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1. 

1. [bookmark: _Toc187848124]Introduction and rationale

Initial Teacher Education (ITE) holds greater global significance today than it has ever before (Menter, 2023). This can be attributed to the fact that international studies have established the inextricable links between educational systems and countries’ economic performance (Wiliam, 2011). Whilst a variety of socio-economic factors influence students’ achievement, the biggest contributory factor to education systems is the quality of its teachers (Barber and Mourshed, 2007; Higgins, Kokotsaki, and Coe, 2013; Hattie, 2008; Cochran-Smith, 2020).
Therefore, policymakers around the world have begun to attempt to identify the relationship between “inputs” to teacher education, and that of students’ achievements (Menter, 2023). The result, as Ellis, Steadman and Trippestad, 2019. (2019), assert, is that ITE has become “a site of struggle internationally” (p.101). Cochran-Smith’s (2005) contention that ITE has long been a “policy problem”, appears appropriate (Furlong, Cochran-Smith and Brennan, 2008; Tatto and Menter, 2019) and a “constant” period of policy reform has consequently taken place (Ellis, Steadman and Trippestad, 2019). This, it can be argued, has been due to policymakers’ desire to improve teacher education quality in the belief that this will enhance teacher quality; thus, yielding higher student achievement the consequent economic advantages this would bring (Education Trust, 2008; Organisation for Economic Co-operation and Development, 2005). 

Such attention has led to several reviews of ITE policy internationally (Musset, 2010; Ellis and McNicholl, 2015; Brisard, Menter, and Smith 2005; Mutton, Burn, and Molway, 2024; Mutton and Breeze, 2024). Wales also embarked on a period of analysis, with Professor Ralph Tabberer conducting a review of the provision in 2013 and finding that it was “adequate and no better” (2013, p.14). Estyn, the inspectorate for education and training in Wales, echoed these sentiments, demanding “more consistency in the quality….in initial teacher education” (2013, p.41). The consequence of these findings prompted the Welsh Government to appoint an Initial Teacher Training (ITT) advisor in 2014, Professor John Furlong. His review put forward several recommendations for the future and marked a significant policy shift in ITE in Wales (Furlong, 2015). A key recommendation of Furlong’s work was the establishment of a collaborative partnership between schools and Higher Education Institutions (HEIs) where they would work in a “very different conception of partnership from the one that is currently in place in most of Wales” (Furlong, 2015, p.17). What he envisioned was a relationship that can be best described using Lillejord and Børte’s (2016) definition – a “cross-institutional collaboration between actors with varied backgrounds, roles and functions” (p.556). This, Furlong argued, would be pivotal in providing student-teachers with the best chance of developing strong links between the theory and practice of teaching (Furlong, 2015). 

This study aims to examine the practices within the current model of ITE in Wales, specifically focusing on the expectation that HEIs and Lead Partner Schools “share accountability” for ITE programs (Welsh Government, 2023a, p.14). The perceptions of a range of Lead Partner School staff are of particular interest here, such is the significance of their role in all aspects of the Criteria for the accreditation of initial teacher education programmes in Wales (“Accreditation Criteria”, Welsh Government, 2023a). This research seeks to better understand the lived experiences of school-based teacher educators in such schools whose role has been elevated to in the current partnership model. As has been established; the success of Wales’s comparatively unique model of ITE has considerable consequences for the nation in the immediate and long-term future. 
[bookmark: _Toc187848125]1.1 Positionality  

Having worked in primary schools in Wales, England, and the Middle East for over 13 years, I now work for a university in South Wales. My primary role is to set the strategic direction for the ITE partnership which is comprised of two-hundred schools. As discussed, the Accreditation Criteria mandate that schools and HEIs work together to ensure that student-teachers have access to “knowledge derived from theory, from research and from excellent practice” (Welsh Government, 2023a, p.11). This, it is claimed, is only possible when schools and HEIs work in partnership to support student-teachers’ ITE. This close working relationship demands that schools and HEIs to be jointly accountable for the “quality of the programmes, student experience and outcomes” (Welsh Government, 2023a, p.19). 

