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Abstract. The Australian government has developed a comprehensive and 
coherent social justice policy that
emphasises the needs of individuals.  The social justice policy seeks to 
apply the principles of access and equity
to societal groups that have suffered arbitrary or systematic 
discrimination in the previous social order.  In
order to implement social justice policies the government is engaged in a 
form of social engineering that relies
on information and persuasion rather than on State ownership of the means 
of manufacture and the delivery of
services.  It expects the teachers it employs to assist with the 
implementation of these policies.  
   If teacher education courses are to prepare teachers to foster social 
justice through their teaching it ought
to be because teacher educators are convinced that it will bring about a 
better society and not simply because
the government of the day thinks it is a good idea.  Social justice 
requires one to be tolerant of diversity within
the limits of a national framework.  In addition to social justice 
perspectives the course takes account of the need
for discipline knowledge, a second language and some knowledge of schooling 
in the Pacific and South East
Asian region.  These considerations imply that a major redesign of teacher 
education courses is necessary.  The
addition of new content is not sufficient.  The course itself must 
incorporate a variety of social justice
perspectives.  The means used to encourage student learning should also 
reflect social justice principles.  
   In times of economic recession there is tension between funding social 
justice programs and encouraging the
creation of wealth.  A course is proposed using the seven semester guide-
line recommended to the Australian
Education Council (AEC) by its Working Party on Teacher Education.  

Social Justice

The national government of Australia has developed a social justice policy 
(Commonwealth of Australia, 1989)
in which all citizens should be treated fairly and equitably.  This does 
not mean that all citizens should be
treated equally.  Rather, it means that each should be treated according to 
need.  The notion of treating
everybody equally is clearly inappropriate and would not lead to a fairer 
society.  Treating everybody fairly is
an attractive notion but there is a problem of deciding what fairly is to 



mean.  This difficulty exists at both
individual and corporate levels.  How, for example, is a Socialist 
government managing a Capitalist economy
to work out what is a fair profit margin for a manufacturer?   Social 
justice means giving every citizen fair and
reasonable access to the benefits of society and fair and reasonable 
responsibilities for the maintenance and
development of that society, having regard for their capacity to contribute 
and to take responsibility.  There
should be discrimination between people only when it is demonstrably 
relevant and reasonable.  
   Social justice is the application of the principles of access and equity 
to all groups in society.  There are
certainly some groups to whom these principles have not been applied.  
These include women, ethnic minorities,
people with significant impairments, Aboriginal people and people living in 
rural and isolated regions.  Applied
to the particular case of people with significant intellectual impairments 
for example it means that their access
to the legal system, to employment, to an adequate income, to education and 
so on should vary from that of
any other citizen only when it is manifestly clear that it should do so.  
Under the social justice policy young
people with significant intellectual and physical impairments have a right 
to schooling in the regular school
system.  Integration is to be the norm as far as is possible.  There is 
inadequate evidence on which to argue
for total integration but there is sufficient reason to support the general 
principle of integration.  The polarisation
of positions is a useful propaganda mechanism but it is seldom helpful in 
rational decision-making to assume
or to pretend that issues are less complex than they actually are.  Where 
once there was a major gap between
vision and reality in the matter of teaching children with significant 
impairments, technological advances
continue to have a major impact on the implementation of integration of 
integration policies.  However, full
utilisation of the technology is dependent on adequate funding, and this 
remains a problem for Australia. 
The social justice policy applies to many other aspects of schooling and, 
in time, will have a profound effect
on its processes and content (Yates, 1985; Burns and Homel, 1985; Cummins, 
1986; Brown, Cahir and Reeves,
1987; Schwarz, 1987; Yates, 1988; Lingard, 1990).  
   Social justice on the scale proposed by the Commonwealth Government 
requires cultural reformation.  The
goal of this reformation (Slaughter, 1989) is to have some, if not all, of 
the existing, unconscious, socially-
constructed assumptions and habits replaced with assumptions and habits 
that are thought to be more just and



