from surgical transplantations.566
On a more proactive front, the Committee recommended that Murdoch address the issue
related to size through an increase in post-graduate student intake, expansion of the
external studies program, and the introduction of courses in Asian languages and
cultural studies. It also identified Education as a potential growth area, and
recommended increasing enrolments in the pre service teacher education courses and
introducing a teaching program for graduates. The Committee felt that an increase in
teacher education numbers would improve the quality of the educational life of the
University by expanding opportunities for interactions between staff and students both
within and outside the School of Education.567 Furthermore, an increase in secondary
teacher education students would lead to increased numbers in other discipline areas,
such as mathematics and science. Thus, in 1979, the promotion of teacher education
was seen as a strategic initiative in terms of the survival of Murdoch University.
Despite the difficulties outlined so far, Murdoch University gradually emerged
from the malaise which had threatened its survival. A number of circumstances
contributed to this. The first graduates of Murdoch University completed their degrees
and competed successfully for jobs. Talk of a merger with other institutions “ceased to
blow up into headline news”568 when no action was taken and eventually disappeared
altogether. The Student Guild actively promoted life on campus, organising a number of
community events which included such activities as spring fairs, ‘great races’ around
the campus in one-wheeled vehicles, open days at which the Veterinary Farm attracted
great interest, and fielded a cricket team in the local suburban competitions. In general,
Murdoch was presented as a lively institution within the local community. Coupled with
an extensive building program, the refurbishment of the campus and the beautification
of the grounds, the various initiatives undertaken raised community awareness of
Murdoch University as being a vibrant establishment.
A concerted effort to promote the University to school leavers also paid off in
1981, when after four years of static student numbers, enrolments grew by 18 percent
overall and school leaver enrolments increased by 12 per cent. These numbers were
boosted even further with the introduction of mid-year enrolments. The University also
became more accessible to students from more distant suburbs with the completion of a
new freeway which reduced the travel time from the centre of Perth city to the
University to just 15 minutes.
Changes on the academic front further enhanced the image of Murdoch
University. New professors were appointed, research prospered and a number of
graduates achieved high profile awards and scholarships to attend prestigious
international institutions.569 Throughout this period of renewal, the teacher preparation
program at Murdoch had sustained its enrolments and through its integrated approach to
the study of Education it also supported the enrolments in some of the other schools of
the University.

An Integrated Approach to the Study of Education
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Just prior to the establishment of Murdoch University, the five teachers’ colleges
(Graylands, Claremont, Mt Lawley, Churchlands and Secondary) in Western Australia
grew in number and size, diversified their courses and began offering degree programs.
Consequently, by 1975 there was an oversupply of teachers in the State, with the
Colleges, The University of Western Australia and the Western Australian Institute of
Technology (the subject of the next chapter) all offering teacher preparation courses.
Thus, it could be argued that a School of Education should not have been established at
Murdoch University. The justification for its introduction, however, was based on
internal university concerns such as the need for a second professional school (in
addition to the Veterinary School) to provide credibility internationally, and the
argument that the compulsory participation of Education students in other schools of the
University in order to gain subject knowledge in their chosen teaching areas would
contribute to viability.570
Brian Hill was appointed foundation Dean of Education at Murdoch. He had
lectured at The University of Western Australia and became the foundation head of
Education at the Wollongong University College, University of New South Wales, after
completing his doctoral studies at the University of Illinois. It has been reported that
Hill was highly respected for his expertise, commitment and leadership through
consensus teamwork.571 A Western Australian by birth, he has been judged to have been
an “admirably systematic administrator, whose reputation as a committed Christian did
not stop him from operating tenaciously and successfully in the sometimes cut-throat
world of educational politics”.572 In fact he was considered one of the more ‘radicals’
among the foundation professors.573

The structure of the
Education curriculum
Professor Hill completed his doctoral studies at the University of Illinois in Chicago at a
time when Harry Broudy and his colleagues were developing their ideas concerning the
nature of the study of Education. Broudy conceptualised Education as a broad area of
study, rather than one which was only concerned with the technical competencies of
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teaching. On this position he drew a parallel with other professional areas of study such
as architecture, engineering and education as follows:
For a field of study to justify an autonomous existence it must have a set
of special problems that direct and focus its enquiries … For a field of
study to be professionalised it must use and organise facts and principles
taken from such diverse disciplines, e.g., chemistry, physics and
psychology, around the demands of its own problems … Finally, if a
field of study is to be professional, it has to utilize practice in order to
illuminate theory and to use theory as a guide to practice … A
professional field of study generates rules or practice as well as
principles or generalizations that guide practice.574
Broudy then developed a schema for Educational Studies which he represented as
follows:

Educational Problem Areas
Aims &Policy

Curriculum

Teaching &
Learning

Management &
Administration

Teacher
Preparation

Philosophy
History
Social Sciences

Figure 1: Broudy's Schema for Educational Studies

By identifying major educational ‘problem’ areas, Broudy was equating the study of
Education with the study of medicine which draws on anatomy, physiology and
psychology as relevant bodies of knowledge informing the understanding of medical
problems and offering suggestions for solving them. Similarly, engineering draws on
the disciplines of physics, chemistry and mathematics to develop areas of study such as
chemical engineering and structural engineering. Likewise in Education, Broudy
argued, it is possible to draw on such disciplines as philosophy, history and the social
sciences to help understand perennial educational problems and issues related to aims
and policy, curriculum, teaching and learning, management and administration, and
teacher preparation. In this way Education, as he saw it, is a field of study in its own
right and has a research agenda just as is the case with any other area of study within the
university.
The basic schema of Education Studies as outlined above should, according to
Broudy and colleagues, inform the basic preparation of all educational professionals,
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whether they be teachers, school principals, educational administrators, regional
managers, or leaders. However, they also argued that a more specific program of
preparation should accompany this approach. Thus, in the case of teacher preparation all
student teachers should not only know their teaching subject(s), but should also have an
education in the contributing areas of knowledge (philosophy, history and the social
sciences) as they relate to that teaching subject. Furthermore, they should be engaged in
the simulation of teaching and in actual teaching practice in ‘real’ school situations. A
similar approach to preparation should also apply in the case of the curriculum for other
educational professionals.
Such an integrated approach to the study of Education was evident at Murdoch
University. This is not surprising given Hill’s experiences, initially while completing
his doctoral studies at the University of Illinois, and later while working in the area of
teacher preparation in Australia. At the time that Hill was a student at the University of
Illinois, Harry Broudy was Professor of Philosophy of Education and was highly
respected for his writing on education in a democracy, the aesthetics of education, the
importance of citizenship, and values and moral education. These areas were of great
interest to Hill, who later became a recognised scholar on them in Australian education.
Broudy, as noted already, also had a keen interest in the structure and purpose of
Education as an area of study. This, Vandenberg claims, was stimulated by two
questions: What is good knowledge and what is knowledge good for?575 In applying
these questions to the construction of Education as an area of study, Broudy and his
colleagues designed the model already outlined. While its significance was not
immediately obvious to Hill, it became more relevant to his situation when he returned
to Australia to work in the field of teacher preparation.
The organised structure, and in particular, the ‘tight-coupling’ between theory
and practice which was evident in the Broudy model, heightened the less-thansatisfactory arrangements that Hill experienced on his return. Between 1964 and 1967,
as a lecturer in Education at The University of Western Australia, he had been required
to liaise with the Claremont Teachers College in managing the teaching practice
component of teacher preparation courses at the University. He found the arrangement
to be “fragmented and unsatisfactory”.576 His subsequent experience at Wollongong
University College, University of New South Wales from 1968 to 1974, where he was
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charged with establishing courses in Education, was equally troubling. Appointed at
senior lecturer level and with a “shoestring” budget, he set about developing courses in
cooperation with the local teacher’s college which was located on the same campus as
the University. Here he taught the theoretical aspects of education while the teacher’s
college staff delivered courses in methods and supervised the teaching practice. Again,
he found the “disjunction between these two areas quite unsatisfactory” and was
motivated to try to bridge the gap.577
So keen was Hill to marry the theoretical and the practical aspects of studies in
Education that he took on the task of teaching history in the History Department at
Wollongong, while at the same time teaching history method and being involved in
teaching practice supervision at the teacher’s college. The latter experience was met
with resentment from teacher’s college staff who preferred to manage the teaching
practice without interference from the University. This, in turn, led to considerable
friction between the institutions. 578 Overall, the experience from Hill’s point of view
contributed, he claimed, to shaping his thinking on what would be an appropriate
structure for studies in Education at university level.
In 1974 Hill had a chance to refine his thinking when he was appointed
Professor of Education at Murdoch University. Now the theoretical perspectives gained
from his work at Illinois, and particularly Broudy’s schema on the nature and structure
of Education as a professional area of study, became influential. For further insights
into how to proceed, Hill also turned to Macquarie University in New South Wales,
which had been established in 1964, and which had developed interdisciplinary
educational pathways. There, the ‘Master Teacher in Schools’ model caught his
attention. Under this arrangement an individual contract was made between a teacher,
who was identified as particularly competent, and a student teacher. This was an
expensive model which eventually faltered for a number of reasons, including the
exceptional pressure on the master teachers and the tenuous nature of the links with the
University. Nevertheless, the core notion of providing school-based support for student
teachers was a concept which impressed him.579
Hill then set about planning courses in the School of Education at Murdoch
University with the ideal of developing the “professional educator”.580 Four distinct, yet
interrelated, components were identified as the basis for studies in Education:
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Curriculum Studies, Process Studies, Professional Studies and Context Studies.
Curriculum Studies focused on the subject matter to be taught (which would be attained
outside the School of Education) and how to teach it (provided by the School of
Education). Process Studies included such areas as child development, educational
psychology and educational measurement, while Professional Studies involved field
placements. Finally, Context Studies was conceptualised to bring the course to the level
of “professional self- consciousness” and set the other components into a meaningful
context. Hill has commented as follows on the structure he put in place:
The way I tended to describe it (the structure) was that if we teach you
the subject and how to teach it through Curriculum Studies, you become
a good craftsperson. If we teach you the psychological side you become
a humane craftsperson, but to become a professional educator you need
to be able to see it in the context of the school in society.581
Hill was also concerned that each of the four components be seen as equally important.
Finally, each component of Hill’s model was related to each program offered in the
School of Education. The structure can be as follows:

Figure 2: Hill's Model for Educational Studies

The resemblance of this model to Broudy’s schema for educational studies, as already
outlined, is striking.
Hill’s model remained the basis of courses in Education at Murdoch University

Program

Context

Process

Curriculum

Professional

Initial Primary
Teacher Ed
Initial Secondary
Teacher Ed
Tertiary and Adult
Teacher Ed
Research

for more than thirty years. It not only served as a foundation for the study of Education,
but also influenced the appointment of staff and the organisation of administrative
structures. Lecturers were appointed to work largely within one component and were
required to meet regularly to monitor the development and progress of courses within
that component. Members of each component also had representation on the formal
committees of the School of Education which managed the various programs, namely
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the Initial Teacher Education Committee, the Post Graduate Committee, the Research
Committee, and the School of Education Board.582
Professor Hill has commented that despite the establishment of the School of
Education on such structured and professional lines, and notwithstanding the balance of
theoretical and practical components within studies in Education, he observed an
attitude within Murdoch University towards Education which suggested that it was not
treated with the same respect as other areas of study. Largely, the perceived importance
of Education seems to have been its potential to attract a significant number of students.
The money generated could then be used to subsidise the more elite courses such as
Veterinary Science. Education was also promoted because its students were seen as
those who would enroll in such foundation disciplines as mathematics and science.

Initial teacher preparation
Initially the School of Education offered three teacher preparation programs: a threeyear primary program leading to a Bachelor of Arts (Education), a four-year secondary
program through a combined Bachelor of Arts (Education) and Diploma in Education,
and a one-year Diploma in Education program for graduates (largely in arts and the
sciences) wishing to become secondary school teachers. Subsequently a Bachelor of
Education (Further Teacher Education) degree was introduced for teachers who wished
to upgrade their qualifications, or for students wishing to transfer into education studies
from other programs.
The structure for all of the above degree programs, while based on Hill’s
adaptation of Broudy’s model, was also consistent with the University’s overall
curriculum structure. Thus, the School of Education initially offered two Part I courses,
Introduction to Teaching and Issues in Education, and four Part II programs. Each
reflected the four components outlined in the previous section. The Introduction to
Teaching unit introduced students to the experience of teaching and the knowledge
required to participate in a short school placement and included initial studies in child
development, curriculum studies, classroom management and teaching skills.583 Issues
in Education dealt with ethical and empirical problems associated with the provision of
education by looking at comparative educational literature and exploring local
educational issues.584
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The programs in Part II were specifically devised around Hill’s notion of Studies
of the Context of Education, Studies of Educational Process, Curriculum Studies and
Professional Studies.585 Studies of the Context of Education included ‘educational
theory’, ‘Australian education’, ‘philosophy of education’, ‘sociology of education’ and
‘history of education’, with the aim of examining the place of education in society, its
functions and the constraints placed upon it.586 Studies of Educational Process was
concerned with the characteristics of learners, the teaching-learning process, and
evaluation and included studies in ‘child growth and development’, ‘learning theories
and strategies’, ‘educational psychology’ and ‘educational measurement’. Curriculum
Studies applied considerations of the context and the processes of learning to the study
of school curriculum materials and relevant teaching methods. 587 Finally, Professional
Studies prepared students for teaching practice in schools and provided support
throughout the teaching practice period.588
While the integrated model which underpinned the teacher preparation programs
at Murdoch was different from the approach adopted at The University of Western
Australia, there were, nevertheless, certain similarities. Both included academic content
as fundamental to the preparation of teachers. Both emphasised the need for thorough
preparation in teaching subject matter and offered instruction in similar school
curriculum areas. Both also included an emphasis on educational psychology and the
context of schooling. A significant difference was, however, that the unifying structure
which was embedded in the study of Education at Murdoch in Hill’s modification of the
Broudy model, which made explicit the connections between theory and practice, was
not evident at The University of Western Australia.
Another major difference existed in the approach to managing teaching practice.
At The University of Western Australia the teaching practice component of teacher
preparation programs was organised and managed by the affiliated teachers colleges.
Under this arrangement each student was visited by a ‘supervisor’ for feedback and
assessment purposes. By contrast, a unique feature of initial teacher education at
Murdoch University was its close monitoring of students through its tutor-supervisor
program. In attempting to implement the concept of the ‘master’ teacher, a practice he
had noted at Macquarie University, as already stated, Hill suggested that the School of
Education should provide a staff member to support up to 15 students placed in a school
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for field experience. This person would be a tutor/supervisor with responsibility for
teaching at the University campus and for supervising field experience. This would
enable the development of a much closer association with both the mentoring teacher in
the school and the teacher education students than the more traditional approach of an
occasional visit during school experience from university staff. It was also felt that it
would further enable connections between theory and practice to be made and to be
reinforced. To achieve his vision in this regard, Hill convinced the University to fund
three large caravans which would house the Murdoch University staff as they worked
with students during the field placement.589 The purpose-built caravans were located at
schools and provided space for students and supervisors to converse and engage in
small group learning.
The School of Education at Murdoch University also responded to local changes
in schools, curriculum and school management by introducing new content and
specialist programs from time to time to support emerging educational needs. For
example, new content was incorporated through the introduction of ‘educational
technology’ within Process Studies,590 ‘curriculum models’ within Curriculum
Studies,591 and new electives in Context Studies.592 The latter provided students with
opportunities to choose ‘politics of education’,593 ‘Aborigines and education’,
‘computer education’, ‘cultural studies’, ‘education policy studies’, ‘ethnicity of
education’, ‘religious education’ and ‘women and education.594

New curriculum

teaching area specialisations in ‘special education’, Chinese, Japanese and
Indonesian/Malay Languages,595 and ‘further and tertiary education’ were offered at the
Diploma in Education level.596 The latter initiative was a response to a demand for
educational qualifications for those working in tertiary training institutions and a range
of government and non-government organisations.
While relevance to local and national needs was sustained though such
variations in the content within the four components of the teacher preparation
programs, it was also reflected in the introduction of ‘conversion’ courses which
provided opportunities for teachers who held a Teacher’s Certificate to upgrade their
qualifications or re-train in new teaching areas.597 Amongst these conversion courses
were those leading to a Graduate Certificate in Drama Teaching, a Graduate Certificate
589
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in Applied Language Education (LOTE) and a Graduate Diploma in Asian Language
Education, the latter of which was offered in conjunction with the School of
Humanities. The courses were designed to meet the shortfall in the supply of teachers in
these fields and enabled students to acquire both language and drama expertise at the
same time as refreshing their school curriculum knowledge and skills.598
Professional development
While all of the endeavours noted above reflected the influence of local educational
circumstances in shaping the study of Education at Murdoch University, they also
highlighted the degree of competition which came to exist between tertiary institutions
in the State. By the early 1990s the Western Australian Institute of Technology had
become Curtin University, and the teachers colleges, which had amalgamated into the
Western Australian College of Advanced Education, were granted university status and
became Edith Cowan University (the institution of focus in Chapter Six). As these
institutions expanded their programs there was increased pressure to diversify in order
to attract students. Further pressure to offer fee paying courses was a consequence of
the tightening of Federal Government funding in the 1980s.
Within this context, the School of Education at Murdoch University turned its
attention to professional development activities, and in a manner which also reflected a
close connection between theory and practice. This was in line with Murdoch
University’s mission to serving the professions. By the late 1990s a range of studies was
available in such areas as ‘community and schools’, ‘education in tertiary institutions’,
‘ethics and education’, ‘informal schooling’, ‘innovation in education’, ‘religious
studies’, ‘political education’, ‘social background and learning’, ‘social studies’ and
‘teacher education strategies.’ These were compressed courses offered in the evenings,
at weekends and during the school holidays.
Post-graduate certificate courses were also introduced to enable teachers to
improve their skills and prepare for curriculum innovations which were being
implemented in the primary and secondary school sectors. For example, a Postgraduate
Certificate in Curriculum Leadership was designed to provide the education profession
and community with curriculum leaders who could respond creatively and confidently
to curriculum innovations introduced by the State Education Department in the late
1990s.599 Similarly, a Postgraduate Certificate in Inclusive Education was offered when
a change in State Education Department policy recommended the inclusion of students
with special needs into mainstream schooling. Later, Postgraduate Certificates in Gifted
and Talented Education and in Psychology Teaching were introduced in line with
changes in secondary schooling in Western Australia.600 Postgraduate Diplomas in
Educational Computing and School Management were likewise designed to attract
teachers wishing to enhance their skills and undertake leadership roles within schools to
facilitate the process of curriculum innovation. A Postgraduate Diploma in Social

598

Murdoch University Calendar and Handbook, 1995, p. 136.
Murdoch University Calendar and Handbook, 2001, p. 206.
600
Murdoch University Calendar and Handbook, 2007, www.education.murdoch.edu.au/edu.au.
599

142

Research and Evaluation appealed to graduates from education, health and social
science backgrounds.601
Professional development qualifications and short courses continued to be
offered to educators in a range of sectors including schools, technical colleges,
universities, industry, health and social services. The various graduate certificate
courses were all fee paying, thus adding to the School of Education’s funds.
Furthermore, as with the various other initiatives undertaken in the School, they were
able to be accommodated within the ‘Hill model’ for the study of Education. Thus, the
‘tight-coupling’ model of Education Studies, with an emphasis on clearly establishing
for students the connections between theory and practice, was maintained in programs
beyond those of initial teacher preparation.

Other Initiatives within the School of Education
In addition to teacher preparation programs, the School of Education at Murdoch
offered a number of programs which attracted students at all levels of university study.
In the main, these programs were also constructed within the ‘Hill’ model with some
minor adjustments. That is, while the main components of Context Studies, Process
Studies and Curriculum Studies were able to be maintained, in some programs the
fourth component, Professional Studies, was replaced with a more relevant component.
One of the most innovative of those programs, namely one leading to a non-teaching
undergraduate degree in Education, will now be considered.
The establishment of a non-teaching
undergraduate degree in Education
In 1981, the School of Education at Murdoch University introduced a Diploma of
Educational Studies for “academic study in Education without professional preparation
for teaching”.602 This initiative was based on the principle that the study of Education
existed in its own right and not solely for the professional preparation or development
of teachers. Congruent with this position, the School of Education also encouraged the
University to consider promoting the study of Education units within an Arts degree,
claiming that Education was a relevant field of study for administrators and
professionals interested in achieving widespread and lasting social change. Its relevance
was expressed as follows:
As example, an environmental scientist may use public education as a
tool for preserving the environment … Community leaders planning to
bring Australia into the twenty first century as a scientifically and
technologically advanced nation need to understand the importance of
education as a tool for upgrading the population’s skills and for helping
the established workforce adjust to the introduction of new technology
… Few disciplines can afford ignorance of the additional perspective
offered by Education Studies.603
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What eventually materialised were two undergraduate pathways: the Bachelor of
Education Studies and a Bachelor of Professional Studies (Education). It was intended
that professionals interested in further development and renewal of their careers in
education and non-education fields would be attracted to these degree programs.604
The Bachelor of Education Studies offered ten streams of study: ‘Aboriginal and
Islander

education’,

‘early

childhood

education’,

‘environmental

education’,

‘mathematics education’, media education’, ‘personal and social development’, ‘special
needs and education’, ‘TESL’, ‘LOTE’, and ‘theology and education’.605 Students could
elect to study Education units only, or a combination of discipline-based units offered in
other schools in addition to Education units, in designing a course to meet their
particular interests. Similarly, the Bachelor of Professional Studies offered a broader
suite of courses which included ‘action learning’, ‘assessment’, ‘policy and intervention
in special education’, ‘cultural literacy and visual media studies’, ‘developmental
aspects of exceptionality’, ‘discourse analysis’, ‘educating selves in society’,
‘educational psycholinguistics’, educational sociolinguistic’, ‘information technology
for curriculum leaders’, ‘literacy and language’, and ‘semiotics and social discourses in
education’.606
The introduction of studies in Education, quite apart from professional
preparation, had also gained attention in the higher education market in the UK. Some
of this attention was stimulated by reforms in the school workforce which increased
employment opportunities in education outside of teaching.607 For example, Ward has
recently contended that the study of Education has appeal to those who have interests in
education such as school governors, parents, those working with children in noneducational settings, and others whose interests are in areas such global communities
and social issues.608 With this clientele in mind, Ward suggests that it is possible to
formulate “Education Studies as an autonomous academic subject free of the constraints
of … the controlled teacher training curriculum”.609 Such an academic subject should
enable students to understand the nature and aims of education policies and practice,
engage in “informed critique” and to view education “through the prism of academic
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disciplines”.610 The approach at Murdoch University to non-teaching undergraduate
studies in Education reflected much of this emphasis.

Higher Degrees by Research
From the time of its establishment, the School of Education at Murdoch also made clear
its interest in higher degree studies. Initially the Master of Education by coursework and
dissertation was introduced in 1977.611 The intention of this masters program was
expressed as follows:
The Master of Education is designed for practicing teachers and other
educators who may be assuming increased professional responsibility for
curriculum development or educational administration…or specialised
roles involving research, evaluation, or advisory services. It represents a
means by which the School of Education can seed the education
profession with leaders who are aware of wider issues.612
Again, the Master of Education program was constructed within the components of
‘Hill’s model’ with a minor modification. While Context Studies, Curriculum Studies
and Process Studies remained as central organisers, Professional Studies was replaced
with Methodological Studies, as the latter was considered to be more appropriate for the
preparation of research students. Initially, studies were offered in ‘developmental
differences and education’, ‘educational evaluation’, ‘knowledge, persons and
education’, organisational theory and education’ or ‘curriculum design’.613 In general,
these areas of study reflected contemporary demands on teachers and administrators. In
1981 the study options were expanded. Context Studies included studies in ‘education,
stratification and social change’, ‘history of educational ideals’, ‘organisational theory
and education’, education and ethics’ and ‘politics of education’. Process Studies
focused on ‘individual differences’, ‘personal and social development’, and ‘education,
anxiety and the educational experience’, while Curriculum Studies included ‘curriculum
diffusion and dissemination’, ‘educational outcomes’, and ‘teaching strategies’.614 By
1993 the Master of Education was expanded to cater for the contemporary scene
through studies in ‘development and conflict’, ‘education and social issues’, ‘gender
and education’, ‘school improvement’, ‘issues and evidence’, ‘collaborative learning’,
‘humanising the curriculum’, ‘ideology and curriculum aims’, and ‘computers and
education’.615 This broad array of studies was compatible with Hill’s original notion of
developing ‘professional self consciousness’ through studies in Education. By 2001
there were four masters degrees available: the Master of Education (Coursework); the
Master of Education (Coursework and Dissertation); the Master of Arts (Social
Research and Evaluation) and the Master of Philosophy.
Graduates from the masters courses became eligible for entry into the Doctor of
Philosophy program; they also began to enter the Doctor of Education program on its
introduction in 1994, when professional doctorates were appearing in universities across
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the nation. The main aim of the professional doctorate was to provide an advanced level
of study in Education through applied research in a selected area of practice. In this way
it would be related to the student’s professional work. The three main specialisations
available initially were ‘educational policy and leadership’, ‘curriculum’, and
‘educational psychology and evaluation’.616 Once again, these specialisations were
developed through the structure provided by ‘Hill’s model’ for Education Studies, again
with a modification appropriate for a doctoral program. Context Studies included
‘humanising the curriculum’, ‘ideology and curriculum’, ‘leadership and professional
service organisations’, and ‘educational planning and management’. Process Studies
included ‘learning, problem-solving and expertise’, ‘cognitive development and
education’, ‘personal and social development and education’, and ‘public policy
research methods’. Curriculum Studies incorporated ‘computers and education’,
‘curriculum’, ‘English and cultural studies’, ‘educational theory, research and practice’,
‘mathematics teaching and learning’, and ‘science education studies’. A further
component, Integrated Studies, was substituted for Professional Studies, and included
‘politics and issues in education’ and ‘qualitative research methods’.617 Over the years
these areas of study were renewed to include contemporary content such as ‘indigenous
education’, ‘adult teaching and learning’, ‘inclusivity’, ‘special needs’, ‘values and
ethics’, ‘mentoring’, ‘collaborative learning’, ‘school-based assessment’, ‘measurement
and evaluation’, ‘cultural diversity’, ‘boys’ education’, ‘gifted education’, ‘information
technology’, ‘issues in nurse education’, and ‘historical perspectives in education’.618
The degree involved engaging in substantive course work in selected areas of study
from those outlined above, before going on to complete a major research-based thesis.
The School of Education, from it inception, also quickly established research
activities and was successful in attracting $96 059 in research funds in its first five
years. By 2001 it had won Australian Research Council and Murdoch University Grants
to conduct research into areas such educational measurement, citizenship education,
gender issues and gifted students. Two research and development centres, the Centre for
Learning, Change and Development (CLCD) and the Institute for Social Programme
Evaluation played an important role in coordinating research activities between
participating stakeholders.
The CLCD provided research and consultancy services in areas such as
leadership, workplace learning, organisational change, measurement and evaluation. It
also made available to schools, other education sectors and the wider community,
professional development in areas such as outcomes-based approaches to teaching and
learning, early childhood education, catering for diverse groups of learners, and
educational leadership and management. The Institute for Social Programme Evaluation
conducted studies in health, education, welfare and evaluation methods. Its work was
funded by both the State and Federal governments and non-government agencies, and
was directed towards crime prevention, vocational and educational training in rural and
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remote communities, monitoring standards in education, and domestic violence
prevention.

