BORDER CROSSING – TEACHER SUPPLY AND RETENTION
IN ENGLAND AND SCOTLAND
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SYNOPSIS

It appears that there is increasing divergence in several aspects of education policy
in England and Scotland. In particular the approach to the teaching workforce has
been characterised by quite different priorities. The recently announced pay award
LQ6FRWODQGKDVHYHQOHGWRVXJJHVWLRQVRIWKHSRVVLELOLW\RIDVLJQLÀFDQWQRUWKZDUGV
migration of teachers, at a time when there is increasing concern about teacher supply
LQ(QJODQGDQGIRUWKHÀUVWWLPHVRPHFRQFHUQDERXWVXSSO\LQ6FRWODQG
This paper presents a comparative analysis of recent and current policy initiatives
on either side of the border as they relate to questions of teacher supply and retention.
This will include a comparison of the policy contexts and institutional structures
which bear on these matters, as well as the policies on initial teacher education,
teachers’ pay and conditions and teachers’ career development.
ENGLAND AND SCOTLAND

The Scottish and English education systems have been separate and distinct
throughout the development of the modern era. In the second half of the twentieth
FHQWXU\WKH6FRWWLVKV\VWHPGHYHORSHGDUHSXWDWLRQRIKLJKVWDQGDUGV¶ÀUPGLVFLSOLQH·
and high participation rates in further and higher education. Writing their seminal
text in 1988, Governing Education0F3KHUVRQDQG5DDEFRQÀGHQWO\GHVFULEHGWKH
system as highly centralised.
The English system during the same period developed very much under the guise
of a three way partnership between teachers, local education authorities and central
government. This was the model of policy making which prevailed under the socalled social democratic settlement which had emerged after the second world war
and was promulgated by commentators of the time, notably Kogan (1975).
+RZHYHUWZRPDMRUSROLWLFDOGHYHORSPHQWVKDYHVLJQLÀFDQWO\LQÁXHQFHGWKLV
somewhat simplistic account and to some extent have led to a reversal of these
UHODWLYHSRVLWLRQV7KHÀUVWLVWKHLQWHUYHQWLRQLVWRQVODXJKWRQHGXFDWLRQLQ(QJODQG
by central government, incipient from the mid-70s and then reaching fruition in
1988. The second is the formal devolution of increased powers to Scotland as a
self-governing component of the United Kingdom. Following the election of the
Labour government in 1997, the Scottish Parliament was created in 1999, with its
own Executive. Within the Executive an Education Department was established,
UHSODFLQJWKHHGXFDWLRQVHFWLRQRIWKHIRUPHU6FRWWLVK2IÀFH(GXFDWLRQDQG,QGXVWU\
Department (SOEID).
While the Westminster-based Department for Education and Employment
(DfEE)(i) (and the DfE and DES before it) had no direct control of Scottish education,
WKHUHLVQRGRXEWWKDWWKH8.7UHDVXU\GLG$V%URZQ0F&URQHDQG3DWHUVRQ  
put it:
«DQ\SURSRVDOWRIROORZQHZSROLFLHVLQ6FRWODQGZRXOGEHUHVLVWHGE\WKH
Treasury if it seemed to have implications for educational expenditure in
England and Wales. (p.109)
7KHQHZIUHHGRPIURPGLUHFWÀQDQFLDOFRQWUROZKLFKDUULYHGLQZLWKGHYROXWLRQ
was undoubtedly crucial in the decisions about teachers’ pay and conditions which
have been made by the Scottish Parliament following the McCrone Report of 2000.
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The approach to teachers’ pay and conditions in England was very different, relying
on a Green Paper, published in 1998 (DfEE, 1998), to set a modernising agenda,
established very clearly by ministers themselves, and including many controversial
elements.
The purpose of this article is to take the particular concerns about the supply,
recruitment and retention of teachers and examine their current manifestations on
each side of the border, in the hope of gaining insights into the connections between
polity, policy and the experience of the teaching workforce. Clearly there are
enormous differences of scale between the two nations and I will consider whether
this accounts for some of the differences. However in the context of arguments
about European harmonisation and about globalisation, these very questions of
scale are increasingly being asked. The article looks at each nation in turn setting
out the context of the education system before considering the issues of supply
and recruitment, and pay, conditions and career development. I consider England
ÀUVWEHFDXVHWKDWLVZKHUHWKHVXSSO\LVVXHVKDYHEHHQPRVWGUDPDWLFDOO\UDLVHG
Then, through assessing elements of convergence and divergence between the two
settings, I ask what we can learn about trends in the nature of teaching and teachers
in the 21st century.
ENGLAND