equitable for all individuals in the society.  This is an exceedingly 
difficult task particularly when it comes to
questions of gender discrimination, non-discriminatory language and speech, 
the recognition of the achievements
of women in academic life (Eliou, 1988; Florent and Walker, 1989), the 
possibility of gender-related concepts
of justice, the concept of a family and the nature of paid and unpaid work.  
These issues are not mutually
exclusive.  For example, women and Aboriginal people have suffered social 
injustice and so Aboriginal women
may have been unjustly treated on both counts.  
   Commonwealth Government policy goes beyond tolerance of cultural 
diversity and promotes the concept of
a multi-cultural society in which racism and discrimination on the grounds 
of ethnicity is illegal.  A policy of
multi-culturalism is consistent with the values of a democratic society and 
has a strong ideological appeal for
many people.  The issue is however: Can there be a single, or dominant, 
Australian culture when the population
is so markedly pluralistic?  It is not that these cultures vary in detail 
only; they are often fundamentally
different.  They do not all recognise the separation of Church and State 
and they do not all recognise the
Westminster legal system.  There are differing views on the matter of 
ownership of property and so on.  What
notion of social justice therefore is most appropriate for the cultural 
diversity of the Australian population?  On
the one hand nationalism and patriotism are to be valued and should be 
unifying principles in times of crisis. 
On the other hand cultural diversity with its attendant range of cultural 
perspectives is also to be valued.  In
practice the two perspectives are more divergent than convergent.     
Multi-culturalism has led to very diverse
school populations in which English is not necessarily the mother tongue, 
and in which cultural groups place
different values on particular subjects.  It has also meant a move away 
from moral absolutism to moral
relativity.  No one set of values can be inculcated and so values 
clarification has been embraced as a reasonable,
though controversial, solution.
   In Australia it is assumed that social justice can be achieved without 
making the State the sole owner of
property and goods and provider of services.  This method of working 
towards social justice does, as we have
seen recently in world events, produce a reasonably fair distribution of 
basic goods and services but becomes
increasing more difficult to sustain as the general levels of education and 
affluence increase in a population. 
In China and Russia for example, it has become necessary to use force to 
sustain socialist philosophy and



practices, which in early days, served the majority of citizens in those 
two countries very well.  However, there
is a price that has to be paid and that price is a restriction of certain 
personal freedoms.  Without the motivation
of personal, material benefit socialist countries have difficulty providing 
a choice of high quality consumer
goods and services.
   Primacy of the State is the norm for many socialist countries but 
Australia has taken the view that the inherent
appeal in the concept of social justice is such that Australians will 
accept a redistribution of material wealth and
status so that it is more evenly spread throughout the population.  
However, National and State governments
have not simply relied on our emotive response.  There has been quite 
strong pressure on government agencies
and on private enterprise to adopt and support social justice policies.  
Much of the persuasion has taken the form
of tying government funding or government preference to the degree of 
support shown by the suppliers of goods
and services.  For example, in the employment and promotion of teachers the 
Victorian Ministry of Education
has made it quite clear that it prefers teachers who support the 
integration of children with significant
impairments into the regular school rather than teachers who favour a 
parallel system of schooling in which
clients can move between the two components according to their need
   On the one hand this is perfectly reasonable; the employer will be 
paying the salary and should therefore be
free to employ the type of labour most suited for the task.  One the other 
hand teachers want to be regarded
as professionals exercising a degree of informed judgment about what is 
taught, when it is taught and why it
is taught.  Part of this professionalism is the responsibility to respond 
to a variety of client groups.  In a
democracy both of these arguments have weight and it is not possible to 
treat teachers simply as public servants
directly and solely responsible to government.  
   Social justice is an inherently attractive concept but the accompanying 
process of social engineering is usually
thought of less positively, conveying as it does notions of the primacy of 
the State over the individual and of
the potential violation of the individual's free-will.  Governments form a 
notion of the good life and then by
intervention and manipulation attempt to alter the lifestyle of its 
citizens so that it more closely approximates
their particular model.  The intervention frequently takes the form of 
legislation which attempts to reduce wealth
and power of the already rich and powerful and to increase the wealth and 
power of those who have had limited
access to these things.  In order for the legislators to do their job well 