Conclusion
Despite having a somewhat rocky start in the field of higher education in Western
Australia, Murdoch University developed its profile and continued to attract students
until it became a viable institution. The School of Education was a strong performer,
consistently enrolling high numbers of students in each of its major programs. Indeed,
when compared with The University of Western Australia, its contribution to teacher
preparation in particular, could be said to be significant. What has also been highlighted
in the Chapter is that for almost thirty years the study of Education was constructed
around the four components of ‘Hill’s model’, namely Context Studies, Curriculum
Studies, Process Studies and Professional Studies.619 This model enabled the School of
Education to go about its work in a systematic way with the aim of producing graduates
who in Hill’s words would be “professional educators”.620 The approach corresponded
very closely with what Stark and his colleagues were arguing was crucial, particularly
in pre service teacher preparation, namely the development of teachers with “integrative
competence”.621 This is the notion that, to be fully competent, a professional
practitioner must be able to identify the appropriate foundational knowledge and
combine it with the technical skills in order to function professionally in the context.
It was not until 2003 that cracks in the model for the construction of studies in
Education at Murdoch University began to appear. A number of circumstances
contributed to this. The first of these was the discontinuation of the ‘caravan model’ of
teaching practice supervision as support for the placement of large numbers of students
in individual schools declined. This necessitated more staff becoming involved in
visiting schools, as a much larger number of schools was needed to provide professional
practice placements. This, in turn, meant that staff from the Curriculum component of
teacher preparation programs became involved in professional practice supervision, and
consequently the line between the Curriculum Studies and Professional Studies
components became blurred. Furthermore, over time, tension developed between
personalities involved in the different components; for the most part staff in the Context
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and Process component worked together collaboratively, however, this was not always
reflected in their relationship with the Curriculum staff.622
Hill’s ‘integrative model’ for Education Studies was further weakened as the
School of Education expanded and new staff modified units in a manner which caused
some disintegration of the components and some duplication of content. The retirement
of Brian Hill, whose vision and drive had sustained the model, exacerbated the trend.
Subsequent deans, with different perspectives on Education as an area of study created
certain curricular tensions. For example, one dean felt that Curriculum should be a
central component and that the content of Context and Process components should be
taught through the Curriculum component.623 The consequence of such tensions was
that the original model, as conceptualised by Hill, ‘fractured’ and the ‘tight-coupling’
which had existed between theory and practice became more difficult to sustain.
Changes at the University level which precipitated a review of the
administrative structure of the School of Education also led to a move away from Hill’s
model. In 2003, the Division of Social Sciences, Humanities and Education at Murdoch
University was restructured and renamed the Division of Arts. Located within this new
structure, the School of Education underwent internal reorganisation based on
groupings of academic responsibility and administration. Consequently the School had
an Education and Research Academic Programs Office (ERAP), a School Experience
Office, A Dean’s Administrative Office, A Curriculum Resource Centre, A Centre for
Learning Change and Development (CLCD) and the Institute for Social Programme
Evaluation.624 The teaching and research activities were managed by two Program
Committees: the Initial Teacher Education Program Committee and the Research,
Postgraduates and Centres Committee.625
Within this new administrative structure, the programs within the School of
Education were constructed around three new components: Foundation Units, Core
units and Elective units. The Foundation Units were introductory units preparing
students for further studies at university, previously called Part I units, and were for
undergraduate programs only.626 After completing one Foundation Unit the students in
undergraduate teacher preparation programs then completed Core units and Electives in
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Education. The Graduate Diploma in Education required only Core and Elective units.
In the same manner the Core and Electives also formed the basis of the structure of the
Master of Education and Doctor of Education programs. In each of these, the Core units
included a focus on research methodology and the dissertation or project, while the
electives enabled students to choose areas of professional interest or relevance.
Professor David Andrich, a previous dean of the School of Education at
Murdoch University has suggested that the interrelatedness of studies in Education to
other schools in the University contributed to its legitimacy within the University and
that it was at “the top of the pecking order” in more recent years.627 This position was
further enhanced by an approach to educational research which encouraged integration
with the disciplines, that is to its “own field one generation back”, and to the
profession.628
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CHAPTER FIVE
THE CONSTRUCTION OF EDUCATION AT
CURTIN UNIVERSITY OF TECHNOLOGY
Introduction
Unlike the situation regarding the development of Education in the other universities in
Western Australia, Education as an area of study did not originate in teacher preparation
at Curtin University of Technology (hereafter referred to as Curtin University). Neither
did it develop within the liberal-humanist approach which was evident at The
University of Western Australia, nor within a tightly-coupled structure as was the case
at Murdoch University. In fact, the construction of Education as an area of study at
Curtin University occurred at three different sites. Furthermore, at each site it had a
vocational orientation which mirrored the overall focus of the University. Such an
orientation reflected McNeil’s notion of a vocational curriculum as one that is focused
on human resources needs or occupations which the institution serves, and the specific
competencies that are required to meet these needs.629 To put it another way, much
attention was paid at the three sites at Curtin University which offered Education on
preparing learners for what the work was, rather than for what the work should or could
have been. In McNeil’s terms this orientation was one of “presentism” rather than one
concerned with future conditions.630
Related to the notion of ‘presentism’ is the theoretical model of ‘disjointed
incrementalism’, which originated in the field of business studies to describe a
particular decision-making process. Here ‘disjointed incrementalism’ refers to the
process of making decisions which are only marginally different from past practice and
which are considered to be conservative and safe. The focus of such decisions is on the
short-term amelioration of problems rather than on developing a coherent approach
guided by policy.631 According to McNeil, this model can also be used to describe
situations where conflicting pressures on a program from within institutions, from the
professions, from unions, or from social or political concerns, result in changes which
are marginal.632 The result, he argues, can be a ‘fragmented’ curriculum.633
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The construction of Education as an area of study at Curtin University
conformed largely to such a model, with ‘fragmentation’ being evident not only in it
being offered at three disconnected sites, but also within the curriculum offered at each
site. This should not be taken as a pejorative proposition; rather it serves to prompt an
attempt to understand why such a situation developed.
The exposition in this chapter is offered as one way of understanding the
situation. It is in four parts. First, a broad historical overview on the origins of Curtin
University and the nature of the curriculum which developed there is outlined. Three
sections then follow, each dealing with one of the three sites at which the study of
Education evolved. The first of these sites was the field of business studies within
which there was an opportunity to study leadership and management within educational
contexts. The second site was a designated unit concerned with teacher preparation, inservice education for teachers and practising professionals, and higher degree studies.
The third site at which Education as an area of study developed was that of the Science
and Mathematics Education Centre (SMEC). This Centre was dedicated to science and
mathematics education, with particular emphasis on promoting innovative approaches
in teaching and research in these school-subject areas.

Historical Context: From Technical School to University of
Technology
Introduction
In 1987 Curtin University was not so much established as unveiled, when the Western
Australian Institute of Technology was renamed and given legislative status. Already a
vital and well established institution in Western Australia, the new university status was
indicative of the end of the binary system of higher education in Australia which had
seen a distinction drawn between universities and colleges of advanced education. The
distinction, to a great extent, related to the nature of the curriculum offered in the latter,
although funding, entry standards, and research endeavours also contributed to
perceptions that universities were institutions of higher status. Such perceptions were
fundamental to the push by the Western Australian Institute of Technology for
university status.
When the Western Australian Institute of Technology was initially established it
was envisioned as a new institution whose aim was to offer an alternative higher
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education experience from that which was available at universities. Although it was
successful in this pursuit for over 20 years, eventually there was a push to achieve
university status. The higher status was seen as essential in order to develop a more
interdisciplinary and liberal approach to education, both of which were difficult to
achieve within the heavy vocational bias of the curriculum.634 This bias was not
surprising of course, given that the Western Australian Institute of Technology
originally formed part of the State’s technical education sector.
The Development of Technical
Education in Western Australia
Technical education in Western Australia originated in 1900 with the opening of the
Perth Technical School to meet the increasing demand for post-primary education. The
rapid growth and popularity of technical education exceeded expectations, with students
enrolling not just in single subjects, but in “courses of study covering in many cases
some years, and the result [was] evident in the steady progress of such students year by
year”.635
Under the control of the State Education Department, the Perth Technical
School offered courses in general education, commercial preparation, trades, and
professional education. Initially the trade courses, which comprised the largest
component of the curriculum, were the least popular, prompting the Director of
Technical Education, Alex Purdie, to appeal to employer and union groups to encourage
apprentices into courses.636 So successful was this campaign that it became necessary to
extend technical education services in both city and rural locations to meet the increased
demand. The scope of courses also expanded beyond the trades, to include courses in
areas such as physics and chemistry, mathematics, art, shorthand, bookkeeping,
accountancy, metallurgy, engineering and preparation for the public service in
general.637
During the Great Depression technical education declined and it was not until
the late 1930s that it revived. At this time there was considerable concern about the
domination of The University of Western Australia over tertiary education and also

634

M. White, WAIT to Curtin: A History of the Western Australian Institute of Technology, Perth,
Paradigm Books, 1996, p. 3.
635
Education Department of Western Australia, Annual Report, 1904, p. 13.
636
Education Department of Western Australia, Annual Report, 1903, p. 16.
637
Education Department of Western Australia, Annual Report, 1910, p. 28.

152

about the high unemployment rate.638 In response to these concerns, a committee
chaired by Justice Wolff639 was set up in 1938 to inquire into youth employment and the
apprenticeship scheme.640 Submissions to the committee pointed to a number of
shortcomings in technical education in Western Australia. These included “a lack of
funds, overcrowded classes, a lack of specialist equipment and a general lack of
appropriate facilities”.641 However, they seemed minor problems in the face of the
serious criticism of the curriculum and of the teaching.
The educationists have again let us down with their high sounding
theories…one student informed me that he had learnt practically nothing
in four hours a week for five years and it was only when he reached the
outside world that he became worth his salt.642
Technical education was also affected by a complicated administrative structure
involving numerous government departments, statutory boards and professional
institutions, all demanding to have some input into the curriculum.643 In responding to
the issues, Wolff recommended an immediate upgrade of the buildings and equipment
in order to adequately prepare young people to work in industry.644 This, however, did
not address the issues related to the curriculum.
By the outbreak of the Second World War it was obvious that the unresolved
shortcomings in the technical education sector had not been helpful with regard to the
shortage of skilled tradesmen and technicians to support the defence effort. The
response from the Commonwealth Government was to establish the Commonwealth
Technical Training Scheme in 1941, the goal of which was to train civilians and armed
services personnel to make up the deficiency of skilled technicians, especially for the
production of munitions.645 All costs associated with this scheme were met by the
Commonwealth Government and enrolments in technical schools rose dramatically; in
Western Australia alone, 8 262 people were trained through this scheme.646
In 1945, another Commonwealth initiative saw further support for technical
education when the Commonwealth Reconstruction Training Scheme was introduced to
638
J. Lake and W. D. Neal, ‘Post secondary education on the move’, in W. D. Neal (ed.), Education in
Western Australia, Perth, UWA Press, 1979, p. 253.
639
Report of the Royal Commission on Youth, Employment and the Apprenticeship System [Wolff Report]
Perth, Government Printer, 1938.
640
J. Lake and W. D. Neal, ‘Post secondary education on the move’, p. 253.
641
Report of the Royal Commission on Youth Employment and the Apprenticeship System [Wolff Report],
Perth, Government Printer, 1938, p. 102.
642
West Australian, 25 October, 1935.
643
J. Lake and W. D. Neal, ‘Post secondary education on the move’, p. 268.
644
Report of the Royal Commission on Youth Employment and the Apprenticeship System [Wolff Report],
Perth, Government Printer, 1938, p. xxi.
645
Official Yearbook of the Commonwealth of Australia, No.37, 1946-47, p. 250.
646
Ibid.

153

provide training for ex-servicemen and women to assist them to gain employment.647
Technical education proved to be extremely popular under this scheme and the
Commonwealth Government injected over £110 000 to provide the staff, buildings and
equipment needed to establish technical schools in a number of metropolitan and rural
locations. The expansion continued into the post-war years, resulting in a diverse
curriculum which included bricklaying, cabinet making, carpentry, clerical skills,
hairdressing, painting, printing, plastering, tailoring, dressmaking, accountancy,
bookkeeping, wool classing, diesel maintenance and short hand typing.648
The rapid growth motivated the technical colleges, as they were by now known,
to strive for full tertiary status, and they soon offered full-time associateship courses,
thus providing an alternative to a more academic university course.649 These courses led
to an improvement in the academic standard of the curriculum and attracted large
numbers of students throughout the 1950s. By the 1960s, the popularity of the courses,
coupled with a rapid increase in population and economic growth, placed pressure on
the Perth Technical College to expand its offerings and to upgrade courses to meet the
requirements of professional associations.650 Thus, the curriculum was shaped by
economic need and the demands of professional associations, and demonstrated a clear
emphasis on skills and practical applications. Despite its growth, however, the technical
education sector “remained a poor relation in terms of financial support” compared with
the universities, and struggled to meet the demand for courses.651 It soon became
obvious to the State Government that a new institution was needed, thus setting the
scene for the establishment of the Western Australian Institute of Technology.
The establishment of the Western
Australian Institute of Technology
The Martin Committee, which had been established by the Federal Government in 1961
to report on the future tertiary education needs of Australia, supported the expansion of
technical education.652 In general its recommendations were based on the belief that
“Education should be regarded as an investment which yields direct and significant
economic benefits through increasing the skill of the population and through
647
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accelerating technological progress”. 653 In line with this goal the Committee advocated,
as follows, the provision of extensive vocational and specialised training opportunities
beyond secondary school:
Technical colleges have not always received adequate financial support,
and have thus been hampered in making their contribution at the higher
education levels of technical education. The committee is convinced of
the need to expand the technical colleges and provide a well defined
organisational structure for their operation … The principal objective of
the technical colleges is to equip men and women for the practical world
of industry. The Committee holds the view that the education which can
be provided by these institutions has long been undervalued because of
the over-valuation of the social status of a university degree … The
Committee recommends that efforts be made to strengthen and raise the
status of technical colleges.654
To achieve the goal of improved status the Committee proposed that the
Commonwealth Government fund technical colleges in the same way that they funded
universities, namely, on a triennial basis.
In the wake of the Martin Report the Western Australian Government set up the
Jackson Committee655 to consider the future needs of the tertiary sector in Western
Australia. The Jackson Report was released in 1967 and one of its main
recommendations was that the Western Australian Institute of Technology be
established as an autonomous institution, separate from the State Education
Department’s Technical Education Division. Given that the momentum for such a
development had already begun, there was little opposition. The Minister of Education
in reading the Bill to establish the Western Australian Institute of Technology
commented that:
The institution is conceived primarily as a professional technical
establishment, and will provide a comprehensive tertiary education in
courses designed to meet the needs of industry, business and community
services, including health and education… While the major concern of
the University is in research and scholarship, the main concern of the
institute will be in the production of professional people with a strong
bias towards application and production, and the immediate needs of
professional practice. 656
Thus, the Western Australian Institute of Technology was established as an
autonomous college of advanced education to be funded by the Commonwealth and
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State governments under the provisions of the Western Australian Institute of
Technology Act, 1966.657 The College grew dramatically over the first ten years with
enrolments rising from 2 891 in 1967 to 11 000 by 1977, making it one of the largest
institutions of its kind in Australia.658
The initial building program for the Western Australian Institute of Technology
was managed in three stages, reflecting the curriculum priorities and availability of
resources. In the first stage applied science including chemistry, pharmacy, physics and
mathematics were accommodated. The second stage provided student facilities,
administration buildings and a large lecture theatre.

The third stage included the

provision of facilities for engineering, commerce, management, art, general studies and
a library.659 Following this, approval was given to extend the student facilities and to
provide for courses in architecture and home economics.660 In planning the structure
and curriculum, the challenge was to develop an institution removed from the culture of
technical education and firmly recognised in higher education, without being influenced
by the model of The University of Western Australia.

The curriculum of the Western
Australian Institute of Technology
The purpose of the Western Australian Institute of Technology within the higher
education sector and the focus of its curriculum, were clearly defined by the planning
group as follows:
The Institute is primarily a teaching institution providing education at the
tertiary level for the application of knowledge in business, industry and
the community services…With its strong emphasis on practical
application the Institute complements the work of the University with its
emphasis on research and the development of knowledge.661
Thus the focus was on the needs of business, industry and community services, rather
than on the advancement of knowledge for ‘its own sake’.662
As a large institution with a diversified curriculum, the Institute offered
approximately 40 courses within the initial departments of Accounting and Business
Studies, Administrative Studies, Architecture, Art, Chemistry, Civil Engineering,
Electrical Engineering, General Studies, Home Economics, Mathematics, Mechanical
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Engineering, Pharmacy and Physics.663 By 1970 the academic program was reorganised
into three divisions: Applied Science; Architecture, Art and Engineering; and
Commerce and Social Science. As the curriculum expanded over the years there was
considerable reorganisation and by 1975 there were eight schools, one of which was the
School of Teacher Education (to be discussed in more detail later in this chapter). The
other Schools were those of Applied Science, The Arts and Design, Engineering and
Surveying, Business and Administration, Health Sciences, Social Sciences and Mining
and Mineral Technology.
While the early awards for courses had been known as associateships, by 1975
the Western Australian Institute of Technology was granting three-year degrees, twoyear masters degrees, one-year graduate diplomas and two-year associate diplomas. 664
The first degree-level courses, which were intended to raise the status of the institution,
were in accounting, applied physics, applied chemistry, pharmacy, social science and
surveying. Thus, by 1975 the Institute had undergone considerable organisational and
curriculum change as it endeavoured to make its presence felt in the higher education
sector.
The issue of status was also at the heart of other decisions. As an institution
intended for “students with different kinds of interests” the Western Australian Institute
of Technology had more flexible entry requirements and enrolled students with scores
lower than those required for entry into The University of Western Australia. This
tended to perpetuate the view that it was a lesser institution.665 As demand for courses
increased, however, the entry requirements were raised in the hope that the negative
perception would eventually dissipate.
The Institute also endeavoured to enhance its reputation through attention to the
quality of teaching. Many staff held formal educational qualifications, a legacy of their
association with the State Education Department, which meant that there was a high
level of competence in teaching, assessment and curriculum development.666 However,
foundation staff from the Perth Technical College, who had no formal training in
education, were required to undertake courses in teaching through the Institute’s
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Educational Development Unit which provided assistance for staff development,
education-related research, course development and evaluation.667
The ongoing concern over status led to a continual cycle of evaluation and
review, a process which resulted in frequent structural and curriculum change over the
years. One such review, in the 1970s, revealed a shift in the expectations of some
students with regard to the focus of their education. While the engineering and applied
science students held “irredeemably utilitarian views about higher education” which
were consistent with the Institute’s original vocational/utilitarian focus,668 students in
the arts and the social sciences expected a more liberal approach to their education. In
addressing this issue a range of strategies was considered, including “experimentation
with a common first year, the promotion of community activities and the exploitation of
social science, humanities and arts courses as a means of widening students’ intellectual
and cultural experience”.669 There was little support from staff for these initiatives,
especially in the professional courses which already had large student enrolments; they
considered this to be a further example of uncoordinated and excessive change.670
Despite such resistance the Western Australian Institute of Technology had undergone
considerable reorganisation, review and curriculum change by 1975.
The expansion of the Western
Australian Institute of Technology
Increasing enrolments from 1968 to 1978 resulted in the expansion of programs and
external studies courses, and the integration of institutions such as the School of Mines,
the Muresk Agricultural College, the Kindergarten Teachers’ College, the Royal Perth
Hospital School of Occupational Therapy, and the School of Physiotherapy into the
Institute. This process of somewhat disjointed expansion created an institution which
provided a wide range of courses within practically-based and applied disciplines
relevant to the business, industry, health and the social science-related needs of the
community. The result was that in the period from 1975 to 1979, enrolments at the
Western Australian Institute of Technology more than doubled, prompting yet another
reorganisation of programs into different academic schools.
At this time a major concern in higher education was the funding arrangements
regarding what was essentially a two-tier system which distinguished between
667
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universities and colleges of advanced education. The situation was aggravated by a
reduction in Federal Government funding and the recommendations of the Partridge
Committee which had been set up to investigate secondary education in Western
Australia.671 This committee supported the binary system of higher education and was
opposed to the way in which activities in Colleges of Advanced Education were drifting
towards university-type work. It was also concerned to protect the future of Murdoch
University and saw the growth of the Western Australian Institute of Technology as a
threat to this.
The resistance of the Federal Government to funding post-graduate and research
activities in colleges of advanced education eventually prompted the Western Australian
Institute of Technology to consider other sources of financial support. One suggestion
was the establishment of a technology park in cooperation with industry partners,
similar to successful developments of this kind overseas, particularly in the USA. Dr
John de Laeter, Divisional Head of Applied Science and Engineering at the Institute,
supported the association with industry as follows:
Compared with overseas institutions WAIT comes out at best as being a
second rate institution … I see WAIT primarily as an institute of
technology not as a liberal arts college. The strength of American
technology and its industrial might is because of a close relationship
between industry and the universities.672
De Laeter urged the Institute to be proactive in the face of the Partridge Committee
Report:
If we elect to do nothing … we run the risk of losing not only teacher
education. We must determine where we stand, especially in terms of
technology and establishing a technology park.673
While such rhetoric encouraged an innovative approach to raising funds, it did not
provide an immediate solution to financial issues and the second half of the 1970s
proved to be a difficult time. With the additional pressures of the recession, loss of
public confidence in higher education and the high level of graduate unemployment,
enrolments at the Western Australian Institute of Technology dropped, signalling a
slowing of the growth previously enjoyed. Furthermore, a degree of uncertainty
regarding the prospects of the Western Australian Institute of Technology amid
seemingly endless debates about transferring courses to Murdoch created an unsettling
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environment for staff and students. However, the appointment of Dr Don Watts as
Director in 1980, proved to be the turning point for the Western Australian Institute of
Technology.

An agenda for change
Watts’ agenda for change was based on a number of principles. These included the
promotion of research and development, building connections with local industry, the
affirmation of science and technology as the basis of academic work, the commitment
to search for better funding arrangements, the reorganisation of management structures
to promote academic leadership and responsibility, the introduction of promotion
schemes to reward staff, and the reorganisation of teaching resources to reduce
expenditure. In order to achieve these ideals, restructuring the Western Australian
Institute of Technology was deemed necessary. The new structure reduced the academic
organisation to four divisions: Health Science; Business and Administration;
Engineering and Science; and Arts, Education and Social Sciences.674 This was not
achieved without considerable friction. Education staff, for example, were opposed to
joining with Social Sciences as it was a professional area, while staff in Social Sciences
were afraid of being overtaken by Education and identified as a service department
rather than as an academic entity.675 Eventually the problem was overcome by allowing
for the emergence of faculties and schools within divisions.
Watts adopted a pragmatic approach to promoting research by encouraging the
establishment of research centres within each division and providing initial funding to
stimulate activities. In particular, he saw that the Western Australian Institute of
Technology was well positioned to make a contribution in the areas of natural gas
exploitation, exploration of alternative energy sources and the expansion of the mining
industry, and it outperformed its fellow Institutes in Australia in terms of winning grants
from the National Health and Medical Research Council, and from the Australian
Research Council.676
By 1986 the Western Australian Institute of Technology had become more
active in research and was able to attract higher degree students. In fact, it had the
highest student enrolment at the post-graduate level of all its fellow non-university
colleges in Australia, with enrolments in masters degrees by research more than
674
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doubling by 1986. Such developments meant that the scene was set for the introduction
of doctoral studies and eventually the programs and research activities began to
resemble those found in the universities.
By 1984 the Minister for Education in Western Australia, Bob Pearce, began to
support the notion of the Western Australian Institute of Technology being granted
university status. He envisioned the Institute becoming a university of technology with
Commonwealth financial aid, given that its work was within the funding guidelines
which provided support for activities with “potential for direct economic or social
benefit”.677 The Academic Board at the Western Australian Institute of Technology
responded to the Minister’s support and proceeded with the introduction of doctoral
degrees and the appointment of professors, both of which drew considerable attention
and discussion from other higher education institutions.678
Watts continued to push for university status in tandem with a movement across
Australia to upgrade similar institutions. This was fuelled by Watts’ views on a number
of issues, including the disadvantages of the binary system, the need for more research
funding, and national policies which failed to recognise the importance of applied
research to Australian industry.679 By 1986 Watts was highly regarded for his
commitment to higher education, held significant positions on national bodies and was
frequently quoted on education matters in the newspapers.680
Ultimately, the Minister for Education in Western Australia took up the cause
and presented an argument to State Parliament for upgrading the status of the Institute.
The Western Australian Institute of Technology Amendment Act 1986 was introduced,
stimulating considerable debate from all parties, but also assent from all. The unifying
cause appeared to be the challenge to the Commonwealth Government. The outcome
was that the Western Australian Institute of Technology began operating with its new
name, Curtin University of Technology, on January 1, 1987.
The legislative recognition of Curtin University of Technology was important,
but earning recognition in wider university circles was even more important. In line
with its new status, several staff were promoted to professorial positions, Foundation
Fellowships of Curtin University were instituted, and by late 1987 the University was
admitted to the Association of Commonwealth Universities, the Australian Universities’
Industrial Association and the Australian Vice-Chancellors’ Committee.
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The establishment of Curtin University opened the flood gates of higher
education reform in Australia.681 It also heralded further institutional changes and
reorganisation as Curtin expanded, offered higher degrees, engaged in research activity,
and developed a broader vision for its future. While these ongoing changes continued to
reflect the initial incremental, and at times disjointed approach to decision making, the
University did develop strong industry and professional partnerships.