The national context
In England there are approximately 25000 schools maintained by state funding. The
teaching workforce amounts to approximately 429000, including supply teachers
(DfEE, 2001). Over 100 training providers provide about 95% of the new teachers,
with a further 5% entering through employment based routes.
While the Department for Education and Skills (DfES) is responsible for ensuring
WKHUH DUH VXIÀFLHQW WHDFKHUV DYDLODEOH LW JLYHV WKH UHVSRQVLELOLW\ IRU DOORFDWLQJ
training places and recruiting trainees to the Teacher Training Agency (TTA), a Non
Departmental Public Body, established by the Conservative Government in 1994 (see
Mahony and Hextall, 2000). The TTA is also responsible for funding the provision.
The pattern of schooling is largely determined by the provisions of 1988
Education Reform Act, with four Key Stages of compulsory schooling and National
Curriculum covering 11 subjects and a system of pupil assessment which contributes
WRWKHSXEOLFDWLRQRIUHVXOWVDFKLHYHGVFKRROE\VFKRRODQGWRWKHLGHQWLÀFDWLRQRI
WDUJHWVIRUWKHIXWXUH7KHVFKRROVDUHLQVSHFWHGRQDF\FOHRI\HDUVE\2IVWHG
WKH2IÀFHIRU6WDQGDUGVLQ(GXFDWLRQ 
Key developments since the election of a Labour government in 1997 have
included the promotion of literacy and numeracy through national strategies, requiring
up to an hour per day being spent using particular teaching techniques to promote
standards in these skills in primary schools. There has also been a considerable
expansion of pre-school provision and the creation of a ‘Foundation Stage’.
There are 150 Local Education Authorities in England which used to have
FRQVLGHUDEO\PRUHSRZHUDQGLQÁXHQFHWKDQWKH\GRQRZ7KHLUUHVSRQVLELOLWLHVIRU
funding schools, for advising on curriculum and offering specialist services have
largely been removed as legal obligations in a range of measures from 1988 onwards.
The schools themselves now have major responsibility to administer their own funds
and to ensure appropriate provision in the school. The key remaining function of
LEAs is to monitor standards in the schools.
A General Teaching Council for England was launched in September 2000, with
responsibility for establishing a register of teachers and for developing professional
codes of conduct and dealing with some aspects of disciplinary procedures. The
GTCE, however, is not responsible for the accreditation of initial teacher training
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RU HYHQ IRU GHÀQLQJ WKH QDWXUH RI 4XDOLÀHG 7HDFKHU 6WDWXV 7KHUH DUH VL[ WUDGH
unions/professional associations representing schoolteachers in England (two for
headteachers and four for teachers), with two more representing teacher education
lecturers in universities.
As suggested earlier, the making of education policy has become decreasingly
SOXUDOLVWVLQFHWKHVDQGLQWKHVEHFDPHH[WUHPHO\FHQWUDOLVHGDQGZDV
characterised by confrontation and dispute between central government on the one
hand and teachers and LEAs on the other. The central government thrust was one
of marketisation which sought to liberate schools from ‘producer control’ (teachers
and LEAs) and deliver them into the hands of parents as consumers. The centralised
approach has not diminished since the election of a Labour government and while
still including strong elements of market ideology has also introduced very explicit
interventions into teaching methods, notably through the national strategies for
literacy and numeracy teaching.
Supply and recruitment
Whether the shortage of teachers in England can be described as a crisis or not was
a moot point during the 2001 general election. There is no doubt that shortages have
been getting worse. The Government’s own statistics from January 2001 suggest
DWRWDORIDOPRVWXQÀOOHGYDFDQFLHVDQLQFUHDVHRIRYHUWKHSUHYLRXV
year (DfEE, 2001). However it should be noted that the ‘regular’ workforce had
LQFUHDVHGE\RYHUWKDWVDPHSHULRG LIVXSSO\WHDFKHUVDUHLQFOXGHG 
In two consecutive issues of the Times Educational Supplement in May 2001 (ie a
period of two weeks) a total of 21000 posts were advertised.
The vacancies and shortages are not evenly spread. Particular geographical
regions experience exaggerated shortages (eg London), while others may have almost
a full complement (eg the Yorkshire and Humberside region had a vacancy rate of
0.3 compared with a London rate of 3.3 in 1999/2000). There are also shortages in
particular subjects: maths, modern foreign languages, design and technology, science
and recently English have all been designated ‘shortage subjects’ by the TTA. There
are also shortages of applicants at particular levels, for example primary deputy
headships and secondary headships. This phenomenon can be especially pronounced
in denominational schools, where governing bodies are looking for high calibre staff
with a particular religious commitment. Finally there are shortages in terms of the
representativeness of the workforce. Minority ethnic groups are underrepresented,
as are men (especially in primary but also increasingly in secondary) and there is a
disproportionately small number of disabled people in the workforce.
Most recently attention has focused on the retention of teachers in the early stages
of their careers, with Her Majesty’s Chief Inspector of Schools, Mike Tomlinson,
VXJJHVWLQJWKDWRI1HZO\4XDOLÀHG7HDFKHUV 147V KDYHOHIWWHDFKLQJZLWKLQ
three years (Woodward, 2001). This is particularly worrying given the skewed age
SURÀOHRIWKHWHDFKLQJZRUNIRUFHZLWKDGLVSURSRUWLRQDWHQXPEHUDSSURDFKLQJWKH
end of their careers.
Numerous strategies have been developed by the TTA in an attempt to overcome
WKHGLIÀFXOWLHV7KHVHKDYHLQFOXGHG
 ÀQDQFLDOLQFHQWLYHV²WUDLQLQJVDODULHVJROGHQKHOORV
•