My experiences of working in an ITE partnership have led to my interest in this area; namely the extent to which university and school partners feel jointly accountable for programmes in which ITE. As Mutton et al., (2018) posit, these expectations can be difficult to realise due to ITE being the primary activity for one partner, the HEI, and a secondary, or even a “peripheral” activity for the other such as schools, whose short-term focus will understandably be the children for whom they are responsible. In addition, my experience of working with senior leaders and class mentors in partner schools has led to my interest in establishing their views and beliefs align with the expectations for a whole-school approach to ITE, as outlined in the Accreditation Criteria (Welsh Government, 2023a). 

[bookmark: _Toc187848126]1.2 Research aim and Research Questions

A Lead Partner School, as outlined in the Accreditation Criteria, is a school which plays a “key role” in an ITE Partnership, contributing “fully” to all aspects of the ITE provision (Welsh Government, 2023a, p.19). Together with a HEI, they are responsible for accredited ITE programmes. However, the extent to which HEIs and Lead Partner Schools share an equal interest in the process has been questioned by Waters-Davies and Livingston (2023) who point out that the survival of university departments depends on the success of the model. This, of course, is not true of teachers employed in schools and therefore, the extent to which both partners are motivated to fulfil the expectations outlined in the Accreditation Criteria, invites deeper examination. 

Consequently, the following research questions have been designed to establish the extent to which the intended vision for joint accountability has been realised in an ITE partnership in South Wales: 

1. To what extent do teacher educators in Lead Partner Schools perceive themselves to be jointly accountable with a HEI for the 'quality of the programmes, student experience and outcomes', as stated in the “Accreditation Criteria” for initial teacher education? 

2. What similarities and differences in opinion, if any, exist between senior leaders and mentors in Lead Partner Schools regarding their perceptions of being jointly accountable for an ITE programme? 

Research in teacher education has often been considered "ungeneralizable" due to its context-specific nature (Mayer, 2006). While this study focuses on the experiences and perceptions of a single Lead Partner School within an ITE partnership, it may provide insights into the practices and challenges emerging from the "radical" model adopted by Wales (Furlong et al., 2021). Unlike in England, Wales predominantly operates a single model of ITE with providers being accredited, thus making the potential for transferability greater than may otherwise be possible (Department for Education, 2024). 

In addition, in contrast to other pieces of research into teacher education which have sought to elicit interventionist reform policies (Mayer and Oancea, 2021), this research aims to provide insights into the attitudes, challenges and practices within the complex partnership model, particularly from the perspective of school-based teacher educators in Wales. 

[bookmark: _Toc187848127]1.3 Theoretical Framework 

Section A of the Accreditation Criteria (Welsh Government, 2023a) provides this study with an effective theoretical framework. Building on the OECD’s report, A Flying Start: Improving Initial Teacher Preparation Systems (OECD, 2019), which reported on the ITE provision in seven countries, including Wales, it outlines “the vision for ITE in Wales” (“the vision”) to “help collaboration between different partners” (2023a, p. 8). 

Central to “the vision” is the expectation that ITE serves as a launch pad for teachers’ learning; equipping student-teachers with skills and dispositions to continue to develop throughout their career. Significantly, it also takes account of Burn and Mutton’s (2015) review of “research-informed clinical practice” and BERA-RSA’s (2014) examination of the role of research in teacher education in formulating the different roles of schools and HEIs in educating beginner teachers. The role of these partners is considered both distinctive and complimentary, allowing student-teachers to draw on different forms of professional knowledge to make effective links between theory and practice. 

Importantly, “the vision” emphasises the critical need for joint accountability between schools and HEI partners, asserting that genuine collaborative teacher education cannot be achieved in its absence (Welsh Government, 2023a). As such, joint accountability emerges as the cornerstone of the entire vision. Without it, the framework collapses, underscoring the fundamental importance of this issue.