it is sometimes found necessary to exempt
them from the provisions of the social justice legislation.  One outcome of 
this approach is that there is an
ever-increasing legislative burden constraining the wealth-generating 
activity of those in private enterprise and
increases the demand on that resource by those who are least able, or not 
inclined, to take part in the generation
of wealth.  In the final analysis this is the balance that must be struck; 
there must be enough incentive to
produce wealth that can be taxed and there must be tax revenue sufficient 
to support the social justice program. 
The implementation of social justice policies therefore requires a degree 
of social engineering whether by overt
regulation and/or force, or by less direct but nevertheless powerful 
methods of government preferment.
   National and State governments that have not resorted to indoctrination 
but much of the information that has
been made available (in the hope that it will persuade the citizenry to 
prefer action A rather than counter-action
B) is ideological rather than empirical in content.  Thus there has been 
strong propaganda for the preferred
outcomes.  
   The national government also proposes that we become a clever country.  
We are to do this by placing more
emphasis on science and technology in the reasonable hope that this 
emphasis will lead to the production of
goods and services with high market demand and/or with high profit margins.  
If we are to identify those most
likely to contribute to this national goal we must provide a schooling 
environment that nurtures
science-technology learning while at the same time keeping options open for 
as many students as possible for
as long as possible.  This is difficult to do without the differential 
allocation of resources to support those most
likely to contribute to our technological competence.  

   If teachers are to play their part in the implementation of government 
policies:

        i they need to know what the policies are and how they can be 
operationalised
       ii they need to be neutral, if not sympathetic towards the policies 
and the proposed
          methods of implementation
      iii the number of policy initiatives must be such that they can be 
implemented by
          evolutionary, rather then revolutionary, adjustment
       iv there needs to be adequate resources made available either by 
additional allocation
          or by redistribution (Jeans, 1991).



Teachers play an important role in the implementation of the Government's 
social justice policies.  By
persuasion and instruction the Australian Government is using teachers to 
assist in shaping attitudes and
cognitions that are receptive to the notion of a socialist society based on 
a capitalist economy (Neave, 1988;
Lingard, 1990).  With the increasing government pressure on teachers to 
play an active role in implementing
its policies the role of the teacher is changing from that of guardianship 
of our intellectual and cultural heritage
to one of social engineering.  The preparation of teachers in Australia is 
thus influenced by a social-political
context dominated by the need for economic recovery and the desire for 
social justice.  The problem for teacher
educators is how these two goals should be reflected in initial and in-
service teacher education.

Teacher Education

Governments have long expected teachers to have a role in helping to shape 
our society.  But in a study by
Jeans (1990) it is reasonably clear that teachers distinguish between 
contributing to the good of the individual
and contributing to the good of society as a whole.  The former is a strong 
factor in the decision to teach.  On
a ten-point scale the former motive was rated as 7.4 and the idea of 
improving the quality of life for many
children was rated as 6.5, the latter idea that teaching is a good way to 
contribute to society was rated at 3.15. 
   As a result of government intervention teacher education in Australia is 
shaped by a number of ideological
principles.  These include economic rationalism, corporatism, social 
justice and multi-culturalism, and
environmentalism.  The first two principles have implications for the 
control of teacher education courses and
the way in which they are conducted.  The second two set parameters for the 
content of such courses.  These
principles are the basis of an articulated, cohesive and coherent framework 
and are part of the context of teacher
education in Australia.  However, the principles interact and policies in 
one area may not be consistent with
policies in another area.  For example, the funding of social justice is 
dependent on obtaining sufficient revenue
(largely from taxes) from those in business, commerce and employment.  In 
times of economic instability or,
in Australia's case, economic downturn, there may simply not be enough 
money to pay for all social justice
programs.  