major advertising campaigns;

•

targeted recruitment drives (eg at men and minority ethnic group members);

•

promotion of part-time and distance learning routes;

•

establishment of a Civil Service-style fast track;
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•

school-centred initial teacher training schemes;

•

employment-based routes;

•

Recruitment Strategy Managers.

Most of these have led to at least a short term improvement in the number of entrants
into training and the government has been able to claim an overall increase in this
ÀJXUH+RZHYHUWKHSDUWLFXODUVKRUWDJHVLGHQWLÀHGDERYH²JHRJUDSKLFDOVHFRQGDU\
subject, positions of responsibility, denominational and representational – have each
been resistant to treatment. In some instances the actions of the DfES and TTA are
not helping to improve the situation. For example, there is very little regionality to
their allocation of ITT places, in spite of the well established fact that beginning
teachers are not very mobile. Similarly there is evidence that the impact of the QTS
skills tests is to discriminate against bilingual and/or minority ethnic group members
(see Hextall, Mahony and Menter, 2001).
The nature of teachers’ work, pay and conditions
The government has taken a range of measures following the Green Paper to improve
retention in the profession. If more teachers could be persuaded to stay longer in
WKHLUFDUHHUVWKHGLIÀFXOWLHVZRXOGEHIDUOHVV1HYHUWKHOHVVDWWKHVDPHWLPHRIÀFLDO
pronouncements are being made encouraging people to think of teaching as a short
term career, that people might undertake partly in a spirit of public service, before
or after undertaking more lucrative employment.
A study of teachers in London (Hutchings et al, 2000) indicated that those who
were leaving teaching or just changing jobs were often doing so because they were
disenchanted, either with ‘management’ and/or with the workload for teachers which
had increased so much over recent years, together with a sense of innovation overload.
The highest rated reason for leaving the profession for other work was the lack of
creativity and autonomy in the occupation. Certainly the way in which teaching has
EHHQ UHGHÀQHG WKURXJK WKH HVWDEOLVKPHQW DQG LPSOHPHQWDWLRQ RI YDULRXV VHWV RI
¶VWDQGDUGV·²WKHLQLWLDORQHEHLQJIRUTXDOLÀFDWLRQ²KDVUDGLFDOO\DOWHUHGWKHZD\
LQZKLFKWKHZRUNLVGHÀQHG7KHEXUHDXFUDF\GHULYLQJIURPWKHVHVWDQGDUGVDQG
from target setting, assessment and monitoring of literacy and numeracy strategies
KDVIUHTXHQWO\EHHQFLWHGDVDVLJQLÀFDQWIDFWRUZKLFKSXVKHVWHDFKHUVRXWRIWKHLU
profession.
As yet there is little evidence that the measures introduced following the Green
3DSHUDUHKDYLQJDQ\SRVLWLYHLQÁXHQFHRQVXSSO\UHFUXLWPHQWRUUHWHQWLRQ7KH
introduction of a culture of ‘performance management’ has been hailed as leading
to an improvement in teachers’ esteem and professionalism. In a current ESRC
study on the impact of Performance Threshold Assessment (ii), my colleagues and
I have found many headteachers who do believe this, but as yet few teachers who
feel positive about the new procedures which have to be gone through in order to
JHWDVLJQLÀFDQWSD\ULVH7KHDWWHPSWVWREULQJDFOHDUHUFDUHHUSURJUHVVLRQLQWR
the profession also tend to be met with cynicism by teachers. The standards for
headship and for advanced skills teachers and special educational needs co-ordinators
(SENCOs) may have given those who have gained them a real sense of achievement
but they do not appear to have helped teachers at large.
Summary
In England then there is a deepening crisis in teacher supply, caused both by the
increased requirements of the education service and by the high numbers of early
departures from the profession. There continue to be major problems about the esteem
and status of teachers, with too many new initiatives apparently acting as disincentives
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to career development within teaching. Finally, there is still little evidence of a cooperative or evidence-based approach to policy development as it affects teachers.
SCOTLAND