Studies in Educational Administration
and Leadership
Education as an area of study was introduced at the Western Australian Institute of
Technology in 1968, within the Department of Administrative Studies which offered a
Diploma in Educational Administration. The course was aimed at preparing teachers for
the administrative responsibilities which might be undertaken in addition to their usual
teaching duties. As such, the curriculum was designed to develop ‘contextual
competence’, in that it focused on developing an understanding of the social, economic,
political and cultural setting relevant to the administrative roles in schools and other
educational settings.682
Similar courses offered overseas, and at the University of New England in New
South Wales, provided the stimulus for the introduction and design of the Diploma. It
was a three-year part-time course (also available to externally-enrolled students) which
included the broad areas of ‘politics of education’, ‘organisational structure’, ‘group
dynamics’, ‘administrative procedures’, ‘law’, ‘statistics’, and in the first year, a unit
entitled ‘Education’. The unit descriptor for ‘Education’ revealed that it was a mix of
theoretical and contemporary content, including ‘comparative education’, ‘types of
administrative structures and their functions’, ‘centralisation and decentralisation’,
‘education systems in Australia, England, Scotland and the USA’, ‘underlying
philosophy and historical development of education systems’, ‘issues in education’,
‘Commonwealth and State funding’, ‘state and independent schools’, ‘co-educational
high schools’, ‘vocational influences in education’ and ‘the education of adults’. The
main text for the unit was Basic Assumptions Underlying Australian Education683 by R.
F. Butts, a work which, in general, was critical of Australian education.684

681

M. White, WAIT to Curtin, p. 302.
J. Stark, M. Lowther, B. Hagerty, C. Orczyk, ‘A conceptual framework for the study of pre service
professional programs in colleges and universities’, Journal of Higher Education, Vol. 57, No. 3, 1986, p.
246.
683
R. Freeman Butts, Assumptions Underlying Australian Education, Melbourne, ACER, 1955.
684
WAIT Handbook, 1968, pp. 30, 165.
682

162

In 1970 an organisational restructure within the Western Australian Institute of
Technology meant that the Graduate Diploma in Educational Administration was
offered within the larger organisational structure of the Division of Commerce and
Social Sciences, although still located within the Department of Administrative Studies.
The course was redesigned into broader sections on ‘organisations’, ‘administration’,
‘statistics’, ‘law’, ‘group dynamics’and ‘politics’, and the ‘Education’ unit was
discontinued amidst claims that it was too theoretical and irrelevant to practice. Despite
the difficulty in finding a balance between ‘educational’ and ‘administration’ content,
enrolments in the Diploma in Educational Administration were steady over the first five
years, largely due to the fact that the State Department of Education provided fee
assistance for its employees who enrolled in the course.685
A review of the course in 1971 revealed that there were two distinct groups of
students, those with a university qualification and those with a teacher’s college
qualification.686 Meeting the needs of both groups proved challenging and, as a result of
student feedback, the course was split into two streams.687 The first stream was for nongraduate teachers and was offered within the undergraduate program of the School of
Business and Administration. This was a part-time course over four semesters and
included six units on administration, two on organisational behaviour, one each on
politics and law, and an elective. The administration units were presented from an
educational perspective and covered areas such as ‘administration as a field of study’,
‘organisation of a learning program’, ‘pupil and teacher organisation’, ‘pupil
evaluation’, ‘administrative structures in Australian schools’, ‘comparative education’,
‘administering the school’, ‘concepts of authority, influence and power’, ‘curriculum
development’, ‘motivation, morale and job satisfaction of teachers’, ‘teaching as a
profession’, ‘social political and economic aspects of schools’, ‘problems in educational
organisations’ and ‘conflict, change and goal formation’.688 The course for graduates
displayed a more discipline-based approach, incorporating units in ‘accounting’,
‘administration’, ‘comparative education’, ‘economics’, ‘finance’, ‘law’, ‘management’,
‘organisations’ and ‘politics’.689
The review of the course had also raised concerns about the high withdrawal
rate of externally-enrolled students, the slow completion rate, and the lack of
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participation by teachers from the non-government school sector. Consequently, the
teaching load was reduced in the hope of facilitating timely completions and
encouraging more teachers from all sectors to enrol. Thus, within the first three years,
studies in Educational Administration underwent considerable revision in an attempt to
meet student expectations and as a result of institutional reorganisation.
Between 1972 and 1974 the ongoing restructure of the Western Australian
Institute of Technology resulted in the Department of Administrative Studies being
renamed the Department of Management,690 then the Department of Careers
Management and then, yet again, the School of Business Administration.691 In
attempting to present a coherent rationale to an area of study which drew on a number
of disciplines, the purpose of the Diploma in Educational Administration was defined
for prospective students as:
… a course for Western Australian teachers who wished to prepare for
administrative positions which demanded understandings and skills
outside the teaching role, and which could be enhanced by the systematic
study of the growing body of knowledge in this field.692
While the depth and rigour of administrative studies was sustained, it was
acknowledged that the students in the non-graduate course lacked background
knowledge in Educational Studies. Therefore a decision was taken to reintroduce the
‘Education’ unit which had been previously dropped. A more rigorous approach to this
Education component was adopted with the inclusion of studies in the ‘goals in
education’, ‘planning in education’, ‘politics of education’, ‘school architecture’ and
‘higher education’.693
From 1974 to 1982 the Graduate Diploma in Educational Administration
underwent minor revisions. Spread over four semesters, it included six units in
‘administration studies’ and one each in ‘work organisation’, ‘politics’, ‘law’ and
‘organisational behaviour’.694 The units in ’administration’ ranged from a focus on
‘administrative theory’ to the more contextually relevant ‘functions of school buildings
and procedures’, ‘the

concept of authority and power in leadership’, ‘educational

organisations as social systems’ and ‘developing a positive organisational culture’. By
this stage the teaching demands on the staff of the Department of Management had
grown as a result of an increase in undergraduate enrolments in Business courses.
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Consequently, in 1983 the Department of Management initiated a collaborative
arrangement with the School of Education whereby the latter would deliver the
‘Education’ unit in the course for non-graduates.695
In 1984, in a further revision, the Diploma in Educational Administration was
discontinued in favour of a new Graduate Diploma in Business Administration which
offered a number of specialisations, one of which was Educational Administration.696
This new Graduate Diploma consisted of four core units in administration,697 and for the
Educational Administration specialisation a further six education units were required.698
In the following year the administration units were updated to reflect a more
contemporary approach which included an emphasis on ‘human resource management’,
‘information systems’, ‘management processes’ and ‘policies and managerial
leadership’.699
Two years later, in 1987, as the Institute became Curtin University, the course
for non-graduates was phased out and the graduate course was reorganised to include
six core units of ‘organisational behaviour’, ‘educational administration concepts’,
‘financial management’, ‘human resource management’, ‘information systems’ and two
options.700 With the shift to University status there was also greater emphasis on higher
degree options and a Master of Educational Administration was introduced.701 This was
a coursework and project program which included ‘planning for educational
administrators’, ‘research methods’ and an individual project.
Over the next decade the Educational Administration stream in the Graduate
Diploma of Business Administration and the Master of Educational Administration
continued to be offered within the Division responsible for business studies at Curtin
University. The selection of units was updated regularly to reflect the impact of
contemporary understandings and practices, local circumstances and the impact of
technology. These included ‘computers in learning’, ‘business ethics’, ‘cross cultural
communication’, ‘facilitating group processes’, ‘marketing management’, ‘human
resource management’, ‘performance management’, ‘facilitating organisational change’
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and ‘public sector management’.702 Then in 2004 the Educational Administration
courses within the School of Business Studies were discontinued. This coincided with
the growth of post-graduate studies in the School of Education, including the
introduction of Educational Leadership courses, and the preference for educational
professionals to gain a higher degree in the field of Education from a school of
Education.

Teacher Preparation
The second site within which Education as an area of study was constructed at Curtin
University began as the School of Teacher Education in 1975. Over the years the title
and status of this unit varied between department, school and faculty, a situation again
reflective of ‘disjointed incrementalism’. This situation was due to repeated institutional
changes, which also saw teacher preparation being located in a number of different
divisions. The motivators for such change were the needs of the vocational and
professional sectors served by Curtin University, and also financial considerations. For
the sake of clarity, this unit, with its regularly changing title, will be referred to
throughout the remainder of this section of the chapter as the ‘teacher preparation unit’.
Within this unit the focus was on ‘integrative competence’, which represented the
blending of foundational knowledge and technical competencies in preparing teachers
for pre-primary, primary, secondary and technical school teaching. Over the years, the
relative balance between foundational knowledge and technical competencies in
associated programs fluctuated as the already established culture of frequent change
continued.
The introduction of teacher preparation into the Western Australian Institute of
Technology curriculum was stimulated by the Jackson Committee which recommended
that the Institute include a department for teacher education. It also recommended that
the nearby Kindergarten Teachers’ College should be encouraged to develop a close
association with the proposed department.703 Simultaneously, financial problems and
other issues at the Kindergarten Teachers’ College resulted in the establishment of the
Nott Committee of Inquiry into Pre School Education in Western Australia. The report
of this Committee also advocated a merger with the future School of Teacher
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Education.704 Subsequently the Kindergarten Teachers’ College sought, and was
granted incorporation into the School of Teacher Education.
Initially the Teachers’ Union opposed the suggestion to establish a school of
Education, claiming that the Western Australian Institute of Technology was a
technological institution which lacked the appropriate status for teacher preparation.705
This resistance was driven by the fact that, generally speaking, the Union Executive and
members were teachers’ college graduates who were concerned that the Union’s
position of power might be threatened by better educated teachers. It will be recalled
that this situation was also discussed in Chapter Three which dealt with the construction
of Education as an area of study at The University of Western Australia.
Notwithstanding such opposition, a board of study was established to plan for
the introduction of teacher education and in 1973 the Kindergarten Teachers’ College
provided the first undergraduate students for the School of Teacher Education while it
was still in the planning phase.706 Dr W. Neal was appointed inaugural Dean of the
School of Teacher Education, which began full operation in 1975. He had had a
distinguished career in the Western Australian State Education Department and had
graduated with a doctorate from Columbia University in New York prior to taking up an
academic position in the field of educational administration in Western Australia.
The philosophy of the School of Teacher Education, as outlined by Neal, was to
provide programs which demonstrated a strong integration of theory and practice,
flexibility in organisation to allow choice in course design, continuous appraisal, and a
high level of student support.707 Neal introduced a functional structure that broke away
from the traditional departmental system. He preferred to operate with a more flexible
approach whereby staff could teach across programs and in more than one academic
area.708 He was able to adopt this approach as more than half of his staff were new
appointees, while the remainder came from the Kindergarten Teachers’ College.709
In its first year, the School of Teacher Education offered three teacher
preparation programs: the three-year Diploma of Teaching (for early childhood and
primary), the four-year Bachelor of Education (for primary and secondary), and the oneyear Graduate Diploma in Education (for primary and secondary). The Diploma of
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Teaching and the Bachelor of Education were developed on the basis “that teaching is
both an art and a science” and a practical focus was a priority, as stated in the
departmental handbook:
While the importance of a background of content information is
acknowledged, it is believed that students should become teachers first
and teachers of subjects second.710
The focus on ‘technical competence’ was consistent with the institutional culture at the
time. The courses in teacher preparation were constructed with three components;
‘Basic Studies in Education’, ‘Curriculum and Instruction’, and ‘Options and Electives’.
Basic Studies in Education included units in ‘growth and development’, ‘analysis of
teaching’, ‘theory of learning’, ‘sociological studies of the classroom’, ‘development
and learning’, ‘strategies of teaching’ and ‘field experience’. This was quite a different
approach from that more typically found in the other teacher preparation programs in
the State in that foundational knowledge and the practical aspects of teaching were
offered within the same component. Curriculum and Instruction focused on relevant
curriculum documents and related classroom strategies, and the Options and Electives
enabled students to gain “greater mastery of certain topics” to support the other two
components.711 The Options were chosen from outside the School of Education and
were intended to encourage depth of study in school teaching subjects, while the
electives were offered within the School of Education. The latter included
‘administration’, ‘learning problems’, ‘philosophy of education’, ‘history of education’,
‘sociology of education’, ‘politics of education’, ‘economics and education’, ‘research
in education’, ‘special education’ and ‘Aboriginal education’.
The emphasis throughout the three components was on the development of
technical competencies involving “innovative procedures”, though these were not
defined, and a strong liaison with schools was promoted to provide opportunities for
demonstrating competence.712 The courses also directed attention to the importance of
teachers developing their interpersonal relationship skills, their skills in the organisation
and practice of teaching, their knowledge of and sensitivity to pupils and their
understanding of the major issues in education. These emphases were not contained in
discrete areas of study, but rather were encouraged within a number of units of study.713
Within the first three years of operation, the ‘teacher preparation unit’ expanded
its programs to include a Bachelor of Education conversion course for qualified
710
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teachers, and graduate diplomas in early childhood, leadership in early education,714 and
higher and further education. Decisions regarding the establishment of such new
programs often reflected local circumstances. For example, the conversion course was
introduced as a direct result of a request from the State Education Department to meet
the increased demand for early childhood teachers. Through this program primary
teachers could retrain within one year to become early childhood teachers. Similarly,
the inclusion of the higher education stream was a response to the demand from the
Western Australian Institute of Technology teaching staff to extend their knowledge
and skills and was delivered in conjunction with the Institute’s Education Development
Unit.715
Generally speaking, there was a minimalist approach to curriculum
development. New courses were constructed primarily from the units already available
in Basic Studies in Education, Curriculum and Instruction, and the Options and
Electives, although specialist curriculum and elective units were added as required.716
For example, in 1977 the range of electives was expanded to include ‘history of
Australian education’, ‘comparative education’, ‘history of educational ideas’,
‘educational measurement’, ‘the exceptional child/adolescent’, ‘behaviour problems’,
‘multicultural groups’, ‘information technology’, and a range of units for music
specialists.717 The gradual expansion in the range of elective units was seen as important
in providing opportunities for students to exercise choice and to build a highly
specialised area of interest over their years of study.718 This incremental approach to
curriculum change was also appropriate in that it did not necessitate major changes to
course structures which might have had consequential staffing and budget implications.
By the late 1970s the ‘teacher preparation unit’ at the Western Australian
Institute of Technology was somewhat atypical in Australia. Its range of courses was
broader than in most other institutions, providing preparation in early childhood,
primary, secondary, tertiary and technical education at diploma, degree and postgraduate level. More unusual however, was the curriculum.
The school adopted a more generalist approach to the teaching of method
and curriculum than was then common in Australia, featuring such units
as analysis of teaching and strategies of teaching that were offered across
the various levels of primary, secondary and tertiary teaching.719
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In addition to this generalist approach, the programs were integrated with other schools
within the Institute in order to utilise the disciplinary expertise across the institution,
and to encourage prospective teachers to mix with students of other professions.720
In 1981, within yet another new divisional structure, the ‘teacher preparation
unit’ adopted a new internal structure with three distinct departments which represented
a more traditional approach to teacher preparation. These were the Department of
Foundation Studies, the Department of Curriculum Studies, and the Department of
Teaching Studies ( previously coupled with Foundation Studies), each led by a head of
department. The following year the unit was given faculty status. While this enhanced
the position of Education as an area of study, in reality it forced the ‘teacher preparation
unit’ to direct its attention to establishing itself financially in the wider division of Arts,
Education and Humanities.721
Throughout the 1980s the emphasis continued to be on teacher preparation, with
minor revisions in the curriculum from time to time. For example, the components of
the program came to be termed Core Units, Options and Electives. The Core component
included the previously termed ‘foundation’ and ‘curriculum studies’ units and field
experience (which had in the previous revision been separated from foundation and
curriculum studies), and was described as the “basic studies required to become a
competent teacher”.722 The Options and Electives engaged the students in either
education specialisations related to their curriculum units or units chosen from other
disciplines outside of education to support their general education.723 At times, the
curriculum units were varied in an effort to attract students, as seen with the
introduction of computer studies,724 or in response to school curriculum changes.725 The
most significant change was the shift in emphasis to devote more time to Core Units
and less in the Electives and Options.726 While this was partly in response to student
feedback and financial considerations, it also reaffirmed the focus on ‘technical
competence’ which remained throughout the minor changes in the curriculum.
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Achievement of university status provided the stimulus for further changes to
teacher preparation courses. The three-year courses were initially upgraded from the
Diploma in Teaching to the Bachelor of Arts (Education) in early childhood, primary,
and technical and further education, and subsequently to the four-year Bachelor of
Education by 1996. While the course structure remained consistent with the previous
Core Units, Options and Electives, the Core Units were renamed or reorganised to
reflect more contemporary nomenclature such as ‘teaching and learning processes and
practices’, ‘development and education’, and ‘learning, teaching and assessment’. New
electives such as ‘teaching for social justice’, ‘families and society in Australia’,
‘schools, culture and heritage in WA’ and ‘school-based curriculum development’ were
also introduced.727 The last of these emerged as a direct result of the implementation of
a new curriculum in Western Australian schools which, for the first time, required
teachers to develop their own curriculum, rather than teach from a centralised syllabus.
In fact, the incorporation of ‘literacy education’, ‘post-school education’, ‘effective
group learning’, ‘gifted learners’ and ‘managing educational change’, in the following
years could all be attributed to changes in national or state educational policy, practice
or emerging issues.
While the curriculum reflected a response to the needs of the educational
community, the implementation of it was affected by ongoing financial constraints. This
resulted in further reduced lecture and tutorial hours, increased class sizes, more
reliance on whole lectures, increased teaching loads, and higher staff-student ratios.728
The financial problems were felt across the campus and in 2003 a further institutional
review was undertaken with a view to creating efficiencies in resource allocation. This
resulted in the ‘teacher preparation unit’ becoming a department in a much larger
faculty and division729 It was forced to rationalise its teacher preparation programs over
the next two years and by 2006 offered a four-year Bachelor of Education in Early
Childhood, Primary and Secondary and the Graduate Diploma in Education for either
Secondary Teaching or Training and Development. It also relied on a growing
professional development program which offered fee-paying courses to provide some
additional resources.
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Professional Development
When demand for teachers fell in Western Australian in the late 1970s, the ‘teacher
preparation unit’ turned its attention to responding to the needs of experienced teachers
by offering professional development programs and short post-graduate courses.730 This
had a twofold effect; “it enabled the School to increase its student numbers without
increasing the undergraduate intake, and it provided an additional source of funds as
most of the courses were fee-paying”. 731
The various initiatives provided opportunities for professionals in educational
settings to acquire expertise in certain areas. For example, the Graduate Diploma
(Leadership in Early Education) enabled qualified teachers to assume leadership roles in
the field of early childhood education,732 the Graduate Diploma in Curriculum and
Educational Technology was introduced at a time when the school curriculum was
under review, new understandings of pedagogy began to develop and the use of
technology as a tool for learning was considered innovative,733 and the Graduate
Diploma in Educational Computing was introduced (in 1985) for those interested in the
design, development and evaluation of computing software and hardware.734 Other
professional development initiatives included professional programs for teachers and
industry trainers in the technical and further education sector (TAFE). Similarly a requalifying program for home economics teachers provided an opportunity for teachers
to become qualified to teach hospitality courses in vocational programs,735 while a twoyear Associate Diploma in Training and Development was introduced in 1993 for
professionals already engaged in teaching, training or instruction of some kind.
Shorter courses also attracted students from outside the school sector. A
Graduate Certificate in Education provided a one-semester option for those who had no
formal teaching qualification even though they were working in a training setting or in a
tertiary institution.736 The continuing demand for courses by those involved in the
training sector also provided the stimulus for the establishment of graduate certificates
in tertiary teaching and in training and development.737 The Graduate Certificate in
Vocational Education and Training (VET) in Schools, which was a specialist in-service
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course for VET teachers working with Year 11 and 12 students, was a direct response to
the “national initiatives to promote the development of vocational education and
training programs in schools”.738 The Graduate Certificate in Special Education
provided opportunities for those seeking an understanding of teaching and learning
requirements for students with disabilities and learning difficulties. This followed a
change in State Department of Education policy which provided opportunities for
special needs learners to be integrated into mainstream classes. The Graduate Certificate
in Training Systems Design was the result of the rapidly expanding role of technologybased learning systems across a range of training contexts, thereby creating a demand
for educators and trainers to develop skills in effective use of learning technologies. A
Graduate Diploma in Montessori Education was introduced for teachers wishing to get
additional qualifications in this area as the demand for alternative schooling grew in the
state.739 These were all fee-paying, part-time courses often delivered externally, and as
such were lost-cost initiatives.740 The decisions to implement such courses were often
made ‘on-the-run’ in the face of unfavourable budget predictions and with little
evidence of a long term rationale. 741
During the second half of the 1980s the ‘teacher preparation unit’ also adopted a
pragmatic approach to maintaining enrolments and generating funds by seeking
overseas consulting and research opportunities. Post-graduate and professional
development courses were promoted to fee-paying students in South-East Asia in an
attempt to increase enrolments and attract funds.742 Similarly, a contract with the
Malaysian Ministry of Education to provide training for vocational teachers was
successful.743 Courses were also offered with the assistance of funding from the World
Bank, the United Nations Development programs in Indonesia, Thailand and China, and
through Australian Aid.744 Similarly, courses were offered at the Perth campus in
geography, special education and educational administration for teachers from
Indonesia, for polytechnic staff from China seeking to upgrade their pedagogical
knowledge, for teachers in Singapore seeking additional qualifications in numeracy and
literacy teaching, and for teachers from Malaysia in instructional computer education.745
These initiatives, while providing much needed revenue, also raised the international
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profile of the work of the ‘teacher preparation unit’ and had a flow-on effect into higher
degree programs.

Higher degree studies in Education
The introduction of the masters degree in Education at the Western Australian Institute
of Technology before it became Curtin University was not without considerable
resistance from the two universities in Western Australia. Murdoch University, which
was struggling to increase its student load746 was particularly opposed to the
development and claimed that it contravened the binary policies governing higher
education.747 Despite such opposition, however, a masters degree by coursework and
project was introduced in 1982. It consisted of seven units which were offered through
the three components of ‘research and evaluation’, ‘a specialisation’ (selected from the
options in the Graduate Diploma in Curriculum and Educational Technology course)
and ‘a project’. The latter involved the design and execution of a small scale project
such as the evaluation of curriculum materials, planning instructional media activities,
designing instructional programs or the evaluation of educational programs.748
The initial construction of the masters degree course reflected the strong bias
towards practical application, was primarily aimed at practising professionals, and by
drawing on units already available, costs were minimised. By 1985 the program was
expanded to include a coursework and thesis version with a greater emphasis on
research methodology as preparation for the completion of the thesis. Initially intended
to be completed over two years, most students enrolled in the degree part-time and
completions were slow.
A shorter Post Graduate Diploma in Educational Studies was also offered. This
could be studied as a one-year course, or as the first part of a masters degree.
Specialisations

available

within

this

course

were

‘educational

technology’,

‘curriculum’, ‘teaching and learning’, ‘educational computing’, ‘instrument design’ and
‘educational leadership’.749 These shorter courses, with contemporary relevance,
generated enrolments in the face of the declining demand for teacher preparation places.
Specialised masters courses were also offered in the hope of diversifying and
increasing student numbers. For example, in 1997 a Master of Arts (Applied
Linguistics) targeted language teachers and professionals in the field of teacher
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preparation, while a Master of Educational Studies was developed in response to the
“demand for higher degrees for teachers and educational administrators wishing to
enhance their professional knowledge and skills without the necessity of undertaking a
research dissertation or thesis”.750 The latter course consisted of two core units ‘foundations of educational research’ and ‘professional practice’ - and five electives to
be selected from ‘education leadership’, ‘curriculum, teaching and learning’, ‘computer
education’, ‘instructional design and technology’ and ‘special education’, ‘reading and
language development’, ‘learning difficulties’, ‘school leadership’ and ‘learning
media’.751 Again, these electives were common to a number of other post-graduate or
professional development courses, thus making them more economically viable to
deliver, and representing only minor changes to the overall curriculum. A more generic
masters degree in Education was also offered by coursework or thesis.752
The first two doctoral students in the ‘teacher preparation unit’ were enrolled in
753

1988.

Numbers in the doctoral program remained low initially, and completions were

slow, with just fifteen doctoral students graduating in the ten year period to 1998. In an
attempt to provide a more ‘relevant’ doctoral experience, a Doctor of Education
program was introduced in 1997. The Faculty considered this to be an important
initiative which recognised that “not all doctoral students want to become
researchers…some wish to remain in schools”.754 Thus, the professional doctorate was
aimed at educators who wished to remain in schools and become leaders in classroom
teaching, curriculum development, multimedia, school improvement, evaluation and
school-based professional development. It was also designed for those already in
positions of leadership in universities, school districts, TAFE colleges, teaching
hospitals and system administrative positions wishing to upgrade their qualifications.
Hence, it was constructed around advanced contemporary knowledge related to the
professional needs of students and involved them in research to support the
improvement of their professional practice.755

Research activities in Education
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Research within the ‘teacher preparation unit’ had its foundations in 1977, in the preuniversity days, with the establishment of the Centre for the Study of Teaching.756 One
of the first initiatives of this centre was a joint study of teaching in TAFE undertaken in
conjunction with the Technical Education Division of the State Education
Department.757 Following this, in 1981, the Western Australian Social Science
Education Consortium was established. It attracted funds from the Institute of Family
Studies in Melbourne, the Multicultural Educational Advisory committee in Western
Australia and the Catholic Education Department.758 An Education Skills Centre was
established to offer courses in reading, mathematics, learning problems, numeracy,
literacy, classroom management and educational evaluation in response to teacher
demand, and it provided an avenue for students to engage in school-based research
projects. 759 A number of research activities were undertaken jointly with other schools
in the Institute. For example, the Learning Consultancy Centre, established in
cooperation with the Department of Psychology, provided opportunities for experienced
teachers to study special needs learners.760 With the growth in research activities the
‘teacher preparation unit’ also became more active in publications and established its
first journal, the Australasian Journal of Curriculum Studies.761 Subsequently two other
journals were produced, The Journal of South Pacific Association for Teacher
Education and The Journal of Australian Reading Association.762
When the Western Australian Institute of Technology became a university ‘the
teacher preparation unit’ established a research committee which highlighted the
importance of “initiating, sustaining and extending research; promoting collaborative
projects with interdisciplinary and external partners; disseminating the outcomes of
research locally, nationally and internationally and establishing and maintaining
mentoring practices to enhance research and creative productivity”.763 Within these
parameters, the ‘unit’ developed expertise in a range of research areas clustered around
the following educational contexts or issues: ‘technology and learning’ (including
interactive multimedia), ‘curriculum development and evaluation’, ‘learning materials’,
‘educational leadership’, ‘educational history’, ‘language and literacy’, ‘policy
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development’, ‘school improvement’, ‘special education’, ‘numeracy’, ‘student
retention’ and ‘teacher professional development’.
These areas of interest were clearly directed towards applied research in
educational contexts and to collaboration with other departments at Curtin and other
institutions nationally and internationally. For example, studies were undertaken in
conjunction with the Schools of Social Sciences, Business, Health Sciences, Science
and Engineering, Art and Design, Nursing and Languages, and Intercultural Education.
International collaboration was established with the University Koblenz-Landau in
Germany, formerly a teacher training college. The philosophy of Koblenz-Landau made
it an appropriate partner for Curtin University in that, above all, it aimed for a practical
orientation in its courses and worked through partnerships with the community and
industry.764
Collaborative research with local industry partners was also a feature of research
activities within the University.765 Similarly at an institutional level, collaboration was
evident through the Learning Technologies Group which promoted the application of
learning technologies across all levels of education and training. The key goals of the
group were to synthesise knowledge of learning theories and instructional design, and to
apply these to practical situations such as on-line learning with a view to improving
practice.