Consequently, “the vision” acts as the roadmap to this study; providing a lens through which school-based teacher educators’ perceptions and attitudes toward joint accountability will be explored.

[bookmark: _Toc187848128]1.4 Searching the literature 

To ensure engagement with relevant and appropriate literature, searches were conducted using academic databases and platforms such as EBSCO, Ex Libris Discovery via "librarysearch.uwtsd.ac.uk," Google Scholar, Google Books, BrowZine, and EThOS. 
To inform this review, key terms were identified to facilitate the literature search (Creswell, 2021). Inevitably, the term “partnership” was considered key due to the nature of the research. However, searching for the term “partnership” in isolation posed significant challenges as it can be used in several different and unrelated contexts. To compound this, “partnership” can mean different things within the education sector itself. Notably, it forms part of the name of some ITE Partnerships, for example the Swansea University Schools Partnership (Swansea University, 2024), as well as being used to describe the relationships between schools, Regional Consortia and Local Authorities (Welsh Government, 2023b). Consequently, additional search terms were required to refine results, including “initial teacher education”, “initial teacher training”, “schools”, “higher education institutions”, “accreditation” and “student-teachers”. Additionally, search terms were further refined by adding key names or words that occurred in initial searches (Thomas, 2023). 

While sources published after 2015 were prioritised - particularly following the release of Teaching Tomorrow’s Teachers (Furlong, 2015) - Welsh educational policies implemented post-devolution in 1999 were also considered valuable. Similarly, as much of Furlong’s review in 2015 drew on findings from a model of ITE that was conceived in Oxford University in the 1990s, relevant sources have been engaged with from this period, despite their age.   

A variety of literary sources have been reviewed, including books, policy documents, journal articles, websites, inspection reports and ministerial speeches. "Citation searching," a method of exploring references cited in a work (backward chaining) and newer works that cite it (forward chaining), has been an effective method in ensuring a comprehensive review (University of Southampton, 2024). While it is recognised that additional sources, particularly reviews of international models of ITE, provide valuable context, this study focuses on the implications for the Welsh partnership model. As a result, this review does not seek to compare partnership models in different countries, nor does it intend to examine other contentious issues in ITE partnership models such as the role of professional standards or the significance of research in preparing student-teachers (Kosnik, Beck and Goodwin, 2016). 
[bookmark: _Toc187848129]1.5 Structuring the literature review

This critical literature review has been structured to ensure that emerging themes are clearly and logically explored. Thomas (2023) advocates that literature reviews should be "more like a story than a list" (p. 64), aligning with Denscombe's (2010) perspective that new knowledge from research should be contextualised rather than isolated. Therefore, literature will be reviewed under the following headings: guiding the reader from the concept of ITE as a “policy problem” through to elements of the Welsh model which merit further exploration: 

1. How did we get here? Initial Teacher Education and partnership working in Wales
2. Collaborative partnership as a model of ITE
3. Preparing student-teachers to be school- and profession-ready
4. Developing student-teachers’ professional knowledge
5. Challenges of accountability in a partnership model
6. Are partners equally invested? 
7. The roles and responsibilities of school- and university-based teacher educators

[bookmark: _Toc187848130]1.6 Summary

A country’s economic success is largely influenced by the quality of their education systems (Morris, 2015). Consequently, educational reforms have been closely aligned with a global teacher education policy push (Kennedy, 2024). In Wales, this led to a period of significant reform of ITE, culminating in a sector review in 2015 by Professor John Furlong. Many of his recommendations, heavily influenced by his experience of close HEI and school partnership working in Oxford University during the 1990s, were taken by Welsh Government and included in their Accreditation Criteria for ITE Programmes (Furlong, 2015; Welsh Government, 2023a). This criterion mandates that programmes “are both rigorously practical and intellectually challenging at the same time”, something it is argued, that is only possible if both schools and HEIs work in close partnership. Additionally, both parties are required to be jointly accountable for the teacher education programmes that they offer (Welsh Government, 2023a). This condition is relatively unique in the international context (Cochran-Smith, 2020), and therefore, its success requires analysis. The extent to which this expectation is fully understood and enacted in Lead Partner Schools, including by leadership, teaching and support staff, is also of significance, due to the demand from Welsh Government that a culture of ITE is created (Welsh Government, 2023a).  