The national context
6FRWODQGKDVDERXWSULPDU\VFKRROVZLWKWHDFKHUVDQGVHFRQGDU\
VFKRROVZLWKWHDFKHUVPDNLQJWHDFKHUVDOWRJHWKHU(DFKVFKRROLVORFDWHG
in one of 32 Education Authorities. There are currently 7 initial teacher education
providers, all of them now universities, following a series of institutional mergers.
7KH*HQHUDO7HDFKLQJ&RXQFLOIRU6FRWODQG *7&6 ZDVHVWDEOLVKHGLQDQG
has considerably more powers than the new equivalent in England. For example it is
responsible for the accreditation of initial teacher education courses and plays a major
role in all policy developments affecting the nature of teaching. There is one dominant
professional association/union for schoolteachers in Scotland, the Educational
Institute of Scotland (EIS), with a smaller union for secondary teachers, the Scottish
6HFRQGDU\7HDFKHUV·$VVRFLDWLRQ 667$ DOVRSOD\LQJDVLJQLÀFDQWUROH
Schooling is divided into two phases, Primary and Secondary, with a broader
based postcompulsory curriculum than occurs in England. There are also notably
higher participation rates in higher education, where it is the norm for honours degree
courses to last four rather than three years.
The school curriculum is subject to ‘Curriculum Guidance 5-14’, which is not a
statutory order. The primary curriculum includes environmental studies, covering
social studies, history, geography and science. The assessment system is less
centralised than that in England but does include some national tests under the Target
Setting initiative. The major public examination though is not until the age of 15
ZKHQVWXGHQWVVLWWKHLU6WDQGDUG*UDGH,QWKHSRVWFRPSXOVRU\SKDVHWKH\PD\
PRYHRQWRWDNH+LJKHUDQG$GYDQFHG+LJKHU*UDGH&HUWLÀFDWHV7KHDGPLQLVWUDWLRQ
RIWKHVHH[DPVE\WKH6FRWWLVK4XDOLÀFDWLRQV$XWKRULW\ 64$ KDVEHHQWKHVXEMHFW
RIFRQVLGHUDEOHFRQWURYHUV\OHDGLQJHYHQWXDOO\WRWKHUHSODFHPHQWRIWKHÀUVWSRVW
devolution education minister in 2000 (Paterson, 2000). It may well have been this
GHEDFOHZKLFKZDVDPDMRULQÁXHQFHRQSHRSOH·VGLVDSSRLQWPHQWZLWKZKDWKDGEHHQ
achieved in education by the Parliament, as revealed by an opinion poll in late spring
2001, at the time of the institution’s second anniversary (Denholm, 2001).
+RZHYHU HGXFDWLRQ SROLF\ PDNLQJ LQ 6FRWODQG KDG EHHQ VLJQLÀFDQWO\ OHVV
LQÁXHQFHGE\WKHLGHRORJLFDOHQWKXVLDVPRIWKH&RQVHUYDWLYHVLQ:HVWPLQVWHUWKDQ
LWKDGLQ(QJODQG7KHZHOOHVWDEOLVKHGSROLF\QHWZRUNRI62(,'RIÀFLDOV+0
Inspectorate, Education Authorities and the GTC (see McPherson and Raab, 1988 and
+XPHV KDGVXFFHVVIXOO\GHOD\HGRUUHVLVWHGDOWRJHWKHUDWWHPSWVWRLQWURGXFH
parallel policies north of the border. The best example of this was the case of the
Scottish equivalent of Grant Maintained Schools, which was slow to be introduced
and then attracted only two schools to opt out of local authority control, to become
‘self-governing’. There is no doubt that this network has been extremely powerful
in Scotland and it has been suggested that Westminster governments could only
expect to implement change successfully when these key players had been persuaded.
Kirk (1997) has suggested that in the case of teacher education reform this network
was a three way nexus of political, professional and academic groupings. Humes
 UHIHUVWR¶WKHOHDGHUVKLSFODVV·LQ6FRWWLVKHGXFDWLRQVXJJHVWLQJWKDWWKHUH
LVDQHOLWHZLWKLQWKH6FRWWLVKHVWDEOLVKPHQWZKLFKKDVDYHU\SURIRXQGLQÁXHQFH
on policy. Whilst some may wish to celebrate the Scottish success at resistance to
ideologically driven change, others have pointed out that not only may this be a
deeply conservative context, but also that it is one which is far from transparent.
Humes and Bryce put it thus:
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This consensus is often presented as a distinctive and positive feature of
Scottish education but it has a downside as well. It can lead to complacency
and a failure to question existing practice in the fundamental way that may
be needed. (Humes and Bryce, 1999, 105)
Paterson has also pointed out that the grouping consists predominantly of white men.
Referring to Humes’ analysis, he says the leadership class is as unrepresentative as
elsewhere:
male-dominated, middle-class, white, defensive, and by no means encouraging
of popular participation. (Paterson, 1997, 151)
The vigour with which the Scottish Executive Education Department (SEED) has
approached its new responsibilities has challenged the conservatism and has claimed
much greater openness and accountability to parents (but see Schlesinger et al, 2001).
One example of this is the ‘distancing’ of the Education Inspectorate (HMIE) from
the Education Department by turning it into an agency.
Supply and recruitment
It is the responsibility of the Scottish Executive Education Department (SEED) to
ensure the supply of teachers. The allocation of initial teacher education places is
actually made by the Scottish Higher Education Funding Council (SHEFC), but
this is done on the basis of guidance given by SEED. SEED in turn is advised by
the Planning Group on Teacher Supply(iii). The membership of this group (which
is chaired by a SEED representative) includes representatives from SHEFC, the
Association of Directors of Education, the GTCS, Universities Scotland, the teaching
unions and Her Majesty’s Inspectorate of Education (HMIE). This Group undertakes
a Teacher Workforce Planning exercise each year. As with the English system, there
has hitherto been very little explicit attention to regional matters. The system is based
on national school population forecasts and trends of departure from and return to
the profession. It is apparent however that the system does attempt to take account
RIVSHFLÀFVLJQLÀFDQWGHYHORSPHQWV)RUH[DPSOHLQWKHFXUUHQW\HDUWKHLPSDFWRI