Studies in Education at the Science and Mathematics Education
Centre
The third site at which Education as an area of study developed at Curtin University
was the Science and Mathematics Education Centre (SMEC) which was established in
1978. Although it had direct relevance to teachers and schools, it originated in the
Division of Engineering, Science and Computing and initially was located within the
School of Biology. Its function was to service the science and mathematics educators
within the community by acting as a centre for graduate studies in science and
mathematics education. Its vision was explained by its foundation Professor Barry
Fraser, as follows:
The vision is to advance science, mathematics and technology education
through a focused program of excellent research. Our goal is to become a
national, and international focus for research in science and mathematics
education at the primary, secondary and tertiary (including TAFE) level.
The objectives are to develop theories, produce new knowledge …
764
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increase existing knowledge…maintain a positive research culture …
increase the size and quality of the community of researchers … ensure
that end users collaborate on research and have access to relevant
research findings.766
To realise these objectives it aimed to be a focal point for research, a contact point for
science and mathematics teachers and industry personnel, and a vehicle for the
promotion of the activities of the Division in the community”.767
Initially SMEC offered a one-year Graduate Diploma in Science Education
which could be taken with either a science or mathematics focus. The aim of the course
was to enhance the professional practice of science, mathematics and technology
educators at primary, secondary and tertiary education level. The course was
constructed around three areas: Core Studies, a Science and Mathematics Component,
and an Education Component. The Core Studies focused on the curriculum of the
various mathematics and science subjects offered in Western Australian schools, the
Science and Mathematics Component provided opportunities for students to engage in
further studies in these disciplines, while the Education component, offered in
collaboration with ‘the teacher preparation unit’, included a range of areas of study
related to contemporary educational issues.768 It was also possible to select educational
administration units from the School of Management to fulfil the Education Component
requirement.
Gradually the focus of the coursework offered by SMEC broadened to include
current developments in the discipline being studied, practical approaches to improving
practice, current research and curriculum development. The aim was to provide for the
development of students’ knowledge and skills through engaging in a substantial core of
studies, including research methodologies. Specific attention was also given to
‘foundations and issues’, ‘classroom climate’, ‘evaluation issues’ and ‘multimedia
applications’.769 The focus was very much on classroom processes with attention to the
nexus between research and teaching, on learning and assessment, on the development
of assessment techniques, on innovative teaching methods in science and mathematics,
on the use of information and communication technologies (ICT) in the classroom, on
effective teaching and on enhancing collegiality. This reflected the cross-university
emphasis on ‘adaptive competence’, or the ability to adjust to and incorporate new
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conditions in a rapidly changing technological context into the professional
workplace.770
Over the years, SMEC developed a strong reputation for its academic
achievements. It was recognised by UNESCO when it was selected as the Australian
representative at its Science, Mathematics and Technology Education International
Network in 1984.771 Furthermore, SMEC was able to establish a successful visiting
scholars program, attracting high profile academics from around the world.772 Under the
leadership of Professor Barry Fraser, it gained National Key Centre status when it was
awarded the Key Centre for Teaching and Research in School Science and Mathematics
(Especially for Women).773 In 2002, its position was further enhanced when it was
upgraded to University Research Institute status.774
On the strength of its reputation, the demand for courses in SMEC increased.
The introduction of a Post Graduate Diploma in Mathematics Education in 2000
provided a specialist pathway for mathematics teachers who wished to refresh their
knowledge and for qualified teachers of other subjects who wanted to shift into
mathematics teaching. This was an important initiative given the critical shortage of
mathematics teachers in the State. Similarly, the Graduate Certificate in Learning
Technology provided an opportunity for teachers, many of whom had never received
specialised instruction in this area, to develop competence and confidence in integrating
information technology into their teaching.775
SMEC also became involved in the provision of higher degree studies. Initially a
Master of Applied Science was introduced with a coursework or coursework-and-thesis
option. Later this became the Master of Science Education and was offered in the two
distinct streams of Mathematics Education and Science Education. The masters courses
were also available by research, with the thesis intended to be “a study of an applied
nature relevant to the student’s own teaching situation”.776
The success of the masters courses led to a number of students pursuing doctoral
studies in other institutions. 777 In order to stem this flow, a Doctor of Science Education
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program was introduced in 1993. This consisted of three components: core studies;
electives and the thesis. The core component included studies in ‘teaching and
learning’,

‘learning

environments’,

‘curricula’,

‘gender

issues’,

‘ethnicity’,

‘constructivism’, ‘leadership’, ‘educational technology’ and ‘research methodology’.
The electives varied from time to time to incorporate the expertise of visiting scholars.
By 2006 three doctoral programs were available through SMEC, namely the
Doctor of Philosophy, the Doctor of Science Education, and the Doctor of Mathematics
Education. The latter two were coursework-and-thesis programs, directed towards
teachers, curriculum developers and educational administrators. The coursework
component was based on the Key Centre’s research specialisations in ‘gender issues’,
‘teaching and learning’, ‘classroom environment’, ‘constructivism’, ‘school leadership’,
‘assessment’, ‘curriculum’, ‘inclusive curriculum’, and ‘computing and technology
education’.778 The thesis component consisted of a report of a practically-focused
project.779 All courses offered by SMEC consisted of face-to-face and on-line teaching
with some coursework components delivered in compressed mode during school
holiday periods to accommodate school teachers. For students remote from the
University, further support was available through ‘nodes’ of students who gathered at
convenient locations and times for face-to-face contact with SMEC staff.
Much of the focus of the early research activities of SMEC was on classrooms,
particularly in science and mathematics, and projects were frequently funded by the
Western Australian State Education Department, the TAFE sector, the Secondary
Education Authority of Western Australia, the Technology and Industry Development
Authority of Western Australia, the Curriculum Development Centre in Canberra, and
subject teacher associations. Examples of local research project titles included the
Psychosocial Environment of College and University Classroom, Solar Energy
Education, Assessing the Teaching Performance of Pre Service Teachers, Academic
Work in the High School Science Class, and Academic Work in Year 8 Mathematics
Classes.780 Gradually the research focus expanded to include ‘classroom and school
learning environments’, ‘curriculum evaluation’, ‘teacher-student interactions’,
‘assessment’, ‘intervention strategies to challenge student conceptions’, ‘problem
solving’, ‘curriculum integration’, ‘action research’, ‘reflective practice’, ‘on-line
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learning’ and ‘enhancing student confidence in learning’. The availability of expertise
in these areas fluctuated according to staff changes.
During the period from 1999 to 2001 SMEC was awarded $1.045m in
Australian Research Council grants. The receipt of such Federal Government support is
not surprising, since the research activities of SMEC were often related to areas of
national and international importance. In particular, national concern over the status and
quality of science teaching in Australian schools meant that the work of SMEC received
considerable attention.781
SMEC was active in disseminating research findings in the field of science and
mathematics education through such activities as the joint organisation of the Fifth
Annual Conference on Science, Mathematics and Technology Education which
provided intellectually challenging and culturally enriching experiences for educators,
researchers and administrators.782 In 1989 it also hosted a residential conference for
science and mathematics teachers to share research findings and encourage teachers to
become researchers.783 Furthermore its international profile made it an appropriate
environment for the location of the Australasian Science Education Research Centre.
Thus, it is not surprising that by 2006 it had enrolments of over 600 students (mainly
part-time) with 400 studying at the doctoral level, many of them overseas in the USA,
New Zealand, South Africa, Singapore, Thailand and Brunei.784

Conclusion
The largely vocationally-oriented curriculum that has permeated all academic units at
Curtin University from its inception was well established by its antecedent, the Western
Australian Institute of Technology. The Institute was conceived of primarily as a
comprehensive tertiary establishment providing professional and technical courses
designed to meet the needs of industry, business and to provide community services,
including health and education.785 The nature of this intent suggested that the
curriculum of the Institute would be responsive to the community it served. With regard
to the study of Education, the evidence indicates that this responsiveness was
characterised by frequent and uncoordinated change, reflecting a model of curriculum
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development known as ‘disjointed incrementalism’. According to McNeil,786 this
approach gives rise to curriculum changes which are marginal, focus on short-term
needs and can result in a ‘fragmented’ curriculum. Such fragmentation was evident in
the case of the study of Education at Curtin in that it was offered at three discrete sites,
namely business studies which provided preparation for educational leaders and
administrators, the ‘teacher preparation unit’, and the SMEC, which was dedicated to
promoting

innovative

approaches

to

science

and

mathematics

education.

‘Fragmentation’ was also evident in the way in which Education was constructed as an
area of study at each of these sites, since each was established to serve a different
purpose. Thus, the overall pattern conformed to McNeil’s model of ‘disjointed
incrementalism’ where the characteristics are of a lack of a ‘unifying purpose’ and
‘curriculum fragmentation’.787
The sort of fragmentation being referred to is likely to occur when curriculum
decisions are made in response to interest groups and organisations, social and political
issues and economic pressures. This was certainly the case with regard to the ‘overall’
curriculum at Curtin University where constant institutional reorganisation and financial
pressure precipitated ongoing change in programs. In the case of the study of Education
the situation was further exacerbated by fluctuations in the demand for teachers, and
changes within the primary, secondary and tertiary education sectors in Western
Australia. Typically, the responses to these circumstances were piecemeal and involved
minimal, low cost initiatives with the expectation of short-term benefits through
increased enrolments and financial gain. In the ‘teacher preparation unit’, for example,
limited financial resources resulted in full time staff not always being replaced, more
casual and part-time staff being employed, teaching loads being increased to what was
considered “unreasonable levels”, class sizes also being increased, and class contact
time being reduced.788 These measures were all evidence of a piecemeal approach to
problem-solving.789
It was not just financial pressure, however, which contributed to the disjointed
and incremental nature of the construction of Education. It can also be attributed to the
lack of a purposeful and sustained approach to curriculum development, even though
the potential for such an approach did exist. As in the models adopted at The University
of Western Australian and Murdoch University, the study of Education at Curtin
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University focused on producing teachers operating at Beeby’s ‘stage of meaning’. That
is, the importance of theory and practice in producing well-educated teachers formed
the basis of teacher preparation at each institution. At The University of Western
Australia this was underpinned by a serious and sustained commitment to an
academically rigorous curriculum which drew on such individual disciplines as the
history of education, sociology of education and philosophy of education, with the
intention of demonstrating how they could inform thinking about a variety of
contemporary educational issues. At Murdoch University the study of Education was
also based on a strong academic foundation, although a more explicit or ‘tightcoupling’ between theory and practice was evident. At both of these universities the
approach to the theoretical and practical components of the study of Education was
consistent and sustained over many years. At Curtin University, however, the frequent
change, albeit within a vocational orientation, resulted in a much less cohesive and
sustainable curriculum.
While the lack of cohesion created a disjointed and incremental approach to the
construction of Education as an area of study, it nevertheless served a useful purpose
within the context of the State of Western Australia. Although The University of
Western Australia and Murdoch University could demonstrate a consistent academic
and pedagogical structure, they were less flexible than Curtin University in responding
to local conditions. It was arguable that it was the approach at Curtin which reduced
pressure on them to be more reactive to short-term local demands and allowed them to
sustain their more structured approach to the study of Education.
To conclude, given Curtin’s commitment to serving the professions, it was
inevitable that many decisions relating to the construction of Education as an area of
study would be reactive rather than proactive, providing immediate responses to current
needs. This was also consistent with the fundamental purpose of Curtin University,
which was to provide graduates immediately ready for the workplace, as opposed to
those at The University of Western Australia and Murdoch University where it was
recognised that much would still need to be learnt ‘on-the-job’.
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CHAPTER SIX
THE CONSTRUCTION OF EDUCATION AT
EDITH COWAN UNIVERSITY
Introduction
This chapter is concerned with how Education as an area of study was constructed at
Edith Cowan University. This university developed out of the teachers’ colleges in
Western Australia, the first of which was established in 1902. Over the next 70 years
these colleges expanded, gained autonomy from the state education authority, and
amalgamated to become the Western Australian College of Advanced Education. The
latter institution became Edith Cowan University in 1991.
The curriculum offered in the teachers’ colleges for much of their history
reflected the general observation, made in the 1980s regarding such institutions in
Australia, that they were technocratic, routine, and recipe oriented,790 and produced
teachers with utilitarian perspectives. The same observation was made with regard to
similar colleges in England and Wales791 and in the United States792 at the time. While
the concern was with delivering appropriate outcomes in terms of basic skills and
techniques of teaching, little attention was paid to philosophical, theoretical or social
and political questions793 in an “efficiency, scientific, deterministic model…fostering
acritical, apolitical, highly managerial, and prescriptive paradigms”.794 So entrenched
was this approach in Australia that the Australian Education Council, in proposing a
model for teacher preparation in 1990, supported the notion that teachers should be
skilled in psychology and teaching, but that their preparation should not include the
“study of the social and historical context” and should have only “limited opportunity
for free inquiry”.795
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Earlier, in the late 1960s and 1970s, as a result of concerns regarding the quality
of teacher preparation, there had been a shift towards a more academic orientation in
some teachers’ colleges across Australia. The conceptualisation of the teacher as an
‘educated professional’ and of teacher preparation as ‘professional education’ also
emerged at this time as a result of pressure to raise the status of teaching.796 Reflecting a
move away from state control of teachers’ work, there was encouragement of schoolbased curriculum development and a degree of teacher autonomy which reinforced the
construction of the teacher as an ‘educated professional’. Concurrently, the
nomenclature in courses at universities and colleges of advanced education moved from
that of ‘teacher training’ to ‘teacher education’. The period of teacher preparation was
extended, leading to a degree or graduate diploma, and there was a growing emphasis
on advanced level courses and continuing ‘professional education’.
Knight and his colleagues, however, claimed that this was short-lived and that
during the 1980s there was a shift back to an emphasis on technical competence.797 The
dominance of economic rationalism during this decade and its emphasis on
productivity, accountability and performativity (which Lyotard798 has claimed is
symptomatic of the post-modern era), led to a reconstruction of the conception of
teachers and teacher preparation yet again. The push for specified teacher competencies,
measurable outcomes and teacher registration saw the conception of the teacher shift to
one of ‘competent practitioner’, with the preparation prioritising practice over theory
and skills above knowledge. There was an associated call for more time to be spent in
schools by student teachers, for an intensification of preparation rather than longer
preparation, and greater standardisation of content and structure in qualifications, in a
‘training for a competent practitioner’ model of teacher preparation.
The response within the various universities in Western Australia varied. At
both The University of Western Australia and Murdoch University, the approach to
teacher preparation, as has already been outlined, remained largely concerned with the
development of ‘professional education’, with some attention to developing competent
practitioners. The approach at Curtin University oscillated somewhat between this
position and the ‘competent practitioner’ model favoured by the Federal Government.
At Edith Cowan University, however, the dominant paradigm never wavered from that
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of the ‘competent practitioner’. Underlying this approach was a view of teaching as an
“applied science and a view of the teacher as an executor of the laws and principles of
effective teaching”.799 Thus, the emphasis was akin to producing teachers at Beeby’s
‘stage of transition’, which is characterised by teachers who have received a basic
training, but who are better educated than teachers at the ‘stage of formalism’ and who
recognise the importance of understanding the meaning of what is taught. Because it
adopted such an approach, Edith Cowan University can be seen to have made a valuable
contribution in producing teachers who could ‘hit the ground running’, while graduates
who had been prepared as ‘educated professionals’ might take time to become
practitioners of strength. At the same time it would be remiss to overlook the fact that
the study of Education at Edith Cowan University included post-graduate work through
masters and doctoral degrees, and the pursuit of a research agenda by academic staff,
albeit within a context where the primary focus of their work continued to be on teacher
preparation.
The argument outlined above will now be developed in the remainder of this
chapter, which is in four parts. The first part provides an overview of the establishment
of the teachers’ colleges and their transition into the Western Australian College of
Advanced Education. The second part outlines the circumstances which led to the
evolution of the colleges into a university. The third part examines the way in which the
study of Education developed at Edith Cowan University within its first eight years,
during which the dominant activity was teacher preparation, although there was also
emphasis on other areas of endeavour. The final part outlines the consolidation of
teacher preparation within the study of Education as the growth in higher degrees
declined.

The Teachers’ Colleges: A Technical/Utilitarian Orientation
Edith Cowan University had its origins in the five teachers’ colleges established in
Western Australia, namely Claremont Teachers College (1902), Graylands Teachers
College (1955), Secondary Teachers College (1967), Mt Lawley Teachers College
(1970) and Churchlands Teachers College (1972). Prior to the establishment of these
colleges, teachers were prepared through a pupil-teacher system, developing their
teaching skills by imitating practising teachers and without any theoretical preparation.
Candidates for teaching were selected on the basis of an examination, which represented
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a standard similar to that of the primary school curriculum.800 Selection was followed
by a period, usually a month, during which the candidate completed observation and
practical work and was then assessed on the basis of a test lesson. The Director General
of Education at the time, Cyril Jackson, who had arrived from London to oversee the
reconstruction of State education, considered this preparation to be totally inadequate.
I have seen much zealous work and many hard working and high
principled Teachers in the schools – but like every profession school
teaching requires training. A School-master needs not only tact, temper
and cheerfulness, but also culture, knowledge and method. The
establishment of a training college in Western Australia is an urgent
necessity.801
He believed that rote learning was not the aim of education and that students “should
carry into their lives an enquiring, patient and observing spirit”.802 He suggested that
trainees be recruited between the ages of 15 and 17 years for formal preparation in a
college and that their tuition be free. Jackson was successful in convincing the State
Government of the need for urgent attention to the preparation of teachers and Western
Australia’s first teacher training institution, Claremont Teachers College was
established.

Claremont Teachers College
Claremont Teachers College opened in 1902. Cecil Andrews, a Cambridge graduate,
was appointed principal and steered the College through its first three terms before
taking up the position of Director General of State Education. Prospective trainees were
required to spend two years as monitors in schools before commencing study at the
College. Because entry to the College was competitive due to limited accommodation,
District Inspectors ranked the monitors to identify those most worthy of training. It
remained possible, however, for monitors to be employed without attending College,
providing they passed the examinations. While it was hoped that the College
preparation would be seen as superior, the monitor system continued until the late
1940s.
The College offered both short and long courses as it responded to the demand
for teachers and by 1912 more than 100 students were enrolled. Although progress was
interrupted by the Great War, the College was graduating students from four different
programs by the 1920s. These were a one-year course preparing teachers for rural
800
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primary schools, the most popular two-year course for primary school teachers, an
extended course for preparing secondary school teachers, and a two-year course for
preparing domestic science teachers.803 The State Government was forced to close the
College at the end of 1931 as a result of the Great Depression,804 and it was not
reopened until 1934. It experienced further upheaval when it was forced to vacate its
premises to allow for military use with the outbreak of the Second World War, which
also caused enrolments to fall from 150 to 89 due to the enlistment of males in the
armed services. It continued to operate in temporary accommodation until it returned to
the original site in 1945.
The post-war period was characterised by rapid increase in staff and student
numbers, and further development of the courses as a consequence of rapid population
growth creating an unprecedented demand for teachers. In response to the teacher
shortage Dr Robertson, the Director General of Education, embarked on a vigorous
recruitment campaign, offering bursaries to high school students, an increased training
allowance, and encouraged ex-teachers back into the workforce on a part-time basis.
These successful strategies saw enrolments rise from 332 in 1950 to 770 in 1954,
creating serious overcrowding at Claremont Teachers College.805

Graylands Teachers College
In order to relieve the pressure on the Claremont facilities, Graylands Teachers College
was established in 1955 and located in temporary accommodation a few kilometres
from the Claremont Teachers College. It concentrated solely on the preparation of
primary school teachers and despite its proximity to Claremont Teachers College,
remained independent of it, although it offered an identical primary preparation
program.806 It was intended that Graylands would operate on the original site for no
more than five years as its potential was limited by size and poor facilities. Initial
planning and budget estimates for a move to a larger site were considered, but the
proposal was deferred due to a lack of Commonwealth funding and a decline in the
demand for teachers.807 The College catered for just 300 students and the smaller size
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proved to be a considerable advantage with better staff-student relations and a cohesive
student body. Although the College continued to operate in substandard conditions for
twenty five years, eventually its low enrolment, which had been one of its strengths, led
to its demise and it was closed in 1979.

Secondary Teachers College
During the 1950s and 1960s Western Australia experienced an economic boom which
led to further population growth. This, in turn, led to the expansion of primary and
secondary education which, coupled with the raising of the school leaving age to 14
years, led to an increase in the demand for teachers. The demand was particularly high
for secondary school teachers. In 1960, in response to this demand, Claremont Teachers
College introduced emergency secondary courses for students selected from those
completing the first year of the primary course. The second year of this emergency
course focused on the content and methods for English, mathematics, history and
geography teaching, with students choosing one of these to be studied in more depth as
their specialist area. Art, music and physical education specialisations were also
available.
In time the secondary courses came to be spread over three years with study in
the specialist area being undertaken at either The University of Western Australia or the
Perth Technical School. Many students, however, were unsuccessful in their specialist
area studies and there was a high failure rate, leaving a serious shortfall in the supply of
secondary teachers. The College staff put the blame for this situation on “a change in
university standards, poorer teaching, less guidance and poorer examining…and the
system of Commonwealth Scholarships drawing off the cream of the students to other
professions”.808 The high rate of recruitment into courses and the number of students
from non-English speaking backgrounds were additional factors in the failure rate.
Nevertheless, even some of those who failed their course could be employed on a
‘conditional certificate’ due to the shortage of teachers.809
By the end of the 1960s there were doubts about how well the secondary course
at Claremont Teachers College was preparing students. The large student numbers and
cramped conditions had the adverse effect of turning staff into authoritative teachers,
which the students resented. In fact, McKenzie has noted that many were highly critical
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of what they saw as the irrelevance of their courses to classroom practice, and of
lecturers they considered to be unapproachable and out of touch with real classrooms.810
It thus became necessary to reconsider the preparation of secondary school teachers
which led to the decision to establish a dedicated secondary college. A site close to The
University of Western Australia was found and the students were moved to temporary
accommodation within the University until building was completed. The Federal
Government funded the establishment of the Secondary Teachers College which began
in 1967. Here teacher preparation, as was detailed in Chapter Three, was conducted in a
joint arrangement with The University of Western Australia.

Mt Lawley Teachers College
Although the opening of the Secondary Teachers College removed some of the pressure
from Claremont, the increasing demand for teachers led to the establishment of two
more primary teachers’ colleges. The first of these was Mt Lawley Teachers College
which opened in 1970. The Principal, Bob Peter, expressed concern about the quality of
teacher education at the time:
Why is it that a tertiary educational enterprise of the size and
significance of teacher education, staffed with so many able and
genuinely involved and concerned people, attracts to itself such a dismal
and dismaying image?811
Peter believed that the “dismal” situation was caused by the lack of autonomy in the
colleges, fragmented programs, ineffective instructional methods, an overloaded
curriculum, and administrative structures which created a school-like environment.812
The general feeling at the time was that teaching was easy and was therefore a low
status profession, especially when compared to preparation for other professions. This
situation drew serious criticism from Freeman Butts, who commented that teaching in
Australia was viewed as a “skilled trade” and that the level of preparation for teaching
needed to be raised.813

Churchlands Teachers College
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Churchlands Teachers College was established in 1972, at a time when the Colleges
were released from the control of the State Education Department. Doug Jecks,
Principal of Churchlands, was eager to exploit this situation and develop the College
with a degree of freedom, claiming that “Claremont is like an old lady past her prime,
but Churchlands is a bright young thing with a future”.814 From the outset it was
resolved not to confine activities at Churchlands to primary teaching, but also to include
business studies, mathematics and science.815 Although this was a timely approach as
Australian tertiary education was on the verge of great change, the initiative was not
supported by the State’s universities (which strongly opposed the inclusion of science)
and the Western Australian Institute of Technology (which was opposed to the business
studies program). Despite this opposition, Churchlands succeeded in mounting a
diversified curriculum and the success of its business studies programs supported its
growth throughout the 1970s and early 1980s. Nevertheless, primary teacher
preparation remained an important part of its core business.