Through a comprehensive examination of the literature, this critical review aims to serve as a foundation for further research by identifying themes, commonalities, disagreements, and gaps that will inform the questions this study seeks to address (Cohen et al., 2018). 

2. [bookmark: _Toc187848131]Literature Review

[bookmark: _Toc187848132]2.1 How did we get here? Initial Teacher Education and partnership working in Wales

In 2013, the Welsh Government invited the Organisation for Economic Cooperation and Development (OECD) to undertake a review of the education provision in Wales, which led to the publication of Improving schools in Wales: an OECD perspective (OECD, 2014). This report recommended reform of the ITE sector, emphasising the need for stronger partnerships between HEIs and schools (Griffiths et al., 2020). This report, combined with the criticism the sector had received from Tabberer (2013) and Estyn (2013), signalled the end of the previous, HEI-led model of ITE in Wales. Notably, Professor Graham Donaldson was conducting a comprehensive review Wales’s curriculum at this point. In his 2015 report, "Successful Futures," he recommended granting teachers greater responsibility for curriculum design and assessment and advocated for teachers to understand the “why” and the “how” of teaching, as well as the “what”. (Donaldson, 2015, p.58).

Whilst the term “partnership” had been used to describe the relationship between schools and universities up to this point, this model was characterised by its separation, rather than integration, of theory and practice (Mutton et al., 2018). The role of schools was often reduced to accommodating student-teachers on placements, with little or no involvement in the design of the programmes (Whiting et al., 1996; Furlong, 2019; Brisard, Menter and Smith 2005). This was despite government directives insisting upon formal relationships between school and university partners (Department for Education, 1992). This resulted in control over ITE remaining with HEIs “under the cloak of ‘partnership’” (Hagger and Wilkin, 1996, p.83).

Additionally, Furlong et al., (2021) discovered that the practice of mentoring was substantially underdeveloped in such a model, which resulted in student-teachers being unable to make links between university and school-based knowledge. In essence, this resulted in a binary model of partnership working, in all but name. 

As a result, Furlong sought to address these issues by proposing that a model of collaborative partnership was developed across Wales. He advocated for the integration of school and university elements into ITE programmes, with each partner drawing on their distinctive, professional knowledge, enabling them to learn from one another (Furlong 2006; 2015; Furlong et al., 2021). This model of ITE had gained popularity in the early part of the 21st century, where there had been a gradual move away from conventional programmes to a more collaborative approach between HEIs and schools in designing and delivering ITE programmes (Musset 2010; Lillejord and Børte 2016; Green, Tindal-Ford and Eady, 2020). Without the involvement of school and universities, each contributing their own distinct forms of knowledge, Furlong et al., (2006), argued that the complexity of teacher education would be “flatted” and reduced to the teaching of technical rationalist tasks (p.43). The resultant Accreditation Criteria (Welsh Government, 2023a), created by Welsh Government to ensure ITE providers meet the standards expected, can be seen to protect against binary HEI / school thinking. They outline that Lead Partner Schools are expected to have committed to establishing a culture where ITE is “accepted as one of its core responsibilities” and are open to “evidence from research and practice elsewhere” (2023a, p. 11). 