the McCrone settlement (see below) gets very careful attention (SEED, 2001). It has
been estimated that the implementation of the McCrone agreement will create a need
IRUDQDGGLWLRQDOWHDFKHUVRYHUWKHQH[WÀYH\HDUV7KHV\VWHPDOVRLQFOXGHV
explicit consideration of the availability of supply teachers, something that is left
very much to the market place in England. On a national scale, there has been little
evidence of a shortage of teachers. Indeed, as recently as 1997, one commentator
suggested: ‘The problem in Scotland currently is the large number of unemployed
teachers’ (Clark, 1997, 103).
If, in common with England, there has hitherto been little attention to regionality,
that issue has been starting to emerge. A new system was piloted from May 2001,
which involves an attempt to keep the information base more up to date by collecting
a return on the teaching workforce twice rather than once each year. This pilot has
EHHQHVWDEOLVKHGZLWKÀYH(GXFDWLRQ$XWKRULWLHVLQFOXGLQJXUEDQFHQWUHV *ODVJRZ
and Edinburgh), mixed areas (Stirling and Fife) and rural communities (Western
Isles). There are huge geographical areas which are not directly served by an ITE
provider, notably the Highlands and Islands, but also to some extent the Southwest
of Scotland. It is indeed in these areas where shortages are beginning to occur (one
school in Stranraer was recruiting from Northern Ireland, Geddes, 2001). News
reports in 2001 suggested that new policy developments aiming to address these
issues were likely (Munro, 2001).
The system essentially allocates a total number of primary (divided between
undergraduate and postgraduate) and secondary places to providers. Since 1999
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however, in an attempt to safeguard secondary subjects where numbers of applications
KDYHEHHQORZ6+()&KDVUHTXLUHGDVSHFLÀFSURSRUWLRQRISODFHVWREHDOORFDWHGWR
¶SULRULW\VXEMHFWV·,QWKHSURSRUWLRQZDVDQGWKHVXEMHFWVZHUHFRPSXWLQJ
English, mathematics, modern languages including Gaelic, Gaelic medium history and
geography, music, physics, religious education and technological education.
As yet there is no major concern about the availability of applicants for senior
posts, although there has been a training scheme for headteachers (SQH) which is
in general similar to that in England (NPQH). Nor has there been any expression
of concern about issues of representation, in spite of clear evidence of increasing
IHPLQLVDWLRQRIWKHZRUNIRUFH,QSULPDU\VFKRROVLQWKHUHZHUHPDOHV
compared with 21000 female teachers. From 1990 to 1998 the percentage of women
LQWKHVHFRQGDU\VFKRROZRUNIRUFHLQFUHDVHGIURPWR,QVHFRQGDU\
schools had male headteachers, compared with 38 where the heads were women.
Similarly, attempts to recruit disabled people or from minority ethnic groups have
not been visible, at least nationally(iv). The concern about increasing the number of
Gaelic teachers does suggest some awareness of linguistic diversity (although this
is not matched by a similar commitment to teaching community languages from
the Indian sub-continent). The age distribution of teachers in Scotland has a similar
SURÀOHWRWKDWLQ(QJODQGZLWKPRUHWKDQEHLQJLQWKHDJHUDQJH
One of the outcomes of the McCrone report was the setting up of an enquiry
into initial teacher education, with the education minister suggesting that he had
VRPHFRQFHUQVDERXWWKHV\VWHP7KHÀUVWSKDVHRIWKHVWXG\FDUULHGRXWE\'HORLWWH
and Touche (2001), has already been published (I discuss this and related matters
LQPRUHGHWDLOHOVHZKHUH0HQWHU 7KHUHLVLQFUHDVLQJUHIHUHQFHWR¶ÁH[LEOH
routes’ into teaching (including part-time and distance learning) and a number of
‘concurrent’ courses already exist, enabling intending secondary teachers to study
VLPXOWDQHRXVO\IRUDGHJUHHDQGDWHDFKLQJTXDOLÀFDWLRQ
A website called ‘teachinginscotland’ was launched in October 2000. It is
designed to promote teaching as an attractive career, in a similar vein to much of
the TTA advertising which has featured in England for a number of years. There has
also been a billboard advertising campaign.
The nature of teachers’ work, pay and conditions
A set of professional competences was introduced into initial teacher education in
1993. There are also academic benchmarks established by the QAA which guide
the design of courses and student assessment. Although the concept of standards is
being developed (eg Standard for Full Registration, Standard for Chartered Teacher
and Standard for Headship) these are far less prescriptive and constraining than
those in England. Neither in Scotland has there been the same emphasis on literacy
and numeracy (although there has been heavy emphasis on ICT). In other words,
there has been far less experience of bureaucratisation than has occurred in England.
:LWKRXWGRXEWWKRXJKWKHPRVWVLJQLÀFDQWGLIIHUHQFHZKLFKKDVHPHUJHGKDVEHHQ
the McCrone agreement. The Scottish Executive accepted most of the proposals
contained in the report produced by a committee chaired by McCrone into pay and
conditions. These included the establishment of a 35 hour working week for all
teachers, including no more than 22.5 hours contact time. It also gives teachers a
SD\ULVHVWDJHGRYHUWKUHH\HDUVFOHDUO\FRQVLGHUDEO\DERYHWKHUDWHRILQÁDWLRQ
These improved conditions were introduced without any deal on performance
management or thresholds. It is indeed the envy of English teachers (McAvoy, 2000).
The concept of a chartered teacher was also introduced and a review of Continuing
Professional Development (CPD) is underway under the oversight of a Ministerial
Strategy Committee. More recently however, there has been growing concern about
the apparent lack of will for implementation in some quarters.