The curriculum of the teachers’ colleges
Until the 1970s the colleges were under the direction of the State Education Department
which had control over their administration, staffing and curriculum. This situation
tended to perpetuate the traditions, culture and curriculum of the colleges rather than
stimulate curriculum reform.816 Over the years, there was considerable debate about
what should constitute the curriculum in the colleges with the main thrust of the debate
focusing on the appropriate balance between instruction in the subject matter to be
taught, the structure of the school curriculum, teaching methodology, educational
theory, general cultural knowledge and preparation for teaching practice. The focus of
the curriculum was a matter on which the State Education Department, the Teachers’
Union, the schools and the University expressed various views from time to time.
Nevertheless, the curriculum remained relatively unchanged for the first 50 years 817 and
although the newer Colleges adopted more innovative practices in the 1970s, in general
there was a focus on the development of the ‘competent practitioner’.
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William Rooney, Principal of Claremont Teachers College from 1903 to 1927
exerted considerable influence over the original curriculum and was successful in
gaining government support for the establishment of the Claremont Practising School
within the grounds of the College in 1906 to enhance the practical orientation of the
curriculum.818 This was consistent with the general view at this time that a teacher
needed knowledge of the content of the school curriculum, mastery of basic teaching
techniques, and the ability to organise the classroom and instil obedience.819 However,
Rooney also believed in the importance of educational theory and cultural studies for
trainees and accordingly, introduced the study of psychology into the curriculum.
Towards the end of his tenure, however, the State School Teachers’ Union of Western
Australia began to question his approach, claiming that “college activities should be
devoted exclusively to teaching methods, study of curricula and citizen training”.820
In 1927 Professor George Cameron arrived to take up the joint position of
Professor of Education at The University of Western Australia and Principal of the
Claremont Teachers College. Cameron’s concept of a teacher was that of “a well
educated professional with professional freedom and responsibility”,821 which was
reflected in his views on the preparation of teachers:
It is now recognized that the teachers college is not a place where
students in addition to adding to their store of knowledge, learn a few
tricks about class management. The modern teacher is modern because
his practice is illuminated by the light of modern research.822
Greater focus on educational psychology and experimental education, both taught by
Cameron, and attention to health education, speech training and community excursions
became regular features of the College curriculum.823 Not everyone agreed with
Cameron’s views, however, especially in relation to the importance of educational
theory in teacher preparation, and a certain amount of tension developed between him
and the Teachers’ Union, particularly after the appointment of T. J. Milligan, a former
Union president, as deputy principal.
The debate between the Union and Cameron regarding the appropriate balance
between theory and practice was vigorous. Cameron argued for a theoretical foundation
for teachers through a degree, followed by the specialisation of a diploma which he
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claimed “would result in placing teaching on a level with other professions”824, while
the Teachers’ Union continued to emphasise the importance of technical training.825 The
opposition of its members to higher qualifications for teachers was not surprising given
that most of them did not have such qualifications. Furthermore, the domination of the
State Education Department by personnel with similar views regarding the curriculum
ensured that the ‘technical-vocational training’ approach was sustained. Although many
of the staff were considered highly competent within this conception of teacher
preparation,826 there was a general perception that the courses lacked academic
substance and were merely a “tradesman’s approach which aimed to turn out skilled
practitioners of didactic teaching and efficient classroom managers”.827
By the beginning of 1951 there was concern over whether this “tradesman’s
approach” was adequate preparation for teachers, a concern heightened by the perceived
higher standard of preparation of teachers in Britain. Thomas Sten, the Principal of
Claremont Teachers College, had visited colleges in Scotland and England and was
impressed by the academic foundation of teacher preparation courses.828 This provided
the motivation for the restructure of courses at Claremont Teachers College to include
three components; compulsory subjects, basic subjects, and optional subjects. The
‘compulsory subjects’ were education, psychology, history, geography, English
literature and expression, and arithmetic, which were studied over two years. The ‘basic
subjects’ focused on the knowledge required for teaching art, craft, music, spoken
English and physical and health education. The ‘optional subjects’ enabled the students
to study areas of interest in more depth.
While the prescription of education and psychology as ‘compulsory subjects’
indicated an acceptance that a core of foundational knowledge was required, the
structural changes did little to enhance the academic rigour of teacher preparation
overall. At the same time, considerable attention was directed towards personal selfmotivation, professionalism and the development of creativity in teaching, with the
College handbook stating that one of the “functions of a teacher training institution is to
foster growth and maturity”.829 This view, however, was not shared by classroom
teachers who complained that first-year appointees needed coaching in basic classroom
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techniques and methodology, and that the College curriculum should pay more attention
to the development of teaching skills.
Further disapproval arose when the College offered short ‘modified’ courses to
cope with the heavy demand for teachers and accepted students who would not
normally have met entry requirements. These courses, it was claimed, led to a drop in
standards and criticism by academics at The University of Western Australia of what
they termed “mickey mouse” courses.830 During the second half of the 1960s, in
response to ongoing criticism of the College courses by the University and the
profession, Claremont Teachers College consulted with teachers in a review of the
curriculum.831 Consequently, the personal development options, which had drawn
severe criticism from teachers, were phased out and the curriculum subjects were
treated in more depth. Nevertheless these constituted only minor changes and the focus
of the curriculum was once again on the basic technical skills of teaching. Generally
speaking there was little incentive to adopt more innovative approaches and the
conservative views of some of the principals, such as Neil Traylen who became
Principal of Claremont Teachers College in 1958832, and Cyril Cook who was appointed
the first Principal of the Secondary Teachers College in 1967, did not help in this
regard.833
However, not all principals opposed change. Bob Peter, the Principal of Mt
Lawley Teachers College, was responsible for the implementation of a number of
curriculum reforms. He challenged the underlying principles of teacher preparation in
the teachers’ colleges in Western Australia, claiming that it was time for an innovative
approach, and he introduced a number of initiatives. These included the establishment
of a centre for science and mathematics, the use of television and audio-visual aids,
more lecturing to encourage students to be responsible for their learning, continuous
assessment in place of examinations, and the use of discussion groups to encourage
students to develop their understanding. Peter was also concerned about the importance
of connecting theory and practice in the minds of the students. This was achieved by
integrating school observations with on-campus work and through the introduction of
microteaching using closed-circuit television. These initiatives were soon taken up by
the other colleges and became standard practice. Peter was also instrumental in the
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introduction of specialist graduate diplomas in art education, special education,
Aboriginal education and intercultural studies to provide specialist teachers for
schools.834 This marked the beginning of a number of initiatives by the Colleges in
response to changes within the school sector following an increase in Federal
Government funding for innovative educational programs.
The Colleges, however, still struggled to establish a strong academic reputation.
The high turnover of staff, the large number of temporary staff and the lack of higher
degree qualifications amongst the staff, all contributed to the perception that the
colleges were lower status institutions than the universities.

Teaching Practice
A significant component of the teachers’ college courses was teaching practice and
demonstration lessons. Initially teaching practice took place in blocks of three weeks,
although this was generally considered to be inadequate. Other shortcomings included
the lengthy gaps between placements, the difficulty in attracting the support of
classroom teachers, the unreasonable demands placed on practice supervisors who
struggled to visit all of the schools and claims of lack of support by the students. There
was also concern at the lack of sufficiently critical reports by teachers who seemed
more concerned about upsetting students than making an accurate judgement and
providing helpful feedback. Furthermore, contradictory advice from teachers and
college staff during teaching practice, and the general disregard of the college courses
by teachers who advised students to “forget everything they taught you at college,”
added to the teaching practice problems.835 Teachers complained that the students were
lacking in practical skills, while the staff of the colleges claimed that the schools
“generally underestimated the difficulty of preparing young students in such a short
time”.836 The issues related to the teaching practice were addressed by allocating more
time to it and eventually an Assistant Teacher Programme was introduced by all of the
colleges with students assigned to schools for a full school term.
In addition to initial teacher preparation the colleges also included in-service
courses in their curriculum. Initially, these were ‘refresher’ opportunities for teachers
who had either failed their initial preparation or had little prospect of being promoted
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and were therefore considered “teachers without hope”.837 The colleges also supported
the re-entry of teachers to the workforce and offered further education to those wishing
to improve their educational knowledge and competence in teaching.
In general then, it can be concluded that the construction of the curriculum of
the teachers’ colleges was influenced by the State Education Department, the principals,
the Teachers’ Union and the schools. Their preference for the dominance of a practical
approach with little regard for a theoretical foundation led to the perpetuation of the
‘training for competent practitioner’ approach. What was also noticeable was the lack of
attention to scholarship and research within the activities of the Colleges. One principal,
Thomas Sten, recognised this shortcoming as follows:
My greatest regret perhaps as retirement draws near is that we have
contributed so little to the scientific record and investigation of the
problems of training. This is no reflection on the staff work effort and a
great deal of practical success in training … I feel now that I’ve been
remiss in not setting programmes of research.838
Although Sten lamented the lack of research activities, few of his colleagues shared his
concern as they tended to be immersed in the business of providing sufficient teachers
to staff government schools. Furthermore, just when curriculum reform began to
emerge in the 1970s the momentum of change was interrupted by political and
economic conditions. Faced with financial difficulties, the oversupply of teachers in the
State and ongoing government and public concern relating to the quality of teacher
preparation, the future of the teachers colleges became uncertain.

From Teachers’ Colleges to University
During the 1960s the high demand for teachers throughout Australia put teacher
preparation institutions under the spotlight. This close scrutiny continued into the 1970s
as questions were raised about the quality of the students in teacher preparation courses,
the relative merits of a technical versus academic preparation, and the type of institution
in which teachers should be prepared. Both the State and Federal Governments began to
question the pattern of provision, leading to a number of inquiries. While the impact of
these was minimal to begin with, eventually the momentum for change increased.
The first committee of inquiry which drew attention to teacher preparation was
the Martin Committee which was established by the Commonwealth Government in
1961 to review tertiary education. The report of the Committee, released in 1964,
emphasised the importance of investing in education for future technological progress
837
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and recognised that ensuring the quality of the professional preparation of teachers was
an important part of this investment.839 It also recommended that the Commonwealth
Government provide funding to the teachers’ colleges on the same basis as to
universities, and that staff be appointed through open advertisement.
Concerned at how to respond to the Martin Report, the Western Australian
Government established the Jackson Committee in 1967 to report on the future tertiary
education needs of the State and to identify appropriate institutions to meet these needs.
In general, the Committee recommended autonomy and flexibility for new tertiary
institutions in Western Australia in order that they have the freedom to experiment and
compete with other institutions of the same kind. It saw the role of these institutions as
follows:
Hence in the long run all tertiary colleges should come to operate
autonomously, with new colleges commencing as branches of existing
major institutions, with eventual autonomy clearly in view. Tertiary
institutions have to maintain an astute balance between the demands of
the employer, the standards of the profession, and the requirements of
scholarship. A multi-purpose institution is able to respond to all three
without succumbing to any.840
In relation to teacher preparation the Committee recommended that the single-purpose
teachers’ colleges should diversify or amalgamate, that teacher education should be
established at the Western Australian Institute of Technology and that control of teacher
education should be removed from the State Education Department. The Committee
acknowledged that the training of teachers would become more complex, demanding
greater knowledge and skills, especially in the light of emerging technology. This, it
argued, necessitated that the colleges become autonomous, multi-purpose institutions.841
While these recommendations were being deliberated upon, concern at a
national level over the quality of teacher preparation had resulted in the formation of the
Senate Standing Committee on Education, Science and the Arts (1972). This Committee
recommended federal funding of teacher education and the introduction of four-year
college training for all teachers. It also urged the universities to provide concurrent
courses, in addition to the consecutive or end-on courses of teacher preparation, to
facilitate the integration of subject disciplines, educational studies and practical school
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experience.842 Following these recommendations, the Federal Government agreed to
finance teacher education, but only if the teachers’ colleges became colleges of
advanced education independent of State Education Departments and providing they
offered a diverse range of courses. The outcome in Western Australia was the Teacher
Education Act of 1972 which signalled an end to State Government control of the
teachers’ colleges. A new body, the Western Australian Teacher Education Authority
(WATEA) was established to oversee the operation of the colleges while still promoting
their autonomy.843 Subsequently, the five teachers’ colleges emerged as more distinct
educational communities. Secondary Teachers College developed a close association
with The University of Western Australia and retained the single focus of secondary
school teacher preparation, Churchlands Teachers College became more aligned with
the focus at the Western Australian Institute of Technology through the development of
its business courses, while Mount Lawley Teachers College developed a focus on the
arts. Claremont Teachers College and Graylands Teachers College maintained their
identity by continuing to focus strongly on their primary teacher preparation tradition.
As the activities of the colleges began to diversify, the relationship between the
WATEA and the colleges became strained. Much of the tension was generated by the
dominance of the WATEA by administrators from the State Education Department who
were reluctant to hand power to the colleges, thus leaving them the least autonomous
colleges of advanced education in Australia.844 Indeed, the supposed ‘autonomy’
granted under the Teacher Education Act of 1972 left the Colleges uncertain as to the
degree of independence they actually had. On the one hand they were given authority to
“promote the development of academic autonomy”, while on the other hand they were
subject to the powers of the WATEA to “promote, develop and co-ordinate the
operations of the constituent colleges”.845 The constraints on them in terms of
experimentation and initiative confirmed “their inferior status in relation to other
tertiary institutions and placed them at a disadvantage in the tussle to influence
decisions affecting vested interests common to all”.846
The unsatisfactory administration was even more problematic given that by now
teacher education was the largest sector of post-secondary education in Western
842

Report on the Commonwealth’s Role in Teacher Education, Senate Standing Committee on
Education, Science and the Arts, Canberra, Commonwealth Government Printing Office, 1972.
843
In a quite anomalous situation, teacher education courses at UWA and WAIT were not subject to
WATEA approval.
844
J. McKenzie, Twenty-five Years: A History of Claremont Teachers College 1952-1977.
845
Report of the Committee on Post Secondary Education in Western Australia [Partridge Report], p. 91.
846
J. McKenzie, Twenty-five Years: A History of Claremont Teachers College 1952-1977, p. 24.

198

Australia. Under these circumstances, it is not surprising that the colleges sought
independence in decision-making regarding their management and curriculum. This
became even more critical when the demand for teachers began to fall and the colleges
were forced to diversify their offerings as they competed with each other for
enrolments. The fall in demand for teachers and the ensuing economic recession caused
the Federal Government to reconsider how they were funded. This prompted the State
Government to establish the Partridge Committee to review post-secondary education in
Western Australia in 1976.
The Partridge Committee, chaired by Professor Percy Partridge, was asked to
advise the government on “the promotion, development and co-ordination of postsecondary education in the State having regard to its future needs”.847 Regarding teacher
education, the Committee recommended that the Teacher Education Act of 1972 be
repealed and that legislation be drafted to provide for the teachers’ colleges (with the
exception of Graylands which should be phased out) to be replaced by a single multicampus institution to be known as the Western Australian College of Advanced
Education (WACAE).848 This change would address the duplication, fragmentation and
dispersion of resources, which the Committee believed threatened educational quality
and standards in the State. The recommendations, however, did little to enhance the
status of teacher preparation in that they supported the binary system of tertiary
education in which there was a distinction made between universities and colleges of
advanced education. This support was clearly stated as follows:
… the courses given in the colleges have a greater emphasis on
vocational needs and practical application. Professional courses in
universities are also vocational, but involve relatively high study of basic
arts and science disciplines. Universities have a commitment to research
and scholarship as well as to teaching; they offer higher degrees by
research work. In colleges the emphasis is on first degree teaching;
research work is not a prominent activity of colleges and in general
(work) is directed towards immediately practical problems.849
Consistent with this position, the Partridge Committee did not support the move by the
colleges to upgrade their courses to university status, confirming that their significance
for the educational community was in the focus on courses with vocational and practical
application. Thus, the recommendations of this committee can be seen to have promoted
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the maintenance of the ‘training for competent practitioner approach’ to teacher
preparation.
The Western Australian government was reluctant to commit to the
recommendations and initially responded to only one, namely the establishment of the
Western Australian Post Secondary Education Commission (WAPSEC). The
Commission was then given the task of considering the Partridge Report. The
Commission’s Report of 1978 claimed that the Partridge Report lacked “consistency”
and “clarity” and that its recommendations would adversely affect individuality,
community participation and academic leadership in the colleges, and be more costly.850
It recommended that the colleges become fully autonomous, that the Teacher Education
Act 1972 be repealed and that the WATEA be disbanded. These recommendations came
into effect with the Colleges Act of 1978.851
The Colleges Act of 1978 defined the function of the colleges as aiding the
advancement and development of practical applications to industry, commerce and the
community.852 In order to fulfil this function they were given full tertiary status with
power over building programs, academic programs and the curriculum. In response to
this freedom Mt Lawley and Churchlands Colleges of Advanced Education became
multi-purpose institutions, while Claremont and Secondary Teachers Colleges
continued to focus on teacher preparation. Despite their autonomy and the more
diversified curriculum of some, the colleges continued to face ongoing issues related to
the quality of student intake, standards of courses and the public perception of their
lower status compared to the universities. Furthermore, the Federal Government became
concerned with reducing expenditure and insisted that colleges of advanced education
amalgamate to achieve economies of scale. Claremont College braced for a fight to
retain the single focus on primary teacher preparation, but the Federal Government
remained uninterested in their pursuit and was determined that Western Australia would
not be an exception to an Australia-wide policy aimed at “genuine amalgamations with
one governing body and a real saving of resources”.853 Reluctantly the four autonomous
colleges agreed to amalgamation, with the new multi-campus Western Australian
College of Advanced Education (WACAE) being formally established in 1982.

850

J. McKenzie, Twenty-five Years: A History of Claremont Teachers College 1952-1977, p. 25.
Western Australian Colleges Act 1978, Perth, Government Printer, 1978.
852
Ibid., clauses 10b, 10d.
853
Tertiary Education Commission Progress Report on Consolidation in Advanced Education, July 1981,
p. 14.
851

200

A committee set up to consider the curriculum decided that the WACAE should
complement the Western Australian Institute of Technology courses and offer high
demand programs related to community needs. The Schools of Education and Business
were to be retained and three new schools were suggested: The Academy of Performing
Arts, the School of Arts and Applied Sciences, and the School of Community and
Language. New courses were designed in consultation with relevant stakeholders with
the overriding aim of “producing employable graduates”.854 By 1984 a School of
Nursing was added when the Federal Government bowed to pressure for nursing to
move beyond site-based training.
In meeting the Federal Government’s conditions regarding rationalisation, it
was decided that teacher preparation, while still offered, would not dominate the
curriculum. By the end of 1983 the number of students enrolled in teacher preparation
courses had dropped from 2000 to 1200 and the staff reduced by fifty.855 With attention
directed to other fields of study there was little stimulus for change in teacher
preparation.

Edith Cowan University
In 1986 the change in status of the Western Australian Institute of Technology to Curtin
University of Technology proved to be the motivation for a number of decisions by the
WACAE. It negotiated to sell the Nedlands site and relocate secondary teacher
preparation to Mt Lawley, to close Claremont Teachers College, and to sell the
Graylands site. It then began a campaign seeking university status with one of the major
hurdles being its lack of success in winning Commonwealth Government research
grants. Nevertheless it continued to pursue its goal and despite opposition from the vice
chancellors of the existing universities in Western Australia, an independent assessment
panel determined that it was worthy of university status. The case was made as follows:
Staff quality was sufficiently high for university standing, and
management was efficient … almost every other college of advanced
education of similar size in Australia had already been granted university
status. Delay in giving WACAE the same privilege would only create
disadvantages.856
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The push for university status was facilitated by the decision to dismantle the binary
system of higher education in Australia. The outcome was that on January 1, 1991 Edith
Cowan University was born.
The Working Party established to report on the academic organisation of the
new university recommended that there be six schools: Arts and Applied Science,
Business, Communication and Language Studies, Education, Nursing and the Western
Australian Academy of Performing Arts. Given its origins in the teachers’ colleges it
was not surprising that of these six schools Education was the largest, and indeed, it had
the third largest teacher preparation program in Australia.857 Gradually, however, it
diversified and became involved in higher degree and research activities.
Professor R. Lourens, the first Vice Chancellor, outlined his vision for Edith
Cowan University in presenting the Academic Plan for the University in 1993.
The new university should differ from others in emphasising special
strengths in teaching and community service … it should develop high
quality research in selected areas related to professional activities…the
vocational orientation and practical emphasis of the WACAEs should be
maintained. While desirable to strengthen research and higher degrees
such developments must be steady, carefully monitored and not at the
expense of the strong and popular undergraduate programmes. Research
Programmes should be selectively developed in areas related to the
professional focus of the institution.858
In addition to commenting on the nature of the University’s activities, Lourens was also
concerned to address what he considered an imbalance in the enrolment. He suggested
that by 2002 business and education enrolments should be roughly equal, at about 20
per cent each, with the remaining 60 per cent of places spread across the other faculties.
New areas identified for growth included science and psychology.859
The next ten years saw decentralisation in administration, consolidation in
courses, the establishment of a regional campus at Bunbury (approximately 250
kilometres south of Perth), rationalisation of sites, and the expansion of a new
Joondalup campus (approximately 30 kilometres north of Perth). Millicent Poole, who
became Vice Chancellor in 1997, brought further focus when she identified three goals
for Edith Cowan University in the 21st Century; “service, professionalism and
enterprise”.860 These became recurring themes as the University developed its identity
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in line with one of its original objectives, namely to “ensure relevance and value for the
community in the activities and services of the university”.861
Initially the curriculum of the University was constrained by the fact that only
22 per cent of the staff had higher degrees, thus hindering the expansion of higher
degree programs and research activities. Professor Lourens expressed concern about the
likely effect of this situation on the perceived status of the University as it struggled to
establish its reputation in the wake of the previous structure of educational provision
which had supported “the hierarchy of university, technical colleges and teachers’
colleges in that order”.862
The lingering attitude of superiority of the academic over the practical and
vocational provided a challenge for Edith Cowan University. Although it had an
excellent reputation for teaching, Lourens acknowledged that it was necessary to
establish a research agenda in order to raise the status of the Institution in the eyes of
the community. This, in turn, he believed would help to attract high quality staff.863

The Study of Education at Edith Cowan University
The original academic plan outlined by the Vice Chancellor recommended that
undergraduate teacher preparation should remain the focus of the Faculty of Education
while it developed strategies to increase its post-graduate activities.864 This reflected the
“primacy of teaching” as fundamental to the study of Education which would be
complemented in time by the establishment of research activities, initially in policy and
administrative studies, and in mathematics, science and educational technology.865
Thus, from the outset the orientation towards the preparation of the ‘competent
practitioner’, which had originated in the teachers’ colleges, was sustained.
The Working Party established to determine the appropriate academic
organisation for the University initially recommended four departments for the Faculty
of Education. These were Education Studies, Communication Education, Mathematics,
Science and Technology Education, and Arts and Humanities Education. After much
discussion, however, it was decided that there would be the five departments of
Education Studies, Language Education, Science and Industry Education, Mathematics
861
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and Computer Education, and Arts and Humanities Education (encompassing art,
music, physical education and social science). The largest Department was Education
Studies with 60 staff while the others had 33, 18, 22 and 28 staff respectively.866 By
1997, a new administrative structure in the Faculty resulted in six schools. These were
Arts and Humanities Education, Education and Social Inquiry, Language Education,
Mathematics Education, Science and Technology Education, Multimedia and Learning
Technologies and Teaching and Learning.867 Thus within the first eight years the
construction of the study of Education reflected a strong bias towards the school
curriculum.
From the outset, the Faculty of Education acknowledged that one of its aims was
to “preserve the teacher education traditions of the teachers’ colleges”.868 In following
this tradition, several pathways were offered in teacher preparation, including a threeyear Bachelor of Arts (Education), later upgraded to a four-year course in line with
government requirements, and a four-year Bachelor of Education for Early Childhood,
Primary or Secondary school teaching. A Bachelor of Education conversion course
provided opportunities for two-year trained teachers to upgrade their qualifications. The
Dean, Neil Tuckwell, pointed out that this represented an important role for the Faculty
of Education, given a history of providing in-service courses for more than 2000
teachers.
The Bachelor of Arts (Education) was constructed around four components:
Education Studies, Curriculum Studies, General Studies and Professional Practice.
Education Studies was described as “studies in the theory of education, educational
psychology, teaching studies and practice in specialised fields such as remedial
education, educational administration and computer education”.869 Closer examination
of the units within Education Studies revealed a highly practical focus, with the
inclusion of topics such as ‘principles of effective teaching’, ‘human development and
its implications for practice’, ‘lesson planning’, ‘measurement and evaluation’,
‘questioning’, ‘behaviour management’, ‘marking’, ‘problems confronting schools’,
‘multi cultural education’, ‘special needs learners’ and ‘practical teaching skills’.870
Curriculum Studies referred to the study of more than twenty subjects offered within the
school curriculum, with a focus on syllabus documents and appropriate teaching
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methodology for each of these. General Studies provided background studies in
teaching content areas.871 Finally, Professional Practice consisted of teaching practice in
schools and was distributed throughout the years in short two to three-week blocks, and
longer six to eight-week blocks.872
While the first three years of the four-year Bachelor of Education were the same
as the Bachelor of Arts (Education), the fourth year directed greater attention to
Education Studies and Curriculum Studies. Students were required to complete two core
units selected from ‘curriculum theory and practice’, ‘educational measurement and
evaluation’ and ‘educational policy studies’. A further six units were selected from
Education Studies and/or Curriculum Studies. The Education Studies units included,
‘advanced study of teaching’, ‘career education’, ‘children with special needs’, ‘early
childhood education’, ‘educational counselling’, ‘educational policy and administrative
studies’, ‘hearing impaired’, ‘multicultural education’ and ‘technical and further
education’.873
During the first six years, modifications were made to undergraduate courses to
meet the demand for teachers in schools and to stay abreast of changes in pedagogy,
technology, and the school curriculum. For example ‘learning and cognition’ was added
to Education Studies and ‘music education’, ‘library education’, ‘business education’,
‘drama’, ‘industrial arts’ and ‘special education’ were included in Curriculum Studies.
General Studies was expanded to include ‘effective teaching of Aboriginal children 0-8
years’, ‘intercultural education’ and ‘literature studies (adult)’.874 New Bachelor of Arts
(Education) streams offered specialisations in ‘interactive multimedia technology’ and
‘training and development’. The latter represented a deliberate move into the area of
training in government and industry with a view to attracting a different pool of
students.875 While there were minor changes in the units offered in response to the
school sector and social and political influences over the years, in general the basis of
teacher preparation courses through Education Studies, Curriculum Studies, General
Studies and Professional Practice was sustained with an overall emphasis on producing
‘competent practitioners’. This emphasis was also evident in the one-year Graduate
Diploma in Education at primary or secondary level.876
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Professional development and
higher degree studies
In maintaining its involvement with professional development, the University also
offered Graduate Certificates of Education in Adult Education, Art History Education,
Computer-based Learning, Early Childhood Education, Educational Administration,
Remedial Language, Science Communication, TESOL and Tertiary Teaching. These
were semester-long courses intended to “enhance or develop skills in specialised
areas”,877 thus benefiting practitioners while they generated funds for the Faculty of
Education since they were fee-paying courses.878 A one-year Post Graduate Diploma in
Education Studies was also offered for applicants with a Bachelor of Education. This
course included units in ‘research methodology’, ‘curriculum’, ‘educational
measurement’ and ‘general studies’. Students who achieved sufficiently high marks
could upgrade to a masters degree.
Minor changes occurred in the graduate certificate and graduate diploma
courses. For example, during a review of courses in 1993 it was decided to introduce
graduate certificate courses in Adult Literacy, Computer-based Instructional Design,
Aboriginal Studies and Interactive Multimedia Technologies, and graduate diplomas in
Training and Development and Early Childhood Education. By 1998 the Graduate
Diploma in Education was also offered in Adult Literacy and Numeracy, and TESOL.879
Generally speaking the minor changes made to the suite of courses reflected
changes in the school curriculum. Thus, in teacher preparation and professional
development, the Faculty of Education sustained a strong practical tradition within a
constant structure which accommodated minor variations from time to time. These
variations were largely in response to changes in the school sector and areas of national
and state priority.880 Nevertheless, along with the core business, the Faculty also turned
its attention to the new goals of expanding graduate programs, encouragement of
research within faculty specialisations and improving staff research output.881 Over the
first eight years the post-graduate area witnessed growth such that 500 post-graduate
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students were enrolled by the end of 1996. Initially, students could enrol in a research
degree at either masters or doctoral level. By 1993 a coursework pathway was also
available. The Master of Education by coursework provided an “opportunity for
teachers concerned with educational issues to take advanced coursework and research in
these areas”.882 Students were required to complete a unit in Curriculum Planning and
Management and one research methodology unit selected from a range of qualitative,
quantitative, contextual, and measurement-related units. An additional five units were
then selected from the advanced study of teaching in school curriculum areas,883
educational policy and administration, early childhood education and TESOL.884 Other
specialisations were added from time to time, reflecting priority areas in schools. For
example, Language and Literacy, Music Education and Interactive Media were offered
by 1994. The interest in literacy signified the growing national concern over the literacy
standards of school children, while the growth of the Conservatorium of Music at the
Western Australian Academy of Performing Arts had stimulated interest in music
teaching and provided a source of qualified graduates.
From its inception the Faculty of Education also offered studies at doctoral level
in TESOL, Educational Policy and Administrative Studies, and “other areas subject to
availability of staff”.885 However, the limited number of staff with higher degrees
restricted the expansion of these programs. Although the Dean provided support for
staff to undertake further studies, many were reluctant to do so.886 In an attempt to
broaden the expertise available, interdisciplinary studies were introduced within the
doctoral program. Based on the premise that “solutions to problems often rely on
knowledge gained across traditional disciplines”, this coursework program offered four
areas of interdisciplinary study drawing on expertise from across the University. These
were Development Studies (including the social, political and economic aspects of
development), Information Studies, Policy and Administrative Studies, and Special
Interest Studies.887 Again, the rationale for this approach was consistent with the notion
of preparing ‘competent practitioners’ who would be able to draw on a range of
disciplines in developing practical solutions to their professional problems.
The first doctorates were completed in the Faculty of Education in 1994, one in
Science Education and one in Education Administration and Policy. Soon, however, the
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Faculty was forced to face the issue of the low completion rate when only five of the
150 doctoral students completed by the end of 1995. 888 This was a consequence of the
enrolment pattern which saw 71 per cent of doctoral students enrolled part-time and/or
externally. Concerned to facilitate more timely completions, the program was modified
to include a coursework and thesis option, with the coursework units displaying a very
strong connection to the school curriculum in Western Australia.889
The latter emphasis was also evident in the research activities of the Faculty of
Education. In the Research Management Plan for 1992 presented to Academic Council,
the guidelines for identifying priorities in research highlighted compatibility with major
areas of interest at the national and state level, and with undergraduate and postgraduate teaching. Within these guidelines the priorities identified for the Faculty of
Education were curriculum studies, policy and management studies, and computing and
information technology.890 Throughout the following years the Faculty of Education
introduced a number of teaching and research initiatives related to these goals. The first
of these was the establishment of two research centres. The International Institute for
Policy and Administrative Studies aimed to conduct research into the role of principals,
teachers’ work, international students, pastoral care, and policy evaluation. The
Mathematics, Science and Technology Education Centre aimed to coordinate and
promote staff activities across campus, engage staff in joint research projects and foster
student research.891 Within these Centres visiting academics and post-graduate students
were encouraged to collaborate in research activities and to develop a publishing
network which would raise the academic profile of the Faculty.
By 1997 three additional research centres had been established. These were the
Centre for Research in Language in Education and Society (which later changed its
name to the Centre for Applied Language Research), the Sport and Physical Research
Centre892 and the Australian Institute for Research in Primary Mathematics Education.893
The Centre for Research in Language in Education and Society focused on language
development with particular attention to Aboriginal languages, interactive media
technology for language learning, translating and interpreting, and language teacher
beliefs.894 The aim of the Sport and Physical Activity Research Centre was as follows:
888
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… the aim of advancing the quality of teaching, learning and leadership
in education through programmes in teaching, research and development
and community service within a culture which values collegiality and
best professional practice.895
In order to achieve these aims this Centre engaged in a range of activities, including
preparing curriculum materials, evaluating physical education programs in schools, and
providing professional development for teachers of physical education. The Australian
Institute for Research in Primary Mathematics Education was established to conduct
research into “the teaching and learning of primary mathematics” with a view to
improving practice.896 It was hoped that this initiative would attract visiting academics,
assist in the development of projects which might attract external funding, and lead to
state, national and international consultancies. These efforts were seen as crucial to
developing a strong reputation which would “promote ECU as a leading national
institution”.897
Consistent with the ‘enterprise’ goal of the University, two centres became
commercial enterprises of the Faculty. These were the new Centre for Education and
Training and the already existing Mathematics, Science and Technology Education
Centre.898 In partnership with local and overseas groups, the Centre for Education and
Training offered services with practical and immediate application, specialising in short
courses, workshops and seminars, consultancies, evaluations and curriculum
development, and in marketing relevant publications.899 The Mathematics, Science and
Technology Education Centre incorporated a new focus on multimedia technologies and
embarked on a range of activities which included promoting research, conducting
seminars, and the production and publication of student and teacher materials. A further
initiative saw the establishment of The Professional Standards in Education Research
Group which focused on performance standards for teachers and principals, portfolios,
teachers’ career paths, and regulation and governance of public education. This group
was funded by an Australian Research Council grant, the University and industry
partners.900
Early attention to the importance of research saw the Faculty of Education
improve its research activity by 62 per cent from 1993 to 1994, to be the second highest
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performing faculty at Edith Cowan University.901 Furthermore six major research grants
were awarded to the Faculty in 1996 and research output of the staff continued to
increase.902 This provided the stimulus for continued momentum in research and three
major Australian Research Council grants in excess of $300 000 were awarded to the
Faculty members in 1998.903
A significant initiative during this period demonstrated a more ‘outward
looking’ Faculty of Education. It entered into a contract with the government of
Mauritius to upgrade the qualifications of 50 teachers in Physical Education and Design
and Technology. Faculty of Education staff travelled to Mauritius to deliver the courses
which were considered highly successful. This provided the incentive to consider
similar projects with the Philippines, Malaysia, Korea and Japan.904 Once again, the
emphasis was on improving professional preparation.