Unlike in England, where policy progressively diminished the role of HEIs in ITE (Power, 2016; Childs and Menter, 2013; Ellis and Childs, 2023; Mutton and Burn, 2024), the Welsh Government committed themselves to their involvement, with Kirsty Williams, the Minister for Education from 2016-2021, outlining her support of a “… system, where universities and schools work in robust partnership” (2017). Whilst it could be argued that Furlong’s background in higher education ensured that university involvement in ITE was protected, to reduce his vision for ITE to a university-centric one would be unfair (Furlong, 2015). He had long sought an expanded role for school-based mentors (Furlong and Maynard, 1995; Furlong, 1997; Furlong, et al., 2000) and had promoted the development of a research-literate teaching profession (Furlong, 2004; Tatto and Furlong, 2015). Despite this, it could be posited that the reforms to ITE in Wales were driven by a small number of individuals, with Furlong clearly a key protagonist. Whilst the reforms to ITE in Wales were carried out in consultation with Estyn, HEIs, school leaders and teachers, ITE providers themselves had little influence on the reforms that were embarked upon (Mutton and Burn, 2020). Furthermore, it is notable that much of the literature published on ITE and partnership working appears to almost exclusively originate from HEIs, further emphasising their prominence. Menter (2019) explains the limited involvement of stakeholders in developing the vision for ITE by observing that the level of professional agency afforded to them linked to the level of trust society and politicians place in them (p. 275). Irrespective of the reason, however, this “top-down strategy” may foster a sense of partnership working being done to, and not done with, the stakeholders responsible for its enactment (Mutton and Burn, 2020, p.96). Perhaps it is inevitable, therefore, to question the extent to which they feel a sense of ownership for the nature of programmes they are mandated to provide. 

Building upon Livingston and Waters-Davies’ (2024) exploration of agency within initial teacher education (ITE) partnerships, this research investigates how staff members in Lead Partner Schools perceive and embrace the concept of joint ownership in the programs they oversee. Understanding these perceptions is crucial, as Furlong’s vision relies on the active participation and commitment of all stakeholders, ensuring that both theoretical and practical aspects of teacher education are seamlessly integrated. By exploring the perceptions and understandings of Lead Partner School staff, this study aims to shed light on the dynamics of joint ownership and its impact on the efficacy of ITE programs.

[bookmark: _Toc187848133]2.2 Collaborative Partnership as a model of ITE

The Modes of Teacher Education (MOTE) project was carried out by Furlong et al., in 1996 to establish the impact of policy on models of teacher education (Furlong et al., 1996). This project identified three main models; “collaborative partnership”, “HEI-led partnership” and “separatist partnership” (Furlong et al., 1996, p.43). The collaborative model of partnership was observed on a small-scale, secondary postgraduate programme at the University of Oxford (“The Oxford Internship Scheme”). This programme was founded on the principle that schools and university partners had distinct, yet equally valuable expertise, offering different perspectives that led to a comprehensive and balanced experience for student-teachers (McIntyre, 2009). Ongoing collaboration in the planning and implementation of the programmes were notably considered “essential” (Furlong et al., 1996, p.44). 

This model would appear to address issues raised by Darling-Hammond (2009) in the USA, where she described the lack of cohesion between HEI and schools as the “Achilles heel” of teacher education (in Zeichner, 2010, p.91). However, despite the apparent success of the Oxford Internship Scheme, it is legitimate to question the extent to which such a model is transferrable to a country with considerable linguistic, geographic and social differences, irrespective of its relatively small population of three million people. In contrast to England, where student-teachers can choose from various training routes - including university-led training, school-led training and routes offered by private companies or charities (Department for Education, 2024) – student-teachers in Wales only encounter one model of partnership in ITE (Welsh Government, 2024a). Given Wales's reliance on its chosen model, this research will offer valuable insights into the practical challenges and successes encountered during its implementation. 