Summary
While there is growing concern about teacher supply in Scotland this could not
be described as a crisis and steps are being taken to address the concerns. Whilst
WKH WHDFKLQJ ZRUNIRUFH LQ 6FRWODQG PLJKW EH GHVFULEHG DV EHLQJ PRUH IXOÀOOHG
DQG VDWLVÀHG WKDQ LWV (QJOLVK HTXLYDOHQW WKHUH KDYH EHHQ VRPH VXJJHVWLRQV LQ
the press and by some politicians of growing public concern about the quality of
education. At least until the time of the creation of the Scottish Parliament and the
Education Department of the Scottish Executive, there has been a culture of close
co-operation and collaboration. Whether that will be sustained much longer is a
fascinating question. Certainly the McCrone settlement indicated continuing positive
relationships, but the enquiry into initial teacher education perhaps carried more of a
mixed message, with the suggestion that those engaged in initial teacher education
may not be closely in touch with the realities of contemporary school life.
Since McCrone reported and SEED established its responses, the biggest
difficulty emerging has been that of securing the guaranteed induction year
HPSOR\PHQW0DQ\(GXFDWLRQ$XWKRULWLHVKDYHIRXQGLWGLIÀFXOWRULPSRVVLEOHWR
PHHWWKLVFRPPLWPHQW,WLVWKLVGLIÀFXOW\ZKLFKDSSHDUVWRKDYHOHGWRWKHVXGGHQ
and unanticipated reduction in initial teacher education intakes announced early in
2002 by SHEFC in response to the advice of SEED. There is also a serious impact
RQWKRVHQHZO\TXDOLÀHGWHDFKHUVZKRKDYHDV\HWEHHQXQDEOHWRÀQGSHUPDQHQW
employment and have been in supply contracts. Many of these fear for the loss of
any teaching work from September 2002.
CONVERGENCE OR DIVERGENCE?