Consolidation through Teacher Preparation
By 1999 the growth of Edith Cowan University necessitated a review of its academic
organisation. The previous six schools were collapsed into three: Communications,
Health and Science; Community Services, Education and Social Sciences; and
Business, Legal Services and Public Administration. The working party charged with
reporting on this new configuration was asked to base its recommendations on strategic
and marketing opportunities, opportunities for growth and consolidation, opportunities
for research synergies, financial implications, strengthening the professional focus of
programs, and some degree of balance in the size of the faculties.905
The consequence of the restructure was that the Faculty of Education became
the School of Education within a much bigger faculty. While this might have provided a
timely opportunity to re-evaluate the ‘training for competent practitioner’ approach
which had persisted over the first ten years of the University, the changes made within
the study of Education continued to be minor and showed restraint. While this situation
can, in part, be explained by the strong cultural inheritance from the teachers’ colleges,
it also reflected a trend regarding teacher preparation courses throughout Australia. A
criticism of teacher preparation programs in universities nationally between 1970 and
the late 1980s was that they were ‘too academic’ in their orientation, ‘out-of-touch’ with
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current practice and recent research, and more interested in theory than practice. It was
further claimed that university graduate courses in teacher education served the needs
and interests of university staff rather than addressing teachers’ needs.906 The reaction to
such criticism was an attempt to develop competency frameworks which reconstructed
‘teacher education’ from that of being “professional education” to being ‘teacher
training’, or in Knight’s terms “training for competent practitioners”. The Federal
Government subsequently investigated the quality of teacher preparation programs and
while it rejected an ‘apprenticeship model’ it did support partnerships between schools
and universities, linking theory to practice, flexibility of programs to change the mix
between theory and practice, and the development of courses which were more relevant
and responsive to teachers’ professional and developmental needs.907 The implication
for teacher preparation was that it should remain focused on practice rather than on
theory, on teaching subject content rather than on foundation studies such as sociology,
history or philosophy of education, and on demonstrable teaching competencies rather
than academic credentials.908 Within this context, the approach to teacher preparation
which was already firmly established within the study of Education at Edith Cowan
University, appeared compatible with the government’s economic and political agenda
which focused on quality outcomes, targets, competencies, generic skills, preparation
for employment and ‘doing more for less’.909 Thus the emphasis on the ‘competent
practitioner’ approach remained throughout the late 1990’s although there were some
structural and content changes to some programs.
In response to the introduction of double degrees in universities throughout
Australia, the School of Education developed a double degree program for teacher
preparation. Initially this was restricted to the Bachelor of Arts (Education)/Bachelor of
Science,910 but subsequently the Bachelor of Arts (English and Social Science),
Bachelor of Business, Bachelor of Communications, Bachelor of Design, Bachelor of
Creative Arts, Bachelor of Social Science and Bachelor of Social Science (Youth,
Health and Physical Activity) were all offered in the double degree teacher education
program.911 The first three years of the combined degrees focused on the discipline
studies, while the the fourth year consisted of Education Studies (six units), Curriculum
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Studies (six units), an Assistant Teacher Program, Information Technology, Literacy
across the Curriculum, and a research unit.912 The Bachelor of Education was also
offered in Special Education, Teacher Librarianship, Art and K through Primary.
Teacher preparation continued to be offered through graduate diplomas
constructed around core units and curriculum specialisations. The core units had a
blend of pedagogy, educational psychology, curriculum design and educational
administration, which provided instruction in lesson planning, teaching skills and
strategies, classroom organisation and management, instructional media, learning
theory, educational theory in decision-making, structure and organisation of the school
system and catering for individual differences, with a major emphasis on how these
areas related to teaching practice experiences.913 In keeping with national priorities, the
School of Education embarked on a vigorous campaign to manage the teaching practice
through the development of partnerships with schools.
Professional development programs were also maintained. For example, a twoyear Associate Degree in Arts Training and Development was introduced with
advanced standing into second year being given in recognition of prior learning. The
second year of the course consisted of eight units; ‘instructional skills for trainers’,
‘identifying training needs’, ‘developing training programs’, ‘training issues in
Australia’, ‘evaluating training’, ‘competency-based training’, ‘technology and training
materials’ and ‘managing training’. This program articulated with the three year
Bachelor of Arts (Training and Development) program.914 Another initiative was the
Diploma for Teacher Assistants, the main focus of which was to develop an
understanding of the nature of the role of the teacher assistant in line with changes in
curriculum and assessment requirements, and to equip graduates with the skills to work
collaboratively with teachers while still operating autonomously. It was offered on
weekends, with students completing fourteen core units and two units in a
specialisation.915 It was anticipated that enrolments in the course, which had previously
been offered at TAFE Certificate Level, would “generate significant income” for the
School of Education.916
Fee-paying graduate certificates in learning difficulties, middle schooling,
school leadership, career development, professional learning, post-compulsory
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curriculum studies, special education, early childhood studies, TESOL, behaviour
management, literacy education and tertiary teaching were also introduced between
2004 and 2007.917 These short six-month courses were designed to enhance the
knowledge and practice of teachers in their schools. A Graduate Diploma in
Instructional Design was also introduced as the School of Education looked for
opportunities to generate further enrolments.

Major employment opportunities for

graduates of this program were large corporations in the mining, oil, manufacturing and
banking industries which had increased their investment in on-line interactive training
and performance support systems, large professional production houses in educational
multimedia development, and private and government service agencies. This initiative
was also motivated by the “income earning potential”.918 The need to generate funds
could also be seen in the changes in higher degree provision at the time. 919 For example,
while a new masters degree in Strategic Human Performance Improvement sustained
the emphasis on professional practice, its focus was wider than just the education sector,
as indicated by the course description which stated:
… a professional degree with appeal to practitioners in the fields of
Human Resource Development and Human Performance Improvement.
Graduates will be positioned to take a leading role in these fields in both
government and private enterprises.920
The course focused on adult learners, life long learning, effective team environments
and emotional intelligence, and it was hoped that students from other professions would
find it relevant. Masters courses in Applied Linguistics and Career Development were
also introduced,921 the latter reflecting the impact on career management of a new
professional competency framework for teachers in Western Australia. By the end of
this period, however, in an effort to rationalise resources, the specialist masters degrees
were replaced with a more generic masters by research or coursework. The most
prominent of these was the Master of Education which was intended to support
graduates in their professional advancement as teachers, leaders and administrators.922
Students completed an introductory unit in research methodology and an advanced
seminar unit and then selected units from those offered within the areas, of ‘behaviour
management’, ‘learning difficulties’, ‘literacy education’, ‘school leadership’, ‘special
education’ and ‘TESOL’.
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The pressure to rationalise also impacted on the research activities within
Education. The University’s strategic plan 1998-2002 had focused on the importance of
building a research profile, and the following commitment was made:
The university will encourage and reward researchers for their
involvement in research and development activities which foster links
with industries and professions, especially those in which the university
is a major provider of professional education.923
Consistent with this commitment to professional education the School of Education
introduced a Doctor of Education degree in 2003. Its aim was as follows:
This is a forward looking course with a strong orientation towards
development of skills required by educational institutions at the cutting
edge of educational and social change. The course prepares students for
leadership roles.924
This professional doctorate was in part a response to the concern expressed by
employers and students about the real outcomes of post-graduate research training. In
keeping with its ‘training for competent practitioner’ approach, the School of Education
recognised that a professional doctorate would be more relevant to industry and
professional needs than the traditional PhD degree.925 To reduce costs, the same range
of specialisations was made available as those in the Master of Education.926
Nevertheless declining student numbers in the EdD program forced a reconsideration of
its viability, and in 2008 it was discontinued.
The work of the research centres was reviewed for similar reasons. While a new
research centre, the Centre for Schooling and Learning Technologies was established,
the Primary Mathematics Research Centre and Professional Standards Group were
discontinued. Whilst the new centre was evidence of a contemporary and practical
approach to research, the closing of other centres indicated the need to restrict activities
to those which were economically viable.927

Conclusion
The construction of Education as an area of study at Edith Cowan University was based
on a ‘competent practitioner’ model underpinned by an “instrumental approach to
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education and teacher education”.928 The origins and perpetuation of such an approach
can be attributed to a number of factors. The first factor was the cultural inheritance of
the curriculum from the teachers’ colleges which were dominated by a technicalpractical orientation due to the influence of the State Education Department and the
Teachers’ Union, both of which supported a practical preparation for teachers.
Furthermore, the legacy of conservative leadership and long-serving staff provided little
stimulus for a new approach.
Another factor contributing to the maintenance of the ‘competent practitioner’
approach to the study of Education was the wider political and educational climate
within which the University emerged in the 1990s. At this time educational change was
influenced by the principles of economic rationalism, and competency-based
frameworks were developed by way of ensuring accountability. Within this climate ‘a
competent practitioner’ approach to teacher preparation seemed entirely appropriate.
Chadbourne suggests that the ready acceptance of such a model can be explained by
four propositions.929 The first is that there have been relatively few changes in teacher
education for over 140 years and the changes which have occurred have been structural
rather than cultural. The second is that teacher educators in Australia are more likely to
be ‘change-takers’ rather than ‘change-makers’, which means they tend to be reactive
rather than proactive in making curriculum decisions; this is a legacy of the ‘trainingon-the-job’ model of teacher preparation which lingered for almost 100 years. Thirdly,
teacher education institutions are conservative in their approach to change, resulting in
incremental rather than radical reform. Finally, there is a great deal of talk about teacher
education reform in Australia, but little action.930 Given these characteristics it is not
surprising that a technical, competency-based approach to teacher preparation was
sustained at Edith Cowan University long after the demise of the teachers’ colleges.
A further factor which contributed to the preservation of the ‘competent
practitioner’ approach was the difficulty in establishing higher degree studies due
initially to the lack of staff with higher qualifications, and later to the difficulty in
maintaining student enrolments. Although there was an attempt to develop both masters
and doctoral level programs, this can be viewed as a brief ‘flirtation’ with the notion of
the ‘educated professional’ since, in time, there was a return to a focus on the
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‘competent practitioner’. This reversion can be explained in part by the cultural
inheritance as outlined above, but also by market forces which demanded a more
‘entrepreneurial orientation’, and the agency of Vice Chancellor Millicent Poole931 who
determined that if the University was to thrive as an institution, including in the
provision of studies in Education, it would need to identify and concentrate on what it
perceived it was best at, and for which there was a market.932 In the face of limited
financial resources and competition for post-graduate students (a situation which was
exacerbated by the establishment of University of Notre Dame Australia), it is not
surprising that the preparation of ‘competent practitioners’ remains the focus of the
study of Education at Edith Cowan University at the present time.
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CHAPTER SEVEN
THE CONSTRUCTION OF EDUCATION AT
THE UNIVERSITY OF NOTRE DAME AUSTRALIA
Introduction
Following the passing of State legislation, The University of Notre Dame Australia Act
1989, the University of Notre Dame Australia, was established as a private Catholic
university under the regulation of a Canonical Statute of the Archdiocese of Perth. This
chapter examines the way in which Education as an area of study was constructed at
this institution. While in the two previous chapters it was noted that the construction of
the study of Education at both Edith Cowan University and Curtin University of
Technology was influenced by the cultural inheritance of their antecedents, this was not
the case for the University of Notre Dame Australia. Here, as at The University of
Western Australia and Murdoch University, the establishment of a new institution
meant there was an opportunity to construct the curriculum to achieve specific goals.
Teaching began at the University of Notre Dame Australia in 1992. As the only
private university in the State it was expected that it would be “unusual in Australian
Education” since it combined “financial independence, a Catholic ethos, a city-centre
location and academic programs which aimed to broaden students’ horizons rather than
restrict them”.933 While this suggests that the new University would adopt a liberal
approach to its academic program, in fact a mainly pragmatic and vocational focus
emerged. This was partly in order to attract initial enrolments; at this time there was
considerable competition for students between the universities in the State, although
Notre Dame was in a unique position to attract Catholic students from the growing
number of Catholic secondary schools.
Historically Catholic education in Australia has been concerned primarily with
the teaching of religion and providing an education which would enable Catholics to
improve their social standing.934 Up to the late 1960s the majority of teachers in
Catholic schools were members of religious orders whose preparation for teaching was
part of their religious education. In time a number of teachers’ colleges were established
for the preparation of Catholic teachers, but not in all states, including Western
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Australia. In the 1980s, however, Western Australia experienced an economic boom.
By this stage many Catholics had been highly successful and had moved up the social
ranks.935 This led to greater attention being directed to the perceived importance of
maintaining Catholic school education in the State, highlighting the need to prepare
teachers for Catholic schools and stimulating interest in the establishment of a Catholic
University in Western Australia.
Education Studies was seen as a key area to be promoted within the envisaged
university. The model for this area of study which emerged reflected the ‘traditional’
nature of Catholicism that existed in Australia from the beginning of the arrival of the
religious orders in the nineteenth century. This tradition leaned more towards a
pragmatic approach to education rather than being influenced by some of the older
traditions such as the intellectual tradition of the Jesuits, the panthaeistic tradition of the
Franciscans, or the Ursuline pedagogical tradition that emphasised the promotion of the
child’s intrinsic interest.936 By pragmatic, what is being referred to in the first instance,
is the importance of producing teachers as a priority, as opposed to concurrently
promoting higher degree studies. Secondly, the term pragmatic refers to a focus on
‘training’ to meet immediate needs, rather than emphasising more intellectual
approaches to teacher preparation. Furthermore, the somewhat authoritarian tradition
from nineteenth and twentieth century Australian Catholicism was reflected in the fact
that engagement in studies of Catholic theology and Catholic ethics was prescribed
rather than being made optional. All of this would seem to indicate that while the
Catholic Church in Western Australia was, as elsewhere, affected greatly by the
liberalising influence of the Second Vatican Council (1962-65), it stabilised more rightof-centre than left-of-centre.
The argument outlined above will now be developed throughout the remainder
of this chapter which is in three parts: the first provides an overview of Catholic
education in Western Australia; the second examines the establishment of the
University of Notre Dame Australia; and finally, there is an exposition on the
construction of Education as an area of study at the University.

Catholic Education in Western Australia
The Catholic Church has a long history of involvement in education which be traced
back to the Middle Ages when the Church and the State cooperated in the provision of
935
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education for the clergy in Cathedral schools. These institutions were seen as “centres
of creativity and dissemination of knowledge for the good of humanity”.937 While the
main focus of the curriculum was on religion, some instruction was also based on the
‘trivium’ and the ‘quadrivium’ and to training in philosophy. However, following the
Renaissance and the Reformation, and the loss of the Papal States, the Church
determined to re-establish its spiritual power. It set out to expand educational provision
for the masses, adopted a very authoritarian approach to education, and placed a major
emphasis on the teaching of religion in its schools. Indeed, schools were seen as
instrumental in the “Church’s project aimed at increasing its influence and control over
its ‘flock’”.938
The Catholic schools, which originated in the 1830s in Australia, were staffed
mainly by Irish brothers, nuns and priests who were members of religious orders.939
Their main purpose was to provide primary schooling for Catholic emigrants, many of
whom were poor, although they also provided some secondary school education for
those who could afford to attend. While the Catholic schools adopted the various syllabi
prescribed by states, they were, at the same time, able to provide religious instruction
and develop a religious environment within their schools.

During the 1940s, an

increase in the population and the school leaving age precipitated large classes which
required Catholic school teachers to adopt rigid discipline techniques and strict routines.
Most of these teachers were nuns940 and often their only preparation for teaching was
within the convents in which they received their religious training. By the 1950s, with
the growth of Catholic secondary schools which prepared students for the public
examinations and further education, there was a weakening of the connection between
being Catholic and being poor. Indeed, Catholic schools had been successful in
providing an opportunity for Catholics to achieve improved financial and social status.
As the number of Catholic schools increased during the 1960s it was no longer
possible to staff them solely with teachers from the religious orders, and lay teachers
began to be employed. At the same time, the Federal Government began to allocate
public funding for non-government schools which provided much needed assistance to
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Catholic schools which were now faced with paying teachers.941 Simultaneously, the
Second Vatican Council which held its deliberations between 1962 and 1965
precipitated a “movement away from the legalistic following of institutional rules and
regulations to a concern with how Christians were to live fully human and liberated
lives”.942 This new approach to Catholicism was accompanied by a decline in numbers
in the religious orders, a trend which gained momentum over the next thirty years, not
just in Australia, but also throughout the USA, England, Wales, Ireland, and New
Zealand. This created an even greater demand for lay teachers.
Catholic education in Australia was encouraged further by the State in the 1970s
when the Federal Government agreed to raise the per capita funding level of Catholic
schools and make available grants for special projects. This enabled Catholic education
to emerge from its restrained past with new administrative structures, greater parental
involvement, more lay teachers, a revitalised school curriculum and a pedagogical shift
away from passive acceptance of what was taught to one of engagement in debate and
discussion about contemporary issues. This situation raised the question of what
constituted an appropriate preparation of teachers for Catholic schools.
In some religious orders, nuns had for many years been given a “crash course in
very basic primary school teacher training for four to six weeks” which included
instruction in how to teach mathematics, reading and spelling.943 This was followed by
a short period, approximately two months, of working with teachers in schools prior to
being allocated a class of their own. From the 1920s onwards the male religious orders
adopted formal teaching preparation of their members, either by establishing their own
teachers’ colleges, by attendance at a college run by another order or by the state
government, or by enrolling in a university course. Some of the male and female orders
had their own colleges and some encouraged a few members to attend university
courses, after which they would be expected to instruct others.944 Within the teacher
training colleges run by the religious orders, the curriculum included instruction in the
subjects to be taught, the psychology and history of education, and teaching methods. It
also included observation of lessons and teaching practice in the form of the ‘criticism
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lesson’.945 Of particular importance, in addition to this pragmatic preparation for
teaching was ongoing theological and spiritual development.
While such formal preparation was provided in a number of Australian states
from the 1920s onwards, in Western Australia there was no dedicated college for
preparation for teaching in Catholic schools. Therefore, by the 1970s, when there was a
transformation in Catholic education as outlined above, interest in providing specialised
preparation for Catholic teachers began to grow, especially for lay teachers.
Simultaneously with the general shift nationally to university preparation for teachers,
attention was turned to the prospect of establishing of a Catholic university in Perth.
Over 30 years earlier there had been a serious attempt to open a private
university in Australia with the proposal for a Catholic institution in Sydney in the late
1940s. However, there was significant opposition from both the Church and the
community, and the proposal was abandoned.946 Since the population was contented
generally with the quality of university education already available, there was little
interest in supporting Catholic universities. It was not until the mid 1980s, when the
higher education sector expanded with an influx of international students and sources of
private funding emerged, that interest in the option of private universities grew.947As a
result of a property boom, discussions regarding ‘entrepreneur-led’ private universities
attracted significant attention. However, there was little support from Federal education
ministers who made their views on the matter of public funding for private institutions
quite clear by tolerating their existence but refusing to fund them.948 Despite this
negative climate, a number of private institutions emerged. One of these was the
Catholic University of Notre Dame Australia.

The Establishment of the University of Notre Dame Australia
Discussion concerning the establishment of a Catholic university in Western Australia
gathered momentum in the late 1980s. In particular, the realisation that there was no
structure within which to prepare lay teachers for service in the growing Catholic school
system, or health care workers for the established Catholic hospital system, highlighted
the need for such an institution. Further impetus was provided by a prominent Catholic
and entrepreneur in Perth, Denis Horgan who promised $30 million worth of property in
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the suburb of Fremantle approximately 20 kilometres south of Perth.949 Horgan,
however, suffered severe financial difficulties in 1989 and the project had to be rescued
with financial support from the State Government, a move which created tension within
the higher education sector in Western Australia. Nevertheless, the project went ahead
and the University was established under The University of Notre Dame Australia Act
1989 which identified its main objectives as follows:
(a) the provision of university education within a context of Catholic faith
and values; and
(b) the provision of an excellent standard of(i) teaching, scholarship and research;
(ii) training for the professions; and
(iii) pastoral care for students.950
What eventuated was a small private university which existed on the margins of the
higher education system.951
A Planning Committee was established and following its extensive research into
Catholic universities, discussed a number of models for the University of Notre Dame
Australia. In particular, advice was sought from the University of Notre Dame United
States (NDUS), which had the reputation of being a successful and prestigious Catholic
university. There were some who questioned the suitability of NDUS as a model due to
claims that some of its staff, activities and organisations were not in harmony with
Catholic doctrine.952 Furthermore, the study of Education was not included in its
curriculum. Nevertheless, Father Frank Malloy from NDUS was invited to advise the
Planning Committee. A major factor which influenced the Committee was the
recognition that although they had the freedom to shape the University as they wished,
in the absence of recurrent public funding the University would be reliant on support
from stakeholders and would therefore need to demonstrate relevance and excellence in
all of its endeavours.953 Accordingly the Committee shaped a vision statement for the
University which emphasised that it would be:
Independent, excellent and with an emphasis on service to humanity, the
University of Notre Dame Australia aims to become a great university of
which all Australia will be proud.954
An implementation program was developed in line with this vision and the objectives of
the University, and funds were provided from the Archdiocese of Perth and the Catholic
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Education Commission of Western Australia. Following the refurbishment of buildings
which were acquired in Fremantle 20 kilometres south of Perth, the University opened
for business in 1992 under the direction of the foundation Vice Chancellor, Professor
David Link, previously the Dean of the Law School at NDUS. Approximately 80
students attended in the first year, all of them post-graduate students in the College of
Education (since undergraduate courses were still in the planning phase). Four further
colleges were planned for gradual implementation in the areas of business and
management, law, medicine and health sciences, and arts and sciences.
Initially, the University of Notre Dame Australia planned to concentrate on
undergraduate education with a focus on professional preparation in areas such as
teaching, nursing, physiotherapy, accounting, law, medicine, psychology and
behavioural science. In particular, its work in education and health sciences was seen as
consistent with the mission of the Church of Australia, while its small size was
consistent with its aim of “ensuring that as far as possible, students receive a
personalised, high quality education in a caring and friendly learning environment”.955
It was also committed to producing ‘industry ready’ graduates.
The academic organisation of the University was based on colleges of study and
as its programs diversified, schools were established within the colleges. The colleges
served as an administrative structure rather than as teaching and research units and their
function was to coordinate the activities of the schools across the campus and later
between the Broome (2 000 kilometres north of Perth) and Sydney (5 000 kilometres
from Perth on the east coast of Australia) campuses when they were established. Each
college was to be under the guidance of an Executive Dean who would oversee the
work of the schools within the college. By 2000 Notre Dame had established five
colleges - Law, Health, Business, Education and Theology, and had identified its
goals.956 By 2007 it had expanded to the current eight colleges of Arts and Science,
Business, Education, Health Sciences, Law, Medicine, Nursing, and Philosophy and
Theology.957
Student numbers also increased over time. In 1994 undergraduate studies were
established, a study abroad program was set up and the Broome Campus was opened.
Enrolments for that year included 116 post-graduate students, and 335 undergraduates.
The University developed a selection process for undergraduate admission which drew
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on a range of information about prospective students, including academic performance,
personal qualities, a written recommendation from the secondary school, personal
referees, and a statement from the applicant. Similar information was required for
graduate admission. All prospective students were also interviewed during the
admission process. As part of the study abroad program the University also hosted
approximately 50 students each year from NDUS.
The curriculum of the University
of Notre Dame Australia
By 1995, the University of Notre Dame Australia had clearly articulated its academic
goals. They were as follows:
1. To provide through teaching, pastoral care and personal development
for the total education of its students.
2. To Support an academic community noted for excellence in teaching
and research in major academic disciplines and the learned professions.
3. To support the role and work of the Church in Australia and other
countries helping to meet its needs for special training in particular areas
of service (for example education, health, welfare, law, management,
theology).
4. To make a special contribution to the economic and social
development of Australia.958
In order to meet these goals and sustain the commitment to the Catholic faith, the notion
of a ‘core curriculum’ of the University was instituted. It included units in ‘theology’
and ‘ethics and philosophy’ for undergraduate students, and in ‘theology’ and ‘ethics’
for post-graduate students.959 These core curriculum units were intended to sustain the
“context of Catholic faith and values”, provide a liberal education base for a wide range
of professional courses, provide a setting in which moral and social issues could be
discussed and “complement the service and social justice education units” which many
students included in their course of study.960
The ‘introduction to theology’ unit was intended to engage the students in a
study of the Judeo-Christian tradition, significant moments in Christian history, and the
influence of the Catholic Church. Central theological themes to be explored included
“the nature of God, creation, evil, covenant, sin, suffering martyrdom, resurrection and
the Church”.961 It was expected that through the study of this core unit students would
appreciate the impact of Christianity on every sphere of life including politics, law,
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literature, science and business. In ‘introduction to philosophy’ the students were to be
introduced to different ways of thinking as a basis to developing skills in critically
evaluating

arguments.