   Clearly, teacher education does not exist is a vacuum and cannot be 
analysed satisfactorily without regard
for the prevailing political, social and economic climate in any country 
(Schils, 1978; Fulton, 1984; Gellert,
1985; Giroux et al., 1988; Down, 1990).  For Australia, the reality is 
that:

Regardless of what the country's constitution might say, the national 
government has become
one of the key players in deciding educational policies and practices.  
[...] those educational
provisions which affect the country's economy become a legitimate concern 
of national
government. (Beare, 1989: 14)

and:

The capacity of schools and educators to shape beliefs and modify cultural 
mores and even
economic policy is frequently overstated.  Nevertheless,  politicians are 
frequently tempted
to use educational policy to achieve their political ends. (Preston, 1990: 
8)

   The professional opinions of teacher educators on matters such as course 
structure constitute only one element
in determining what is finally taught (Beyer, 1987; Turney and Wright, 
1990; Connors, 1991).  Statutory bodies
such as registration boards and employer bodies, such as Ministries of 
Education, have considerable influence
on what is included in a teacher education course and these views severely 
constrain course design. 
Nevertheless, teacher educators can take a lead in suggesting possible 
course structures and content.  Such
structures can then be debated against academic, professional and 
employment criteria and their merit assessed. 
   Starting with the assumption that teachers do have a role in social 
reformation and that social justice is an
appropriate element in course design the task for teacher educators becomes 
one of determining when, and how,
social justice is best reflected in courses for the pre-service student 
teacher and in in-service courses for the
practicing teacher.  There are four general mechanisms available to the 
course designer:

  i adding or changing content to existing courses
 ii adding or changing perspectives



iii combinations of i and ii
 iv the redesign of courses so that the entire content and process are 
embedded in a social
     justice perspective

The addition of content to existing courses is often not a desirable method 
of changing attitudes and it is usually
not a possibility because of the extreme demands on contact time in 
existing courses.  In many universities the
number of subjects and the contact time are limited by financial and other 
administrative constraints.  It is not
much easier to replace existing content with new content.  Academic staff 
usually have very strong, if not
always sound, arguments to support existing content.  In any case the 
changes require new knowledge and
perhaps even new forms of thinking.  It might well be argued that changing 
the content, by whatever means,
is still an inadequate response to the requirements of social justice. 
   Much the same kind of argument can be made for changing perspective.  
Academic staff usually have
characteristic modes of thinking and writing and these are often informed 
by many years of scholarship.  It is
not a simple matter to persuade them to realign their thinking to support 
current orthodoxies, however
persuasive.  
   Given the diversity in academic staff one might well be able to 
implement some combination of content
reformation and perspective realignment.  Although it is unlikely that this 
would provide the student with an
adequate and systematic understanding of the processes and outcomes of 
social justice, it might well be the best
that can be achieved.
   The redesign of courses so that content and process apply and reflect 
social justice is an absolutely major
task.  Not only would we have to persuade academic staff to commit 
themselves to a set of principles we would
also have to obtain some level of agreement about what these principles 
are, how they would be applied, and
to which groups should they differentially apply.  Further one would have 
to expect a lengthy transition period
in which new attitudes are formed, new structures devised and new learning 
materials prepared.  Whatever
course structure one devises it must help teachers to meet the various 
demands placed on them teachers and will
need to contain social-justice knowledge, discipline knowledge and 
pedagogic knowledge.  It will also need to
engender commitment to each of these three areas.  