$OWKRXJKVXSHUÀFLDOO\LWZRXOGDSSHDUWKDW6FRWODQGLVEHJLQQLQJWRIDFHVRPHRIWKH
same problems in supply and retention as England, what emerges from this overview
LVDUDQJHRIVLJQLÀFDQWGLIIHUHQFHVLQKRZWKHVHSUREOHPVUHODWHWRWKHZLGHUSDWWHUQ
of teachers’ work and employment. Some of the same promotional activities designed
to interest people in teaching are being adopted in Scotland, but the fundamental
approach to the questions of the employment and status of teachers was approached
in a much more direct and open manner. The emphasis is on rewarding teachers and
creating better conditions, rather than on setting new hurdles and attaching conditions
to every small improvement or opportunity.
It is, however, true that there are some serious unacknowledged problems
within the Scottish education workforce - issues of representation, for example,
have hardly been touched on and yet the dominance of white males in positions of
DXWKRULW\LVYHU\FOHDU,QWKHORQJWHUPDQHYHQPRUHVLJQLÀFDQWLVVXHPD\EHWKH
alleged complacency within the establishment – even under the new post-devolution
settlement. This is hard to judge, because the rate of change in England has been
enormous by comparison with any other European nation and has not always actually
had popular support, in spite of the claims which politicians have made. If radical
change were necessary in Scotland, how would we know and then how would it
be achieved?
If we accept that the contexts are very different and largely diverging there are
nevertheless some aspects of the Scottish approach which would seem to be of
potential help in England. This would include:
•