Any such challenges may be heightened by the nature of the accreditation process in Wales, with HEIs and Lead Partner Schools having to demonstrate their ability to meet the Accreditation Criteria (Welsh Government, 2023a). Achieving these criteria, particularly the goal of establishing a shared vision across school and university partners, is inevitably challenging. This is highlighted in the works of Rust (2018), Redman (2014) and Livingston and Waters-Davies (2024) who discuss the difficulty in creating and maintaining effective partnerships, particularly where partners may hold differing perceptions of their relationships with one another. To add to this, the extent to which the Accreditation Criteria allow for the natural evolution of the relationship between school and university partners has been questioned (Waters-Davies and Livingston, 2023). Whilst the specific expectations outlined in Accreditation Criteria aim to ensure that student-teachers receive a consistent and high-quality experience across various partnerships in Wales, Lillejord and Børte (2016) emphasise that partnerships should not be “understood as statis entities, but perceived and treated as dynamic and continuous processes” (2016 p. 559). As a result, the prescriptive and rigid nature of the relationship that HEIs and schools are required to have could potentially hinder the extent to which the partnership can develop organically. Furthermore, the fact that studies have found that school and university partnerships can be difficult to sustain over time (Allen et al., 2010; Risan, 2022), highlights the significance of exploring this topic now. Mutton, Burn, and Molway’s (2024, p.942) recent expression of “hope” that the rhetoric of partnership in initial teacher education would become a reality, emphasises the ongoing challenges in implementing theoretical framework such as Welsh Government's Accreditation Criteria in 2018. Despite the six-year interval since its inception, the aspiration for genuine partnership appears to remain a work in progress. As Mutton and Breeze (2024) point out, the question is now whether this approach is given the time to become embedded before policymakers decide that another round of ITE review is required. 
[bookmark: _Toc187848134]2.3 Preparing teachers to be school and profession-ready

A challenge facing all ITE partnerships in Wales is the difficulty in ensuring that student-teachers are trained appropriately for a career in the teaching profession, rather than being trained in to meet the specific needs of a placement school (Mutton et al., 2018). As a result, exploring the attitudes and views of different staff in Lead Partner Schools is significant in understanding the extent to which they perceive themselves jointly accountable for the programmes they offer and if there are differences in the intentions behind teacher education.  

As Bransford and Darling-Hammond (2005) contend, the time available for ITE providers to train of student-teachers is a relatively short, with post-graduate programmes in Wales lasting only twelve months (Welsh Government, 2024a). As a result, ITE providers must decide what student-teachers need to learn and how best to equip them with the skills necessary to adapt to different contexts once qualified (Mutton et al., 2018). However, it is important to note that there is potential for differing views between schools and HEIs on the form that teacher education may take in this short timeframe, something Murray and Mutton (2015, p.70) term “an unhelpful conceptual binary”, which may lead to inconsistencies and tensions in a partnership’s approach.  

This view is supported by McIntyre (2009) and Bartholomew and Sandholtz (2009) who claim that partnership models often aim to prepare student-teachers for the status quo, rather than encouraging them to think critically and innovatively of the status quo. As Bullough, et al., (1999) and Zeichner, (2007) outline, there is a danger that a disconnect emerges between student-teachers’ university input and the opportunities afforded to them to enact the practices in placement schools. McIntyre (2009) observes that student-teachers may develop divergent strategies to succeed in university and school settings. Specifically, reflective problem-solving may be adopted in university seminars but often overlooked in schools, leading to potential conflicts in their professional development. As Zeichner and Tabachnik (1985) and McIntyre (2009), point out, this could result in student-teachers developing conflicting strategies to “do well” in university and different, contradictory ones to succeed in school. Such an approach may well suit the needs of placement schools, where confirmatively may be valued due to the time and energy that will have been invested in establishing well-learned practices (Hagger and McIntyre, 2006). This “enculturation” of student-teachers into schools, (Mutton et al., 2018, p.16), could limit student-teachers’ adaptability and responsiveness to the changing of school contexts and policy trends. The extent to which staff members at all levels in Lead Partner Schools are aligned in their thinking on this is therefore worthy of further exploration. 