Areas

of

study

included

epistemology,

metaphysics,

philosophical anthropology, aesthetics, and the history of philosophy. The ‘introduction
to ethics’ unit was intended to engage the students in the study of ethics as an academic
discipline, with an emphasis on considering how to make judgements about right and
wrong. At the Broome Campus, situated in a traditional Aboriginal setting, two
additional core units, ‘Spirituality and the Challenges of Reconciliation’ and
‘Aboriginal People’ were offered for students.962
In addition to the core curriculum, which, as has already been noted, was for all
students regardless of their main areas of study, the University of Notre Dame Australia
was also concerned to integrate the promotion of ethical behaviour and standards
throughout its courses. In order to achieve this, it engaged in regular consultation with
the professions, industry and employers to identify professional expectations of its
graduates. This highlighted the importance attached to professional relevance in
developing the curriculum at Notre Dame, especially in the colleges which were
primarily centres for professional education.
In each of the colleges, students were able to combine their professional
specialisation with optional studies in the College of Arts and Science as the basis to the
more the liberal aspect of their education.963 Furthermore, the University of Notre Dame
Australia also encouraged students to take an interest in community service groups.
This component of the curriculum was designed to develop in the students a sense of
professional ethics which would set them apart from graduates from other institutions.
The emphasis on professional ethics was complemented by the spiritual
development of students and staff. In summary as a Catholic university Notre Dame
Australia encouraged the integration of ethical and faith issues into teaching by
supporting social justice education, by introducing service learning options, by
encouraging a sense of community through clubs and recreational activities, by
emphasising pastoral care for both staff and students, and by being openly Catholic.964

The Study of Education
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Teaching began in the College of Education in 1992. Initially it offered only postgraduate courses as the College of Arts and Science, which would provide instruction in
the subject matter for intending teachers, was yet to be established. The largest initial
program was the one-year Diploma in Education for secondary teaching (31 students),
followed by the Master of Educational Leadership (29 students), the Master of
Religious Education (13 students), the Master of Education (two students) and the
Master of Philosophy (one student). Four students were enrolled in the Doctor of
Philosophy. In the following years, the College offered an expanded range of courses
which included the preparation of beginning teachers, professional development for
practising teachers, and studies in higher education for experienced educators and
leaders.
The first Dean of the College of Education was Associate Professor (later
Professor) Tony Ryan who was supported by three full-time and three part-time staff. A
further ten teachers from Catholic schools provided instruction in subject methods.965
As the course offerings diversified, staff numbers grew and two schools were
established within the College of Education. These were the School of Teacher
Education and the School of Religious Education.966

Initial Teacher Preparation
From the outset the main focus of the School of Education was teacher preparation, in
which it aimed to provide “teacher training” which was “rigorous, enjoyable and
purposeful”.967 The initial course offered was the one-year Graduate Diploma in
Education, and subsequently a three-year Bachelor of Arts (Education), and a Bachelor
of Education (Conversion) were introduced. Later a four-year Bachelor of Education, a
four-year combined Bachelor degree program (Education with Arts, Science and
Behavioural Science) and a two-year Master of Teaching program were also introduced
as the three-year course was phased out. Each of the programs initially offered
preparation in early childhood, primary or secondary education, and later the Bachelor
of Education also included middle school, vocational education, community education,
early childhood leadership and special needs specialisations.968 The introduction of
additional specialisations within the Bachelor of Education program indicated
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responsiveness to the educational needs of schools.969 For example, the Bachelor of
Education (Vocational Education) was inspired by the “growing need for teachers of
vocational education subjects in schools to be better skilled to deliver work based
training programs”.970
The Graduate Diploma in Education for primary and secondary teaching
consisted of compulsory coursework (eleven units) and fifteen weeks of teaching
practice. The coursework included the core curriculum units (as outlined above) and
studies in ‘learning and curriculum theory’, ‘teaching methods’, ‘curriculum
specialisations’ and ‘teaching practice’, representing a blend of general pedagogical
units with more specific curriculum units.971 The extended period of teaching practice
was designed to “facilitate meaningful integration of theory with practice and is more
than simply an opportunity to undertake teaching practice”.972 The teaching practice
was interspersed throughout the year and included observation days, followed by a twoweek practicum, and finally a ten-week placement, all undertaken in the same school.
An interesting and unique feature of the early Diploma in Education program at
Notre Dame was the ‘integrative colloquium’ following the teaching practice. This
provided an opportunity for students to bring together the theoretical and practical
components of the course. Each student was required to prepare three discussion papers
which reflected on their year’s experience and to present these to a panel of staff for
discussion as part of the examination process.973 Although this was an attempt to
develop academic rigor into the program, it was discontinued in the late 1990s when it
was no longer economical to manage with increased student numbers.
The three-year Bachelor of Education in primary teaching provided for a general
first-year of study in the College of Arts and Sciences, followed by two years with more
professional specialisation and teaching practice. This was consistent with the School of
Education’s aim of developing “primary teachers who have a strong general education
as well as requisite teaching knowledge and skills”.974 Complementing the year of
general studies and the core curriculum units were Education units in ‘psychology of
education’, ‘classroom management and communication’, ‘social and philosophical
perspectives on schools and classrooms’, ‘theory and practice of teaching and learning’,
‘necessary elements of Catholic schools’ and a suite of curriculum units including
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‘primary religious education’, ‘mathematics’, ‘language’, ‘social studies’, ‘science and
technology’, ‘physical education’, ‘creative practical arts and music’ and ‘special
education’.975 Students could also elect to study units leading to accreditation for
teaching religious studies which was, of course, consistent with its mission to prepare
teachers for Catholic schools. The final component of the course was the teaching
practicum.
The four-year Bachelor of Education (Conversion) course served two purposes.
First, it provided an opportunity for three-year trained teachers, or those wanting a
refresher course, to upgrade their qualifications in particular areas such as information
technology and Aboriginal education.

976

Secondly, it was offered to undergraduates

who wished to transfer, before completing their degree in a particular discipline, into a
course leading to a professional teaching qualification.
The four-year initial teacher preparation courses were constructed around the
components of core curriculum units, education units, elective units, specialisations and
practicum. The core curriculum units in ‘theology’ and ‘ethics and philosophy’ were
distributed over the four years of undergraduate courses, as was a communication
literacy module which included ‘information literacy’, ‘academic writing’ and
‘introduction to ICT for teachers’.977 The education units included a blend of theoretical
and classroom-related topics relevant to early childhood, primary or secondary
education offered in areas such ‘developmental psychology’, ‘introduction to teaching
skills’, ‘creating learning environments’, ‘foundation of literacy’, ‘principles of
religious education’, ‘catering for students with special needs’, ‘working with
indigenous children/adolescents’, ‘professional responsibilities of teachers’ and
‘principles of religious education’.978 For students preparing to be secondary school
teachers, additional units in the school curriculum subjects were included.979
Specialisations were offered to provide an opportunity to develop depth of
understanding in a curriculum unit through the study of four units in the chosen
specialisation. For students preparing to be primary school teachers these included
‘mathematics’, ‘science’, ‘Italian teaching method’, ‘theology’, ‘English’, ‘society and
environment’ and ‘special needs’, while secondary preparation included units related to
their major teaching area. Electives (for primary students only) provided students with
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an opportunity to take additional units from the specialisations, or to take any unit
chosen from any school of the University.980
The practicum component was central to the teacher preparation courses. In
particular, the Bachelor of Education included ten weeks of school placement in each
year, with the exception of first year, during which students attended schools for two
weeks only. A total of 32 weeks in schools was claimed to be “far more than that
offered by similar courses elsewhere”.981 In order to facilitate the large practical
component, the University developed a close partnership with the educational
community, particularly with the Catholic schools in Fremantle and the surrounding
areas. Partnership schools were required to nominate a staff member to work closely
with the University staff and students and to provide both formal instruction in
curriculum and teaching methods, and supervision of the teaching practice.982 This was
consistent with the ‘pragmatic approach’ to teacher preparation, which was justified as
follows:
Above all schools want new teachers who are able to relate to young
people and who have mastered the techniques of teaching. One of the
main ways in which you can develop this mastery is through close and
frequent contact with a school. An emphasis on the practical is one of the
keynotes of the course.983
For those students placed in Catholic schools for their teaching practice, this was also
meant to provide them with the opportunity to develop an understanding of how the
Catholic ethos was integrated into the curriculum both within and beyond the
classroom.
In 2001, the School of Education introduced a Master of Teaching course which
was a two-year initial teaching qualification for graduates.984 The stimulus for the
course was the growing concern that the Diploma in Education was a very compressed
and therefore stressful course for students. The two-year course allowed students to
have a more measured experience by providing opportunities for greater depth of study
in their subject discipline and more time in which to undertake and reflect on their
school placement. Therefore, a central component of the course was 24 weeks of school
experience spread over three placements.985 The course drew on units already available
and included the core curriculum, education units, curriculum methods and
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specialisations.986 Six years later, in 2007, in line with a national trend, the School of
Education introduced a combined Bachelor of Arts/Graduate Diploma of Education and
Bachelor of Science/Graduate Diploma of Education for secondary teaching. The main
aim of the combined courses was to provide better academic preparation in the
discipline to be taught in schools and better practical preparation through 22 weeks of
school experience.987
Generally speaking then, the teacher preparation programs at the University of
Notre Dame displayed a ‘pragmatic approach’ which provided students with the
required knowledge and skills in addition to an induction into theology, philosophy and
ethics as would be expected in preparing Catholic teachers for Catholic schools.
Generally speaking there has been minimal change in the units offered in the
subsequent years and, where possible, new courses have been designed around existing
units of study. Minor adjustments have been made from time to time, such as the
inclusion of units in ‘outcomes-based education’ and ‘catering for individual
differences’ in order to keep abreast with local educational practices.988 Overall, the
hallmarks of initial teacher preparation at the University were stability, relevance,
practical competence and professionalism within a religious context.
Professional development,
higher degrees and research
The School of Education at Notre Dame supported the further education of teachers
through a number of pathways. Graduate certificate courses enabled teachers to up-skill
by studying four units which could later be upgraded to a master of education. Graduate
certificates were available in Curriculum, Early Childhood, Leadership and
Management, Special Learning Needs and Religious Education. These specialisations
were particularly appropriate when viewed within the context of changes in the school
curriculum in Western Australia, the increased demand for early childhood and special
needs teachers, and the increased focus on the role of principals in facilitating change in
schools. In 2006 the additional specialisations of Aboriginal Education, Learning
Technologies and Vocational Education were made available. However, due to low
enrolments these were short-lived and were discontinued in 2007.989
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Each of the graduate certificate courses offered a suite of relevant units. In
Curriculum the focus was on ‘curriculum planning’, ‘assessment and evaluation’,
‘issues in education’ and ‘curriculum for indigenous students’, ‘gifted students’ and
‘inclusive education’. The Early Childhood Certificate included a focus on ‘curriculum
design for early childhood settings’ and ‘creative and supportive environments for early
childhood students’. Leadership and Management incorporated ‘schools and the law’,
‘industrial relations’, ‘models of leadership’, ‘school improvement’ and ‘ethical
leadership’ into a course for professionals wishing to develop their leadership skills.
Special Learning Needs examined ‘behaviour management’, ‘learning difficulties’,
‘teaching students with autism’ and ‘inclusive education practices’.990
The Graduate Certificate in Education (Return to Teaching) was a refresher
course for teachers who had been out of the classroom for an extended period, and was
justified as follows:
For many reasons teachers who have been out of the classroom for a
great deal of time become anxious about returning. This is especially true
at a time where we are experiencing a great deal of reform in Western
Australian curriculum and when there has been so much debate about the
reform itself. This course will allow teachers to return to the classroom
with state of the art knowledge and renewed confidence.991
Similarly, initiatives in the areas of literacy, numeracy, information technology literacy
and pedagogy had resulted in significant changes within classrooms. In preparation for
these changes, the course included studies in the categories of ‘general curriculum’,
‘planning’, ‘specific curriculum’ and ‘professional study’. This was a timely initiative
given the escalating shortage of teachers in Western Australia at the time.
In addition to the graduate certificate courses, the one-year Master of Teaching
Conversion provided secondary teachers with an opportunity to gain “practical training”
for working in the primary schools.992 The course included instruction in the primary
curriculum areas, information technology for teaching and learning, and pedagogy for
primary learners.993
The School of Education at the University of Notre Dame Australia also offered
higher degree studies through both a masters degree and professional doctorate
program. The masters degree could be undertaken by coursework, coursework and
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dissertation, or by research. The coursework component included the core curriculum
units in ‘theology and ethics’ and compulsory education units in ‘contemporary issues
in education’ and ‘research methodology’. Students could then choose four units from
the specialisations of ‘Aboriginal education’, ‘curriculum’, ‘early childhood education’,
‘leadership and management’, ‘religious education’, and ‘special learning needs’ and
one elective.994 Each of these specialisations offered a range of units995 which engaged
the students in advancing their knowledge in the field, addressing contemporary issues
and posing related questions.996 Not surprisingly there was a strong emphasis on
religious education and while the units did vary somewhat over the years, again, there
was a sense of stability in course offerings in the School of Education.
A Doctor of Education degree was also introduced with the aim of making
strong connections between professional and academic knowledge by encouraging
candidates to generate research related to questions or problems relevant to the
workplace. Four coursework units in ‘applied research and evaluation methods’, ‘ethics
for professional practice and research’, ‘developing a research proposal’ and ‘scholarly
writing and publication’, provided the foundation for the subsequent research and
thesis.997 In this, as in the other higher degree programs, the same features of
pragmatism and ethical professionalism which were characteristics of the study of
Education at the University of Notre Dame Australia, again manifested themselves.
The research activities of the University Notre Dame Australia were slow to
develop due to its small size, young staff and initial focus on undergraduate courses.998
The University had argued its case for extra support for research initiatives in the light
of these circumstances, claiming that its research activities had been not just limited, but
indeed “hampered” by the lack of Federal government support.999 It further claimed that
Federal government initiatives lacked the “flexibility to mobilise the research potential
of the small developing universities”.1000 In 2004 Notre Dame Australia received the
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least amount of research funding of any university in Australia earning $157 030, which
was half of its allocation in the previous year.1001
The research activities of the School of Education were similarly affected by the
size, age and undergraduate focus of its activities, despite the leadership in this area of
the Dean, Tony Ryan. His strong commitment to research activities was evidenced by
his long involvement with organisations such as the Australian Council for Educational
Research (ACER) and the Western Australian Institute for Educational Research
(WAIER). He had held various executive positions in WAIER over a twenty year
period during which time he served as a delegate to the ACER. Although he encouraged
the staff to pursue their research interests in fields such as literacy issues, religious
education, ICT integration and tertiary level teaching, the major focus of their activities
continued to be the preparation for professional service, with little attention being given
to the development of a rigorous research agenda.

Conclusion
Catholic schools made a major contribution to the education system in Western
Australia. This was possible due to the support of church leaders, the availability of
religious orders to serve in Catholic schools, the cohesiveness of the Catholic
community in supporting Catholic schools and the acceptance of the Catholic schools
within the Western Australian educational community.1002 The latter was especially
notable given the sectarianism which has characterised Australian society. For the
greater part of their history in Australia, Catholics were a prominent, though aggrieved,
minority who carved out their own identity partly through the development of a separate
school system. This was achieved despite the failure of the States to provide funding for
the latter half of the nineteenth and twentieth centuries. By the late 1960s, however,
both the Federal and State governments had reconsidered the issue of funding for nongovernment schools in the wake of community pressure. Furthermore, with their
improved social standing Catholics had gained a stronger voice in lobbying for such
support. Eventually Federal legislation in the 1970s secured ongoing funding for
Catholic schools, resulting in major administrative changes, and growth in both the
provision of Catholic schooling and in its degree of sophistication and resourcing.1003
This provided the impetus for the establishment of the University of Notre Dame
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Australia, along side the newly established Australian Catholic University on the
eastern seaboard.
The fact that the University of Notre Dame Australia could be established by a
State Act of Parliament in Western Australia, notwithstanding the lack of State financial
aid for the greater part of its existence, also has to be seen in the light of the change in
attitude towards private education, including private university education within the
country. In general, there was a lack of interest by the government in supporting
financially the establishment of private higher education institutions when the demand
for higher education places was already being met, and the public institutions were able
to attract private sector funding for research, accommodate overseas students and export
educational services on a profitable basis.1004 Therefore private institutions had to
survive without government assistance and were forced to identify neglected areas of
study or demand from unmet international markets. A number of private institutions
which were established were unsuccessful in this pursuit and their existence was shortlived in the face of competition from public institutions. By 2004 there were just three
private universities in Australia, one of which was the University of Notre Dame
Australia which focused its activities within the Catholic sector.1005
The study of Education was central to the foundation curriculum at the
University of Notre Dame, with one of its major goals the preparation of Catholic
teachers for Catholic schools. The approach adopted within the study of Education was
primarily ‘pragmatic’, and as such was consistent with the ‘traditional’ nature of
Catholicism that existed in Australia from the beginning of the arrival of the religious
orders in the nineteenth century. It was ‘pragmatic’, not only in that it focused on the
preparation of teachers, but also in that the preparation had a practical emphasis. This
suggests that, notwithstanding the fact that Western Australia was affected by the
liberalising influence of the Second Vatican Council (1962-65), the approach to the
study of Education remained somewhat conservative.
While it could be argued that this ‘pragmatic’ approach was not so different
from what was offered in other teacher preparation courses in other universities in
Western Australia, there were aspects of the approach at the University of Notre Dame
which were different. The first was that the coursework in the teacher preparation
programs was dominated by classroom-related content with little evidence of
engagement with ‘foundational’ or theoretical aspects such as the sociology of
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education, philosophy of education, history of education and psychology of education
within the study of Education. This can, in part, be explained by the fact that there were
few staff appointed to the College of Education when it was established, and those who
were appointed were expected to design and deliver all components of the courses,
including the management of teaching practice.1006 Furthermore, the absence of an arts
or science faculty meant that there was a lack of expertise in the disciplines of
‘foundation’ studies of Education within the University. The same ‘pragmatic’
influence was also evident in the higher degree programs which were constructed
around specialisations which had direct relevance to teaching practice. Again, there is
little evidence of engagement with the more academically rigorous disciplines identified
above, except in so far as they were related to the core curriculum.
A second major difference was the degree of emphasis on the teaching practice
component of teacher preparation. The University of Notre Dame developed a close
association with schools, particularly Catholic schools, to provide extended teaching
practice and to involve the teachers in these schools as instructors. This was consistent
with the aim of providing students with a strong “school-based teaching
apprenticeship”,1007 with a view to being ready for the workplace.
A further difference was the emphasis on ethical and professional practice. This
was taught explicitly through the core curriculum, with the intention of providing an
ethical basis for professional practice and the development of professional identity,
whilst also supporting the traditions of Catholic education. Stark and colleagues suggest
that the development of professional identity is critical to producing graduates capable
of applying moral judgements when dealing with significant professional problems.1008
Although the teaching profession, in general, has been criticised for its lack of ethical
standards, the holistic approach to the study of Education at Notre Dame integrated the
pragmatic requirements of teaching and the ethical requirements of professionals.1009
Thus, while the construction of Education as an area of study was not affected
by a the cultural inheritance of a pre existing institution, as noted in the introduction to
this chapter, nevertheless it was influenced by the culture of a small institution which
was committed to creating an environment which was faithful to Catholic education
traditions, and which would produce ethical graduates ready for the workplace. It could
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be argued that the close attention to the development of Catholic professionals and the
adoption of an ‘apprenticeship’ model in teacher preparation legitimated an approach
which was largely dictated by a lack of finance.
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CHAPTER EIGHT
CONCLUSION
Introduction
This thesis has provided an understanding of how, historically, Education has been
constructed as an area of study at the five universities in the State of Western Australia.
The stimulus to generate such an understanding was the claim made by some academics
that the study of Education was perceived to be marginalised in certain universities in
the UK, the USA and Australia, and that this marginalisation was intensified by a
negative attitude towards the inclusion of teacher preparation within the area. It was
suggested in certain quarters, that the connection with teacher preparation raised
questions regarding the legitimacy of the study of Education within the university
curriculum. Indeed, such claims have been made within the last decade in Australia. For
example, in 2004 Gill1010 referred to “the problem” of Education’s “Cinderella status”
within universities and that this situation resulted in some academics in Education
feeing like “imposters in the university sector”.1011 Webster has similarly claimed that
the study of Education is “becoming at best marginalised and frequently avoided” as
teacher preparation is redefined by a focus on technical competencies as a result of an
obsession with accountability and performance objectives since the 1980s.1012
Claims like these raised the question of how the study of Education has been
constructed within universities. Accordingly, the decision was made to address the
matter specifically in relation to the universities in Western Australia. The result was a
historical analysis of the major phases in the construction of Education as an area of
study at The University of Western Australia, Murdoch University, Curtin University of
Technology, Edith Cowan University and the University of Notre Dame Australia.
There are very few such studies on the history of Education as a university area
of study in Australia, although there are various works on the history of universities and
teachers’ colleges, the influence of prominent individuals and the history of teacher
education. This is reflective of the situation in general on the history of the curriculum
at all levels of the educational system, despite its importance being emphasised by
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scholars such as Goodson and Anstead.

1013

Indeed, the work of Goodson, which

highlights the importance of studying the curriculum as “a social artifact, conceived of
and made for deliberate human purposes”,1014 was instrumental in informing the
approach adopted within this study. Particularly relevant was his view of curricula as
continually changing bodies of knowledge, skills and beliefs reflecting diverse interests
of groups which shift frequently over time as they pursue an array of conflicting
professional, ideological and political goals.1015
The focus in this study was on the preactive curriculum and included the
scrutiny of the plans and syllabi that outline what was included in programs and
courses. The societal pressures, and the agency of various individuals and interest
groups who were influential in the production of such documents, were also identified.
The investigation involved both an ‘internal’ analysis of various curriculum documents
and handbooks and an ‘external’ analysis which considered the broader social,
economic and political context. A wide variety of sources was used in developing the
narrative. Primary sources located largely within the archives of the universities
included manuscripts, personal papers, printed material such as early faculty handbooks
and course outlines, minutes of meetings, education reports, reports of royal
commissions and committees of inquiry, and oral accounts. A wide variety of secondary
sources was invaluable in providing the basis for understanding the contextual pressures
on the curriculum. It was recognised that while a study of the interactive curriculum
would provide additional insights into how the preactive curriculum was mediated in
the classrooms, it was deemed from the outset that this would constitute a further major
study in itself.
An analysis of the data revealed three fundamental aspects of the study of
Education. These aspects are the structure of the study of Education, the orientation of
the study of Education, and the content of the study of Education. Structure refers to the
components of the study of Education which reflect its overall purpose. Orientation or
nature refers to the overriding principle or tradition which is reflected in the way in
which the activities within the components are undertaken, while content describes the
various topics, questions or issues which are addressed.
The central argument of the thesis is that the structure of the study of Education
at the universities in Western Australia developed along common lines. That is, each
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university included initial teacher preparation, professional development for practising
teachers, and higher degree studies and research. The orientation of the study of
Education, however, varied considerably between institutions and also within them over
time. The most prominent orientations were the ‘academic’, ‘integrated’, ‘vocational’,
‘technical’, ‘pragmatic’ and ‘professional’. What was predominant at each university at
any one period of time was largely influenced by the history and culture of the
institution, the social, political and economic context, academic leadership, and the
views of scholars in the field. The content also varied, although there was a common
core relevant to the local educational context. The variation offered breadth of
opportunity for students in the State who were able to select an institution and course to
meet their individual educational needs. Collectively the universities served the needs of
the State and their students providing relevance and flexibility beyond that possible in a
‘one size fits all’ model.
The central argument of the thesis can be articulated in the form of five
interrelated propositions. They are as follows:
•

Proposition One: The preparation of professionals for work primarily in schools was
fundamental to the purpose of the study of Education at each university in Western
Australia;

•

Proposition Two: Each university displayed different foci with regard to the
preparation of professionals for work in schools;

•

Proposition Three: The study of Education was not solely focused on the
preparation of professionals for work in schools;

•

Proposition Four: Research within the study of Education at the universities in
Western Australia was always of secondary importance;

•

Proposition Five: The construction of Education as an area of study at each
university in Western Australia reflected a different historical tradition.