more imaginative approach to the structure of University-based ITE courses
(eg ‘concurrent degrees’);

•

more autonomy for Higher Education Institutions in recruitment onto different
courses;

•

a greater role for the General Teaching Council;
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•

a greater role for local education authorities;

•

greater attention to the organisation and deployment of supply teachers;

and most importantly:
•

a more collaborative approach to strategic planning of teacher supply.

If the account offered thus far is correct, there are several questions which arise.
Firstly, what does this comparison tell us about European ‘harmonisation’? Much
of what is happening to the polity of Scotland must be of interest to emerging states
and regions within Europe. As Paterson (1997) has suggested:
Learning to negotiate and learning new ways of relating political processes to
individual identities are problems which Scottish education has had to cope
with for some time, and are common problems now faced by policy-making
throughout Europe. (153)
There would seem to be fewer useful lessons for Europe from the English experience.
This is somewhat paradoxical given the Green Paper commitment to a world class
and modernised teaching force for a world class education.
A second question (alluded to earlier) is whether the very scale of operation
may be a determining factor. Is it simply too much to expect that a workforce of
PRUHWKHQFDQEHRUJDQLVHGDQGPDQDJHGLQDPDQQHUZKLFKLVÁH[LEOHDQG
responsive enough to the needs of a contemporary education system? Certainly
the closeness of the policy community and the workforce in Scotland can lead to
cosiness, but it also appears to facilitate a more responsive and sensitive approach
to teacher supply issues. The locus of control in England has become exaggeratedly
FHQWUDOLVHG LQ WKH ODVW  \HDUV RU VR /DZQ    KDV UHIHUUHG WR WKH
FUHDWLRQRIWKH¶SRVWPRGHUQWHDFKHU·DVSDUWRIDÁH[LEOHGLIIHUHQWLDWHGZRUNIRUFH
However, while this development may have created a situation where government
can claim responsibility for improved standards of literacy or numeracy, it has to
DQH[WHQWEHHQDWWKHFRVWRIHIÀFLHQWRUJDQLVDWLRQDQGPDQDJHPHQWRIWHDFKHUVDVD
QDWLRQDOZRUNIRUFH7KHUHLVOLWWOHEHQHÀWIURPDÁH[LEOHZRUNIRUFHZKHQWKHUHDUH
not enough teachers to meet the supply requirements of the schools.
Thirdly, what does this scenario tell us about globalisation in education? In the
European context much has been made of the mobility of workers. However, with the
exception of teachers of European modern languages, there is little actual evidence
RIVLJQLÀFDQWHPSOR\PHQWRIWHDFKHUVIURPPDLQODQG(XURSHRQHLWKHUVLGHRIWKH
border. On the other hand, what hasEHHQKDSSHQLQJWRDYHU\VLJQLÀFDQWH[WHQW
in England, particularly in London and the southeast, has been the employment
of teachers from other continents. The large numbers of antipodeans in London
schools was a feature of the London study referred to above (Hutchings et al, 2000),
and the press has reported increasing numbers of teacher recruitment campaigns in
developing countries and countries in transition, such as India and South Africa.
This form of teacher mobility is very clearly a feature of globalisation, driven by
economics and leading to powerful cultural processes (although interestingly it is
often overlooked in analyses of globalisation of teachers, eg Robertson, 2000). As
ZLWKPRUHWUDGLWLRQDODVSHFWVRIWKHHFRQRPLFUHODWLRQVEHWZHHQÀUVWDQGWKLUGZRUOG
the ethics of the enterprise are extremely dubious.
CONCLUSION

There are teacher shortages emerging in many parts of the ‘developed’ world. England
and Scotland are not alone in this respect. Nevertheless it is striking how the problems
are constructed so differently in the respective contexts of two nations within the
same state. To what extent Scotland’s more comfortable position can be related to
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WKHKLVWRU\RIWKHVWUXJJOHIRULQGHSHQGHQFHIURPVRXWKHUQLQÁXHQFHLVDTXHVWLRQ
worthy of serious investigation. The critical role of education in the formation and
reproduction (or transformation) of national identity is part of the reason why - along
with the legal system – its development has historically been very distinctive. On the
other hand, why is it that (Westminster) governments which claim to be so deeply
committed to education have not been able to generate a greater consensus between
policymakers and practitioners?
As well as looking at the policy making processes and the relationship between the
policy community and the workforce, such a study needs to focus in on the nature of
teachers’ work and how it has been changing. Through an improved understanding of
these relationships, the ability of those responsible for teacher supply might develop
a more effective approach towards securing stability.
In his review of the question of convergence or divergence of education systems
within the UK, Raffe suggests that it is perfectly possible for some dimensions to
move together while others move apart:
«DQ\ FRQFOXVLRQV DERXW FRQYHUJHQFH RU GLYHUJHQFH GHSHQG RQ WKH
dimensions of change that are being examined and the period of time.
(Raffe, 2000, 24)
This paper has suggested that in facing a common problem – that of teacher supply
DQGUHWHQWLRQ²WKHWZRV\VWHPVXQGHUUHYLHZGLVSOD\VRPHVLJQLÀFDQWO\GLYHUJHQW
features, while simultaneously displaying some similarities. Many of the similarities
can be seen to be manifested way beyond these islands and are part of global
phenomena (see Smyth et al, 2000; Robertson, 2000). The divergences nevertheless
PD\SURYLGHVRPHVLJQLÀFDQWLQVLJKWVWRWKHQDWXUHRIWKHGHYHORSLQJSRVWGHYROXWLRQ
political settlement in the UK.
NOTES
i

The Westminster based government education ministry has had a series of name changes over the
last thirty years: The Department for Education and Science, The Department for Education, the
Department for Education and Employment and was renamed the Department for Education and
Skills in 2001.
ii
 ¶7KHLPSDFWRI3HUIRUPDQFH7KUHVKROG$VVHVVPHQWRQWHDFKHUV·ZRUN·(65&5EDVHGDW
University of Surrey Roehampton, Professor Pat Mahony, Professor Ian Menter and Ian Hextall.
iii
At the time of writing this Group is being reconstituted.
iv
Recent initiatives from the EIS and from the GOALS consortium (a West of Scotland access initiative)
are seeking to address the under-representation of members of ethnic minority groups.
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