Social Justice Knowledge and Commitment



Commitment to social justice is more likely to be long-term if it is based 
on knowledge rather than on
propaganda.  Teachers themselves certainly believe that a knowledge of 
social justice issues is very important
(Jeans, 1990).  Social justice knowledge requires a detailed understanding 
of the way in which issues such as
access to wealth and access to higher  education differ for societal 
groupings.  This knowledge consists of
varying mixtures of fact, hypotheses and speculation.  It might well be, 
for example, a relatively easy matter
to describe the distribution of wealth in Australia.  It is very much more 
difficult to account for this distribution
of wealth.  It is even harder to say how to alter it for the general good 
of society.  
   Social justice knowledge is an area of conceptual and empirical 
complexity and doesn't lend it itself to
simplistic partitioning and the development of a series of elective social 
justice subjects which could be taken
by the beginning student.  If social justice knowledge is to be more than a 
collection of facts, hypotheses and
speculations the student must be helped to develop appropriate conceptual 
frameworks.  To some extent these
can be extracted from the social justice content itself but the 
undergraduate student will be better served by
learning the current paradigms with which we select, categorise, describe 
and explain real-world phenomena. 
 This reasoning implies some understanding of, at least, economics, social 
history and cultural anthropology. 
One might therefore design a course which has introductory subjects in 
these three areas followed by more
advanced study in which these disciplines or fields of study are applied to 
social justice problems.  That is the
paradigms will precede the problems.
   Economics content ought to help students understand how, in a capitalist 
economy, the distribution of money
is related to the distribution of access and equity.  The social history 
concept should be such as to help the
student learn that societies are shaped by their past and that Australia's 
past is no longer an adequate basis to
construct a future.  Cultural anthropology, or an equivalent, ought to be 
included so that the student understands
how and why humans organise themselves to live in groups.  The subject 
would highlight the arbitrary or
relative nature of many societal norms and practices.  These three content 
areas would be a framework for the
development of social justice knowledge in a pre-service teacher education 
program.  Social justice is not just
about the distribution of goods and services.  It is also about tolerance 
for the views and practices of others. 



This does not imply that "anything goes".  All of us are free to practice a 
religion but this is to be done within
the context of the existing cultural and societal institutions.  Our legal 
system for example is based on one
particular view of the relationship between Church and State.  We are not 
free to act as if this interaction is a
matter of individual preference.  The diversity in our society is so great 
that we could possible expect our
undergraduate students, or any students for that matter, to know the 
details of each and every cultural group
that make up the Australian population.  The best that one might be able to 
achieve is that students will have
a detailed knowledge of one or two cultures and that this knowledge will 
induce mind-set able to balance cultural
relativity with the concept of a single nation.
   Although Australia has a substantial population of European origin it is 
unlikely that Australia could sustain
a future based on Britain, a Greater Europe or the United States of 
America.  On balance, we will be better
served by seeking a place in a Pacific South-East Asia political and 
economic bloc.  Teachers therefore should
have a basic understanding of education in one of these countries.  For 
this reason any proposed course needs
to include a study of a Pacific or South East Asian nation.
   These considerations deal with the development of a knowledge base but 
what of the teacher's commitment? 
For some few students perhaps preaching will engender a degree of 
commitment.  It is much more likely that
students will be influenced by the practice of social justice during their 
time in the university.  This will also
entail the selection of content and processes of teaching and learning that 
will develop a variety of intellectual
perspectives.  It will entail respect for the learner and the development 
in the learner of a commitment o
compassionate justice.  The Australian concept of social justice also has 
ethical considerations based on Western
views of morality, the sanctity of human life and the interaction between 
the individual and the State.  These
considerations have a place in course content.

Academic-Discipline Knowledge

It is of course reasonable to expect teachers to have substantial academic-
discipline knowledge but for
elementary school teachers it is not realistic to think that discipline 
knowledge can be developed to the same
level in all of the fields of study underpinning the school curriculum.  
There is no definitive match between the
forms of knowledge and the elementary school curriculum and hence there is 