Each of these will now be elaborated on in turn.
Proposition One: The Preparation of Professionals for Work Primarily in Schools
was Fundamental to the Purpose of the Study of Education at Each University in
Western Australia.
The preparation of professionals for work primarily in schools was provided through
initial teacher preparation programs, through professional development programs for
practising teachers, and through higher degree studies for those teachers and school
leaders who wished to pursue areas of educational interest at a more academic level.
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Although this commitment to teacher preparation might be considered basic to the study
of Education and therefore unexceptional, in fact this was not always the case in the
early universities in Europe and the USA, some of which offered ‘academic’ studies in
Education as opposed to professional preparation. For example, in Germany, the study
of pedagogy was typically located within the field of behavioural science within the
universities, while the preparation of school teachers was undertaken in ‘lesser
institutions’. Similarly the first studies in Education at the University of Chicago were
in the Department of Philosophy, Psychology and Pedagogy, where the approach
adopted was theoretical and philosophical rather than technical and professional.
Within the Western Australian context, however, it is not surprising that the
study of Education in all of the universities included teacher preparation. The oldest
university, The University of Western Australia, had learned valuable lessons from
issues surrounding the establishment of the University of Sydney and the University of
Melbourne in the 1850s. Both were subjected to the criticism that they served the elite
class only and that their curriculum was irrelevant to the needs of contemporary
Australian society. Thus, when The University of Western Australia was established it
offered a practically-focused curriculum relevant to the demands of the community.
Within this context, it is understandable that the study of Education was related to
teacher preparation, albeit with both a strong liberal and professional influence rather
than a solely technical one. Initially, a theoretical unit in ‘Education’ was offered at the
University of Western Australia for students enrolled at the Claremont Teachers
College and for full-time students at The University who contemplated a teaching career
after the completion of their degree. It was not until 1929 that a teacher preparation
program was introduced in conjunction with the nearby Claremont Teachers College
which took responsibility for the practically-related aspects of the course.
At the time the demand for teachers could easily be met through the pupilteacher training system and the Claremont Teachers College courses. However, by the
time that Curtin University, Murdoch University and Edith Cowan University were
established there was a much greater demand for teachers due to the growth in
population following the Second World War. Therefore, teacher preparation was a
much more dominant component of the study of Education at each of those institutions.
In the cases of Curtin University and Edith Cowan University, this dominance also
reflected the cultural inheritance of a vocationally-oriented curriculum which existed in
the institutions from which they originated. While the demand for teachers had declined
to a certain extent by the time of the establishment of the University of Notre Dame
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Australia, it nevertheless focused on teacher preparation with the particular goal of
providing Catholic teachers for Catholic schools.
The preparation of professionals for work in schools was also achieved through
the provision of professional development courses at each university, although it was
much less dominant at The University of Western Australia. There, the focus was more
on the promotion of higher degree studies to provide further education for practising
professionals. This was in keeping with the culture of the University which, while
accepting its role in delivering courses related to the economic needs of a State reliant
on primary industry, was also committed to scholarship and research. At each of the
other universities, however, there was a much stronger focus on offering professional
development courses which, in addition to serving the profession, provided
opportunities to generate much needed funds. As a result of this need, there was in some
institutions a great deal of flexibility in these offerings (and particularly Curtin
University) as they endeavoured to keep abreast of changes in the school sector and
thereby attract enrolments.
The preparation of professionals for work in schools was also addressed through
the higher degree programs at each of the universities. There were various graduate
certificates and diplomas, along with masters and doctoral degrees, many of which had
a professional focus aimed at informing practice, and many of which changed
frequently as the universities adapted to changes in the school sector. While all of the
preparation for professionals in schools was typically offered within the faculty or
school of education at four of the five universities, at Curtin University it was spread
over three sites; the preparation of educational leaders was provided by the Department
of Administrative Studies, the further professional preparation of practising science and
mathematics teachers was delivered through the Science and Mathematics Education
Centre (SMEC), and all other preparation was offered through the School of Education.
Thus, although the general proposition being articulated here confirms the general
provision for the preparation of professionals for work in schools, there were variations
in emphases across the universities.
Proposition Two: Each University Displayed Different Foci with Regard to the
Preparation of Professionals for Work in Schools.
The second proposition is that while teacher preparation provided the starting point for
the study of Education in each of the five universities, there was a different focus within
teacher preparation at each of them. For example, The University of Western Australia
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focused mainly on preparing secondary school teachers and, in doing so, developed its
programs with a strong theoretical and academically rigorous foundation, relying on its
affiliation with the Claremont Teachers College for providing the more school and
classroom-related aspects of teacher preparation. The University of Western Australia
was the only university in the State to offer teacher preparation through such an
affiliation. The separation of the theoretical and practical components of teacher
preparation persisted until well into the late 1970s, when the University eventually took
over the full preparation of teachers.
The first education students at Curtin University, previously The Western
Australia Institute of Technology, were enrolled at the Kindergarten Teachers College.
As a result of this the University developed a large undergraduate early childhood
teacher preparation program. In time, preparation for the other sectors of the educational
system also became well established, as did a focus on primary and secondary school
science and mathematics education as a result of the work of SMEC. A unique focus of
the preparation of professionals at Curtin University was the inclusion of courses for
those working in the TAFE sector, an initiative which again reflected its cultural origins
in the technical and vocational education sector of the State Education Department.
Murdoch University developed undergraduate primary and secondary school
teacher preparation as its initial focus in order to attract large numbers of students as the
University struggled to establish its position in the higher education sector in Western
Australia. This was a proactive strategy given that it would be three years before it
could attract its own graduates into post-graduate courses. Furthermore, the
undergraduate teacher preparation students enrolled in studies offered in other schools
of the University, thereby providing an opportunity for the University to establish a
viable student base.
Not surprisingly, Edith Cowan University, which had originated in the primary
teachers’ colleges in Western Australia, concentrated on primary teacher preparation
through both undergraduate and post-graduate courses. While it also offered secondary
school teacher preparation, its expertise lay in primary preparation which was supported
by its well-established relationships with primary schools for teaching practice
placements. During the early 2000s, these relationships formed the basis of ‘compacts’
or partnership arrangements between the University and schools to provide mutual
benefits. In return for their support of the practicum, the schools were able to gain
access to professional development opportunities in areas such as reading, literacy,
numeracy and behaviour management.
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The Catholic University of Notre Dame Australia originally focused on
secondary school teacher preparation through a Graduate Diploma in Education while
its undergraduate courses were still in the planning phase. Later it developed
undergraduate programs in both primary and secondary education, although primary
education has remained its core emphasis. Its small size made it difficult to establish
undergraduate secondary school teacher preparation programs which required
specialisation in a discipline related to the school curriculum.
Thus each of the universities displayed a different emphasis in preparation for
teaching in the various school sectors. This ‘division of labour’ approach to teacher
preparation within the State was further enhanced by specialisation in certain school
curriculum areas within the secondary school teacher preparation courses. For example,
in addition to the core curriculum areas of English, mathematics, science and social
science which were available at each university, Edith Cowan University also prepared
home economics and design and technology teachers, Curtin University offered
accounting, business studies and art, while The University of Western Australia
provided preparation for school psychologists and physical education teachers. This
type of specialisation also occurred in the professional development courses and the
higher degrees offered. For example, Curtin University provided courses in the areas of
maths, science and technical education, Edith Cowan University offered remedial
education, literacy and interactive multimedia technologies, while Murdoch University
developed expertise in curriculum leadership and educational computing. At The
University of Western Australia the professional development of teachers took place
through masters degrees in areas such as educational management, educational
psychology, measurement, gifted education and applied linguistics.
The variations in the emphasis in initial teacher preparation allowed each of the
institutions to carve out a market in the higher education sector in Western Australia
and minimise competition for students. This became particularly important from the late
1970s onwards when the demand for teachers levelled off and there was a general
decline in demand for university places in the face of disillusionment regarding
employment prospects for university graduates.
Proposition Three: The Study of Education was not solely focused on the
Preparation of Professionals for Work in Schools.
In some universities in Western Australia the study of Education included courses to
attract professionals from outside the school sector. For example, Murdoch University
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offered an undergraduate program of academic study in Education quite apart from
professional preparation for teaching. The justification for such a course was that
Education was a relevant area of study for administrators and professionals interested in
achieving widespread and lasting social change. Similar initiatives had emerged in the
UK where the study of Education as an autonomous academic subject saw it develop
free from the constraints of an accredited teacher preparation curriculum.
Curtin University offered programs for professionals, such as industry trainers,
at associate diploma and graduate certificate level. In particular, their course on
‘training systems design’ appealed to a range of professionals interested in the
application of technology-based learning systems within their training context. The
introduction of such courses was indicative of the move in the 1980s towards
accountability and competency-based models of training which required trainers to
demonstrate skills in the design, delivery and assessment of training courses.
A Graduate Diploma in Instructional Design at Edith Cowan University was
designed to attract students from the mining, oil, manufacturing and banking industries
which had begun to adopt on-line interactive training and performance support systems,
and from professional production companies involved in multimedia development.
Similarly the Master of Strategic Human Performance Improvement was directed at
professional practitioners in the fields of Human Resource Development and Human
Performance Improvement in both government and private enterprises.
Higher degrees at The University of Western Australia offered similar
opportunities for professionals outside of the school sector. For example, the
professional doctorate program attracted professionals from areas such as health, law
and justice, and public service administration, who were interested in a study of policy
and practice in an area of specific professional concern. Generally speaking, the
introduction of these non school- related courses reflected the influence of increasing
financial constraints within the higher education sector which forced institutions to
develop ways of generating funds.
Proposition Four: Research within the Study of Education at the Universities in
Western Australia was always of Secondary Importance.
While the focus on research activities within the study of Education varied considerably
between the universities in Western Australia, it was never the dominant activity. At
The University of Western Australia the research component within the study of
Education attracted more attention and possibly more funding than at the other
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universities, particularly in comparison to the University of Notre Dame Australia
which was the newest institution and, as a private university, had limited financial
resources. As the oldest and the largest of the universities in the State, it is not
surprising that the study of Education at The University of Western Australia included
research, especially in the light of the research-intensive culture which had a long
tradition at the University. Furthermore, the research undertaken was often of an
‘educational foundations’ nature in line with the general culture of the University,
although this is not to suggest that there was no practical or applied emphasis.
It was not only the culture of the institution which provided the environment for
research, but also the scholarship of the early deans of Education, George Cameron and
Colsell Sanders. Given the foundation which they established, The University of
Western Australia was well positioned to benefit from the increased federal government
funding which became available in the 1960s. The Western Australian Institute of
Technology, however, the only other higher education institution in the State, was not
as well placed. It was not funded in the same way as universities and was forced to seek
independent sources in order to develop a research profile. By the time the other
universities were established and the binary system of higher education in Australia
ended, government funding for research had tightened and the universities were forced
to compete with each other for the limited funds available.
At Murdoch University, research activities were encouraged within the structure
provided by ‘Hill’s model’ for Education Studies. Initially, the three main foci for
research were identified as educational policy and leadership, curriculum, and
educational psychology, and evaluation. Later there was a broadening of research to
include projects focused on educational measurement, citizenship education, gender
issues, gifted students, leadership, workplace learning and organisational change, many
of which attracted either Australian Research Council funding or Murdoch University
Grants. Research Centres were established to coordinate research activities and to
provide consultancy services to schools, other education sectors and the wider
community in areas such as crime prevention, vocational and educational training in
rural and remote communities, monitoring standards in education, and domestic
violence prevention.
Research activity within the study of Education at Curtin University was
undertaken in SMEC and the Faculty of Education. At both sites the research activities
were of an applied nature and often involved collaborative projects with
interdisciplinary and external partners locally and internationally. This provided
245

opportunities to attract funds from such industry sources as the Institute of Family
Studies in Melbourne and the Multicultural Educational Advisory Committee in
Western Australia, a practice which was in keeping with the culture of the institution in
general. However, it was the research activities within SMEC which attracted the
greatest funding, particularly from the Australian Research Council. Federal
government support for research undertaken by SMEC is not surprising, since it was
often related to areas of national and international importance, including the status and
quality of science teaching.
Research within the study of Education at Edith Cowan University was slow to
develop initially due to the focus on undergraduate teacher preparation and the lack of
staff with higher degrees. While the emphasis on the preparation of teachers remained,
gradually more attention was directed to research, with a particular focus on the schoolrelated areas of curriculum studies, policy and management studies, and computing and
information technology. Later, a number of research centres was established and
research activities expanded to include the role of principals, teachers’ work,
international students, pastoral care, policy evaluation, primary mathematics education,
science education, language education and technology education. However, within the
general scheme of things such activity had low priority in comparison with the
emphasis on teacher preparation, a situation which was in line with the practical
orientation of the institution.
The research component of the study of Education at the University Notre Dame
Australia was hampered by its small size, its young staff and its focus on undergraduate
courses. Furthermore, the lack of Federal Government support for private universities
made it almost impossible to fund research initiatives. Although the staff members were
encouraged to pursue their research interests in fields such as literacy issues, religious
education, ICT integration, and tertiary level teaching, the major focus of their activities
continued to be preparation for professional service and little attention was given to the
development of a rigorous research agenda. Despite the breadth of research activities
which included both academic and applied projects and the establishment of various
research centres, it was not the primary focus of the universities in Western Australia.
Proposition Five: The Construction of Education as an area of Study at each
University in Western Australia Reflected a Different Historical Tradition.
In developing the narrative of how, historically, Education as an area of study has been
constructed at the universities in Western Australia, a number of traditions were
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identified, each one characterising the dominant approach of the institution. The first
tradition was one of an ‘academic foundations’ approach to the study of Education at
The University of Western Australia. This approach placed importance on the foundation
disciplines which have traditionally represented the area of study and included the
philosophy of education, the sociology of education, the history of education,
educational psychology, and comparative education. Later the politics of education and
economics of education were also added. While these formed the basis of courses in
teacher preparation and of the higher degree programs at the University, they were
studied not only for their own sake, but also for how they might inform an understanding
of the characteristics, issues or problems related to the professional context. In this sense
the approach was related to the conceptualisation of Education as an area of study which
was crystallised in the 1960s and 1970s in the work of the British educational
philosopher, Paul Hirst.1016
The academic orientation to the study of Education at The University of Western
Australia emerged from both the culture of the institution and the influence of scholarly
leadership. Although the founders of the University promoted the establishment of an
institution which would meet the economic demands of the State, they also recognised
the importance of a curriculum which would be both modern and liberal. While the early
studies in agriculture, mining, geology and engineering clearly supported the State’s
farming and mining needs, studies were also offered in areas such as history, philosophy,
and Latin, as the basis for a more liberal education. As the only university in the State
for the first sixty years of its existence, The University of Western Australia attracted the
most able students into courses and developed an academic profile which saw it
identified as one of the top eight universities in the nation. Within this context it was
feasible to construct Education as an area of study with both a liberal and a professional
dimension. The importance of the academic or liberal dimension was further supported
by the early leadership of Rooney, Cameron and Sanders, each of whom held the view
that the basis of the study of Education was to be found in the disciplines which would
provide a sound theoretical foundation for practice. The legacy of this approach lingered
well into the 1980s.
A second tradition underpinning the construction of Education was that of an
‘integrated studies approach’ which characterised the situation at Murdoch University.
This approach was related to the model for educational studies which was developed by
1016
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Broudy and colleagues at the University of Illinois. They had argued that it was possible
to draw on such disciplines as philosophy, history and the social sciences to help
understand recurrent educational issues as they related to aims and policy, curriculum,
teaching and learning, management and administration, and teacher preparation, and to
suggest solutions for dealing with such issues. This basic premise could then be used to
inform the construction of courses for the preparation of all educational professionals.
Such preparation, Broudy argued, should ensure that all student teachers would have not
just an understanding of their teaching subject(s) and how the contributing areas of
knowledge (philosophy, history and the social sciences) related to these, but that they
should also be engaged in teaching practice in ‘real’ school situations.
This conceptualisation of the study of Education was reflected in the integrated
approach which was adopted at Murdoch University. There, four distinct, yet
interrelated, components or ‘content organisers’ formed the basis for studies in
Education. These were curriculum studies, process studies, professional studies and
context studies. These formed the basis of all aspects of the study of Education at
Murdoch University and served to develop and sustain a tight relationship between
theory and practice at all times. The integrated approach was a result of the influence of
the foundation Dean, Professor Brian Hill, who had been exposed to such thinking
about the construction of Education while studying at the University of Illinois when
Broudy and his colleagues were developing their model for the study of Education.
The adoption of Hill’s model, which saw a greater focus on teaching practice
than had previously been the norm in universities, was facilitated by the culture of
Murdoch University. From the outset the focus of its overall curriculum was broader
and more grounded in the humanities than that of the early universities in Australia as it
aspired to provide an alternative to the liberal education offered elsewhere. It accepted a
responsibility to meet the demands of employers and the professions, while still aspiring
to high standards of scholarship, and thus sought to establish a balance between the
liberal and vocational aspects of the curriculum. In line with this intent, the integrated
approach to the study of Education at Murdoch University enabled the establishment of
a tight connection between theory and practice.
A third tradition underpinning the construction of Education as an area of study
in Western Australia evolved at Curtin University. Here, the vocational orientation of
the overall University curriculum, a legacy of its origins in the technical education
sector in Western Australia, was a dominant influence on the construction of the study
of Education. This was reflected in a focus on market needs and the specific
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competencies required to meet these needs. McNeil1017 has observed that the
consequence of a vocationally orientated curriculum is the dominance of ‘presentism’
which focuses on current circumstances, skills and competencies rather than being
concerned with future conditions.
The concern with meeting immediate needs can lead to a model of curriculum
development which has been termed ‘disjointed incrementalism’.1018 Characteristic of
this approach is pressure on curriculum developers which results in changes which are
ongoing, marginal, conservative, and focused on the short-term amelioration of
problems rather than on developing a coherent approach guided by policy. The
consequence of this is a ‘fragmented’ curriculum. Such fragmentation was evident at
Curtin University in that the study of Education was located at three discrete sites,
namely the School of Education, the School of Administrative Studies, and the Science
and Mathematics Education Centre. Not only was the study of Education constructed
independently at each site, but within each site there were frequent uncoordinated
changes in the curriculum in response to funding issues, changes in the school sector
and constant institutional reorganisation. Therefore, the dominant tradition reflected in
the construction of Education as an area of study at Curtin University was that of a
relevant vocational preparation.
At Edith Cowan University a different tradition yet again emerged. By the time
the University was established the dominance of economic rationalism and its emphasis
on productivity, accountability and performance began to pervade the conception of
teachers and teacher preparation. With the call for specified teacher competencies and
measurable outcomes for teacher preparation, the conception of the teacher shifted from
that of ‘educated professional’, which had been the focus in the 1960s and 1970s, to that
of ‘competent practitioner’, with the preparation prioritising practice over theory, and
skills above knowledge. Underlying this approach was a view of teaching as an ‘applied
science’ and a view of the teacher as an executor of the laws and principles of effective
teaching. The dominance of this tradition at Edith Cowan University was not surprising
given the cultural inheritance of its origins in the State’s teachers colleges. There the
preparation of teachers had been highly practical (some would say technocratic),
routine, and utilitarian, with the main concern being the development of basic skills and
techniques of teaching and with little attention being paid to theoretical perspectives.
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This approach was largely due to the fact that the State Education Department had been
responsible for the administration, curriculum and staffing of the colleges and that this
tended to perpetuate practices rather than stimulate change and innovation. While some
of the college principals through the 1970s attempted to ‘modernise’ the curriculum, the
measures introduced were largely directed towards the practical components of the
courses, rather than to the academic or liberal education of the students. Thus, the main
orientation of Education as an area of study at Edith Cowan University was of
developing ‘competent practitioners’.
Finally, the construction of Education as an area of study at the University of
Notre Dame Australia reflected the tradition of Catholic education in Australia which
was pragmatic, authoritarian and faithful to the Church’s religious doctrine. Thus, the
dominant activity within the study of Education was the preparation of Catholic
teachers for Catholic schools, with an emphasis on practical training and the study of
theology, ethics and philosophy. Little attention was paid to the academic disciplines
within Education, or the liberal education of students. The focus on practical
preparation was consistent with the mission of the University of Notre Dame Australia,
which was to produce ‘work-ready’ graduates, particularly in the areas of education and
health. It was also a reflection of what was achievable in the face of low student
enrolments, a small staff and limited government funding.

Conclusion
The historical analysis of the construction of Education as an area of study at the five
university sites in Western Australia reflects their different historical traditions and a
dominant orientation. At the same time, some of the traditions or orientations were also
evident at the other institutions, resulting in an element of curriculum ‘hybridism’. For
example, elements of the academic tradition which was dominant at The University of
Western Australia can be identified in the non-teaching educational studies course
offered at Murdoch University, in the study of theology, philosophy and ethics at the
University of Notre Dame Australia, in the electives offered at Curtin University, and in
higher degrees by research at each institution.
The integrated approach which was characteristic of the study of Education at
Murdoch University was also present at Edith Cowan University for a short time when
the early components of the teacher preparation programs were ‘Education studies’,
‘curriculum studies’, ‘general studies’ and ‘professional practice’. These bore some
similarity to the components of the Hill model. The vocational tradition which
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dominated the approach at Curtin University was also present at Edith Cowan
University and the University of Notre Dame Australia in that both put practical
preparation for the vocation of teaching at the centre of their activities, although in the
case of Notre Dame it was with the intent of preparing Catholic teachers for Catholic
schools. While the ‘disjointed’ approach at Curtin University was more extreme there
than in the other institutions, each of the universities also responded to local educational
needs which resulted in a degree of flexibility in their course offerings. Finally, the
‘competent practitioner’ model evident at Edith Cowan University can be said to be
related to the practical component of the teacher preparation programs in each of the
institutions, although each accomplished this in its own way. For example, The
University of Western Australia implemented the practical component with the
cooperation of the teachers’ colleges until the late 1970s, while Edith Cowan University
and the University of Notre Dame Australia sought assistance directly from the schools.
Up until the late 1980s, then, there was some overlay in the traditions which
have been identified. A degree of commonality has eventuated since then with an
overall move towards a ‘professional education’ paradigm within the study of
Education at each of the universities. Such an approach is reflective of the views of
those like Stanley1019 who argued that the difference between an academic discipline
and a professional area of study was in the orientation to, and organisation of, the study
around the problems of professional practice. While professional studies require
academic knowledge, they go beyond the knowledge for its own sake. Furthermore, a
professional study must be concerned not only with the application of academic
knowledge to practice, but to the discovery of new knowledge related to that practice.
The greater orientation towards professional education is evident in the
introduction of the notion of reflective practice as fundamental to teacher preparation
courses at all five universities, in addition to a focus on developing professional
portfolios, an attempt to increase the awareness of the impact of social issues such as
gender, race, and Inclusivity on educational practice, a focus on collaborative practices,
and the identification of professional competencies. The latter has taken on greater
significance with the establishment of a State teacher registration body, the introduction
of professional competency frameworks with related performance criteria, and the move
towards national accreditation for teachers. Increased awareness of these professionallyrelated issues has influenced the design not only of the teacher preparation and
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professional development courses, but also the higher degree components of the study
of Education. The latter is particularly evident in the introduction of professional
doctorates in each university, albeit with varying degrees of success.
The focus on professional education is not surprising given the significant and
rapid social and technological changes which have increased the complexity of the
endeavour of Education. Such complexity has demanded an emphasis on professional
reflection and ‘adaptive competence’, rather than on ‘technical competence’. Stark and
colleagues define adaptive competence as the ability of graduate teachers to adjust to
new circumstances in a rapidly changing technological society. This ability implies a
problem-solving orientation towards professional responsibilities. On the other hand,
technical competence refers to the ability to perform fundamental skills adequately and
as such represents training rather than education.1020 In view of the rapidly changing
context, a focus on adaptive competence in teacher preparation is more relevant if the
aim is to provide graduate teachers with an orientation towards self-managed learning
which will enable them to continue to adapt in the future. The successful achievement
of this goal, it is argued, is the degree to which the teaching practice becomes a site of
professional learning rather than an opportunity to imitate observed practices. The
professional learning which occurs during the teaching practice can result, it is held, in
the continual reconstruction of experience, from which, as Howie claims, teaching
becomes “creative, constructive and intellectually demanding, in short a profession”.1021
Furthermore, while there is commentary regarding the tension surrounding the
inclusion of the area of study within Australian universities generally, it would appear
that it did not present as a serious issue in Western Australia. Certainly, questions
regarding the legitimacy of the study of Education within the university curriculum
raised nationally were also asked within the State when the binary divide of higher
education was removed and colleges of advanced education became universities, or
merged with established universities. At this time, some universities across the nation
found themselves engaged in teacher preparation which previously had been relegated to
teachers colleges or colleges of advanced education. As these were considered lesser
institutions, so too was the study of Education. Over the last thirty years, however, the
study of Education at the universities has grown to encompass much more than teacher
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preparation, and staff in schools of Education are expected to demonstrate a commitment
to teaching, research and professional service activities just as in any other school of the
university. Indeed, the Minister for Higher Education in Australia in the 1990s called for
“creative interaction” with the move to a unitary system to achieve “enhanced
integration of teaching and research, curriculum theory and classroom practice, and
educational philosophy and educational policy so that the old dichotomies are less
apparent”.1022
In the post-binary era in Australia it would seem that there is a need for a
different debate about the nature and purpose of the study of Education and the way in
which productive links can be established between various stakeholders. Mahony and
Over suggest that the integrity of the study of Education depends upon such
relationships so that not only can educational theory and professional practice be
represented equally within the study of Education, but they can also inform each
other.1023 This premise supports an earlier view expressed by Conant that the study of
Education has structure and purpose and should be analysed and reflected upon, but not
necessarily challenged as an academic discipline.1024 Indeed, Seckinger1025 argues that
there is nothing to be gained by attempting to determine whether the study of Education
has academic ‘status’ and that more is to be gained by examining the study of Education
in terms of its shifting functions, meanings and purpose within the social and political
context. This is, in fact, what this study has attempted to do.
While this study has identified the structure, orientation and content of the study
of Education as it was constructed at the five universities in Western Australia, there
remains much further work to be done in this field of curriculum history. In particular,
future research could focus on the way in which Education has been constructed in the
other states of Australia. Parallel research could also be undertaken in this and other
fields of university study, both in Australia and overseas. Furthermore, while this study
focused on the preactive curriculum, an investigation of the interactive curriculum could
build on the work undertaken. Similarly there is room for substantial further work in
terms of a fine-grained analysis of the particular academic content areas within the
study of Education in each of the universities. For example, there is much scope for
historical research within such areas as educational psychology, and measurement and
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testing, where there has been much contestation about what should be taught. The
reasons for omissions from such courses are worthy of consideration.
Finally, further fine-grained studies of individual curriculum areas within
universities, such as has been conducted for this thesis, can collectively make an
important contribution to the understanding of curriculum developments at a macro
level. In particular, they are necessary in order to complement the more macro-focused
work of scholars like Frank and Gabler who have recently documented shifts in
emphases in university teaching away from the humanities and natural sciences to the
social sciences and a movement away from basic disciplines to applied disciplines,
including Education.1026 All of this would in the fullness of time, contribute to a new
understanding about institutionalised learning at tertiary level, providing historical
insights that might inform the development of higher education in an increasingly
globalised world.
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