some flexibility in defining the
disciplines that relate to the elementary school curriculum.  In this paper 
it is assumed that the disciplines of
mathematics, science, geography, music, art, English would cover the 
elementary school curriculum.  The
discipline content of undergraduate teacher education is strongly 
influenced by the requirement that the
beginning teacher seeking certification will show teaching-learning 
competence in all areas of the curriculum. 
The idea of discipline-centered teacher education will be anathema to some 
who will argue that attempts to move
in this direction have been marked by failure more than success.  This 
might or might not be the case but can
we say that professional teacher education is successful enough to warrant 
its continuation in its present form? 
One might however aim for moderately high levels of achievement in two or 
three discipline areas.  This would
have profound implications for the staffing of our elementary schools but 
if we were convinced that such a move
would result in more effective learning we might be prepared to regard it 
as something more than a gleam in
an academic's eye. 
   A sound understanding of, and a commitment to, social justice is not by 
itself enough for our teachers.  One
must also try to ensure that the teacher's discipline knowledge and 
understandings are appropriate for the
learning demands that she will face.  There is thus a balance to be struck 
between discipline knowledge and
social justice learning.  They are not mutually exclusive and one hopes 
that the two domains would be
complementary.   The requirement to foster excellence, and the requirements 
of social justice, are not
necessarily in conflict but there is a tension between the two.  This 
tension is a major management challenge
for the Commonwealth and Victorian governments.

Pedagogic Knowledge and Commitment

Although scholars such Schulman speak of pedagogical ways of knowing (1991) 
the search for a definitive body
of pedagogic knowledge has been inconclusive students.  Nevertheless 
students will be helped by knowing what
we believe are the necessary behaviours (not always sufficient) for 
effective teaching.  This usually consists of
some mixture of psychology, philosophy and history applied to schooling, 
some craft knowledge of matters such
as curriculum and lesson planning, some human relations skills and some 
professional experience.  The
application of psychology, philosophy and history to schooling and 



education has the same problems referred
to earlier with respect to social justice.  That is, it is preferable to 
study the characteristic paradigms before
using them in problem-solving situations.  If one accepts this argument the 
course will need time in which
psychology, philosophy and social history can be studied as disciplines.  
Although the study of these subjects
is valuable in its own right it is intended that the disciplines be applied 
to schooling.  They will need therefore
to be followed by content that illustrates how these can be applied to the 
practise of schooling.   
   Teaching is a human-oriented activity and as with all such activities it 
works best if the teacher is convicted
about the worth of her learning and genuinely wants others to share  this 
conviction.  For many learners the
teacher's enthusiasm for the subject is itself motivating.  Sound subject 
knowledge is not enough; there needs
to be this added dimension. 
   The content of the curriculum studies component of existing teacher 
education courses cannot be assumed
to be socially-just for all societal groups, and it may not be possible to 
construct subjects which are defensible
from all social-justice perspectives.  Care should be taken however to see 
that significant contributions from
the various societal groups are at least acknowledged.  The course will 
need to provide theoretical and practical
understandings of curriculum design from a social justice perspective.  As 
the curriculum theorists have long
been telling us for some years curriculum is much more than simply a 
collection of content.

Communication and Psycholinguistic Skills

Teachers are expected to be able to consult with, and advise, a variety of 
audiences.  There are a number of
techniques which can assist the teacher to do this efficiently and 
effectively.  For this reason the course should
include material focussing on the development of communication skills and 
on working with colleagues and the
family unit (Brown et al., 1987).  It will be helpful for students to know 
that one's linguistic system plays a
fundamental role in the assessment of, and reaction to, the social 
environment.  Hence a knowledge of how
language and behaviour interact will help the teacher to interpret and 
understand the behaviour and responses
of people whose first language is not English.
   The correlation between language and thinking has been a matter of 
conjecture and investigation for a very
long time (Landar, 1965; Osgood and Sebeok, 1965) but there is little 



evidence to suggest that strong
deterministic effect of one's linguistic system proposed by Whorf (1950) 
actually exists.  The evidence does not
allow one to assert that the only partitioning of the environment that one 
can do is that imposed by one's
linguistic system.  However, there is little doubt that one's habitual 
partitioning of the environment is dictated
by that linguistic system.  But, the way in which a group partitions and 
reacts to its environment is the basis
of its culture.  It is not difficult to see, therefore, that for a non-
English speaking child in an English language
classroom much of the teacher-intended learning will be unsuccessful.  In a 
teacher education program designed
to foster social justice the students should, at very least, experience the 
psycholinguistic problems faced by such
children.  There are two basic ways in which this can be done; one is to 
give the student some experience of
trying to learn and communicate in a, largely unknown, linguistic system.  
This no doubt would have some
affective benefit.  A more fundamental and longlasting approach would be to 
have the student learn a second
or other language whilst on course.  Not only would the student have had 
the learning experience but in the
process she would also develop an insight into another culture.  Whether or 
not there is to be a national model
of teacher education for elementary  teachers students ought to be required 
to complete a language major.
   Given that one's linguistic system has an effect on one's reaction to 
the social environment it follows, perhaps
to a limited extent, that modifying a linguistic system modifies the user's 
perceptions.  If one therefore removes
from speech and writing those attributes that work against social justice 
it might be possible to heighten people's
awareness of alternate, and more just, realities.  Hence, for example, 
there is a case for the use of gender-free
speech and writing in cases where gender is irrelevant.  It is not 
surprising that such an invasive and pervasive
action would have its critics and, indeed, one needs to take care that 
artificial changes are not made for the sake
of ideological purity.  Given these limits the discourse of teaching-
learning should use language and speech in
ways that support social justice.

The Practicum

It is common among teacher educators to argue that the practicum is central 
to teacher education courses
(Turney et al., 1985).  Student teachers certainly regard it highly and 
often see it as the best part of their



course.  However, there are arguments for reducing the importance given to 
it.  For example, much of the
student's experience in the classroom is repetitive.  In part this is 
because some aspects of teaching are
repetitive and it is because they are encouraged to strive for practical 
competence.  Much as a prospective
employer would prefer a high level of competence in a beginning teacher one 
should not lose sight of the fact
that teacher education is a form of higher education and hence ought to be 
concerned with intellectual
development as much as or more than practical skill.  For the naive student 
the professional authority of the
practitioner is esteemed more than the academic authority of the theorist.   
Staffroom conversation tends to more
concerned with immediate realities.  Some teachers educators have therefore 
taken the view that not all school
experience contributes to the educative goals of undergraduate teacher 
education.
   There is often a real tension between the goals promoted in the course 
and the socialising effect of the
staffroom.  Much of the content of undergraduate courses consists of 
abstractions and does not necessarily
mirror reality.  This is so because higher education is not simply on-the-
job experience nor is it only a process
of describing experience.  It is a process of generalising from one's own 
experience and the experience of others
together with reflection on that experience.  It is also a process in which 
one develops a set of values based on
a rational consideration of what concepts like good, truth, justice and 
beauty can mean.  This view of higher
education is not universal and Anderson (1991) presents the other side of 
the coin. 
   In a teacher education course with a social justice perspective the 
practicum would serve as a means of
experiencing the diversity of human behaviours; culturally and individually 
motivated.  There can be no formula
for what kind and what amount of classroom experience is appropriate and it 
would differ from student to
student.  As a reasonable minimum one might choose say 15 days in each of 
years two and three of the
undergraduate course.  If the model of teacher education proposed by Ebbeck 
(1990) in his report to the
Australian Education Council is adopted the student would have ample 
opportunity for classroom experience
during an internship.

Course Design

How might these considerations be reflected in an undergraduate course?  
Clearly there is no one answer and



unfortunately there isn't a lot of empirical evidence to use as a guide 
(Reed, 1982; Tisher, 1987) but we do
know that undergraduate teacher education will be of four years duration 
and will contain at least eight
semesters we have a broad structural framework within which to place the 
required content.  The arrangement
of subjects shown here is based on the model proposed by Ebbeck (1990) and 
has nine semesters - two of which
are a school-based internship.  The particular arrangement of content in 
subjects, and subjects into courses, will
depend on parameters that will often be dealt with on a case-by-case basis 
and it is not the intent of this paper
to attempt to mandate any of these parameters.   For the purposes of 
illustration the following example uses
science and mathematics as the major studies.  With the exception of these 
major studies the course would look
much the same for all students.

Preservice Program
Year 1
            Science 1A
            Mathematics 1A
            Language 1A
            Cultural Anthropology

            Science 1B
            Mathematics 1B
            Language 1B
            Social History

Year 2
            Science 2A
            Mathematics 2A
            Language 2A
            Economics

            Science 2B
            Mathematics 2B
            Language 2B
            Social Justice 1

            Social Justice 2
            Consultation and Helping Skills
            Science Curriculum
            Mathematics Curriculum
            

Year 3
            Science 3A



            Mathematics 3A
            General Curriculum
            Language 3A

            Science 3B
            Mathematics 3B
            Social Justice 3
            Language 3B
            

Intern program 
Year 1
            Psychology
            Philosophy
            Studies in Teaching 
            Education in South East Asia

Year 2
            Psychology and Education
            Philosophy and Education
            Curriculum Project
            Studies in Teaching
   
The course indicated above would be demanding and well beyond the capacity 
of many of the students now on
course in our various institutions.  If there is to be a reasonable 
graduation rate, say two-thirds of the first-year
cohort there would need to be considerable selectivity at the time of 
admission.  Students chosen for the course
would need to have a sound record of achievement the appropriate 
disciplines in their post-primary schooling. 
In addition, there would need to be good evidence of an interest in, and a 
concern for, the learning
achievements of children.  
   The proposed course is also inconsistent with the views of many teachers 
and teacher educators.  It assumes
that social justice is a complex, but rational, principle best understood 
by drawing on the disciplines.  It further
assumes that parents want their children to do more than experience social 
justice.  That is, they want their
children to be literate and articulate and to have the education necessary 
to make the best of life's opportunities. 
If teachers are to facilitate learning they need to know considerably more 
than the children they are teaching;
the course therefore emphasises academic-discipline knowledge more than 
teaching-learning processes.  It is
not that the latter are unimportant; rather it is a matter of when they 



become important.  This courses assumes
that content takes priority over process.  Much of the process can be 
learned during the internship.  
   Some students would not want to enter such a course because it does not 
give great weight to teaching
practice and because they would see some of the content as being peripheral 
to the practice of teaching.  Other
students would enter the course but for various reasons not complete it.  
Some of who do not complete the
course might wish to pursue another courses but some might still want to 
work in a school.  If we had a more
differentiated teaching service it might well be possible for students who 
complete say twelve semester units
to be employed as para-professionals and perform useful work in a 
classroom. 
   Course design is one of four inter-related factors:

        i course design 
       ii selection of students for admission into teacher education 
courses
      iii teaching-learning methods used in teacher education
       iv staffing in teacher education faculties

Each of these needs to carefully considered if we are to prepare teachers 
knowledgeable about, and committed
to, social justice.  Discussion of these factors is beyond the scope of 
this paper but it is clear that the methods
used ought to show social justice in action, show respect for the learner 
and, over time, hand-over control of
the learning process to the student.  Similarly the staff who will teach 
these students ought to be committed to
the development of the intellect through a liberal and non-ideological 
education.  If social justice is to be a
design and teaching parameter it should be so because it is demonstrably 
reasonable to do so not simply because
the government of the day believes it to be a good idea.  Australia is 
going through a severe economic recession
and regardless of the government's ideals it has to balance the costs of 
social justice against the benefits of
encouraging the creation of wealth.

Conclusion

The model proposed by the AEC Working Party has many practical difficulties 
and it cuts across many vested
interests.  Nevertheless,  the practical difficulties can be solved if we 
have a mind to do so.  We now have a
chance to improve substantially the quality of our teachers and to 
contribute to the professionalisation of



teaching; we should seize the opportunity with determination and 
enthusiasm.  Even if the AEC does not adopt
the Working Party's recommendations the Report is a timely contribution to 
discussion and debate on the
structure and content of teacher education courses.
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