Such “enculturation” may be more understandable when taken in the context of Ball’s (2003) work on performativity in the public sector, where he argues that practitioners organise themselves to respond to targets, indicators and evaluations. The ability of student-teachers to take risks and be innovative in their teaching practice in line with the “Teaching Standards” in contexts such as these is therefore questionable (Welsh Government, 2024b). Furthermore, a more recent analysis of the considerable impact of school inspections on staff by Evans (2023) adds weight to the argument that innovation and risk-taking by student-teachers may not be encouraged in established school settings. For this reason, Hagger and McIntyre (2006) contend that partner schools would have needed to commit themselves to the merits of ITE for its own improvement else there is a risk that the “yawning gap” between school- and university-based teacher educators is exacerbated (McIntyre, 2009, p.607). Without this commitment to ITE and the joint ownership of the programmes, there is a danger that such practices would fail, and student-teachers may become “polished performers in the art of curriculum delivery” (Edwards, 2005 p. 176) with mentors “teaching by proxy” (Edwards and Protheroe, 2004 p.183). It is for this reason that schools’ involvement with more than one ITE partnership, each with their own course structures, values and mentor training, heightens the risk that the school may opt to train them in their own, school-specific way. As Mutton and Butcher (2008) outline in “We will take them from anywhere…”, this would prevent schools from having to familiarise themselves with different ways of working at a time when they are struggling to meet the demands of different course providers. Moreover, placement experiences can often be under resourced, thus adding additional strain to schools’ fidelity to a single model or partnership (Zeichner and Bier, 2014; Andreasen, 2023). As Mutton et al., (2018) assert, ITE partnerships tend to rely on goodwill from schools with the funding available not necessarily covering the real costs of schools’ involvement. Consequently, Mutton (2016) warns that schools who work with multiple partnerships may seek to standardise their approach to teacher education as a result, which can erode the epistemological and pedagogical nature of partnership working, a central tenet of the Accreditation Criteria (Welsh Government, 2023a). This apparent tension is worthy of further examination, particularly considering the commitment demanded of Lead Partner Schools by the Accreditation Criteria (Welsh Government, 2023a). In addition, it is notable that much of the literature discussed here does not take account of the reforms that have taken place in Wales since 2016. As a result, a noticeable gap exists concerning the extent to which differing perceptions are held between school and university partners in their approach to teacher education following the reform of the sector.  
[bookmark: _Toc187848135]2.4 Developing student-teachers’ professional knowledge


When examining the potential for differing values and aims with regards to ITE, it is important to take account of the work of Winch, Oancea and Orchard, (2015), who posit that there are three main forms of teachers’ professional knowledge which demand their own distinct form of ITE. The first sees teachers as a craftsperson, who obtain their tacit “know-how” from an apprenticeship-type model of training in which observation of an experienced other is highly valued (Gove, 2010). Mattsson, Eilertsen and Rorrison (2011) characterize this policy as a “practicum turn in teacher education”, which is echoed by Brown, Rowley and Smith (2015) who have described such conceptualizations of teacher education programmes as privileging practical components of teaching over theory and analysis. Secondly is the view that teachers are executive technicians (Winch, Oancea and Orchard, 2015), who apply knowledge that has been developed elsewhere. Furlong (2020) identifies the recognition of research as being a key strength of such an approach, although its reliance on abstract knowledge forms limits its effectiveness in practice. Finally, the third form sees the key skill in a teacher as being their ability to reflect on their teaching, drawing on their practical and theoretical knowledge, which is akin to the vision outlined in the Accreditation Criteria (Welsh Government, 2023a). Importantly, Furlong and Donaldson believed that without understanding the “why” of teaching, practitioners would not be able meet the increased demands of Curriculum for Wales which requires teachers to act as protagonists in the development of curricula relevant to their contexts (Donaldson, 2015; Furlong, 2020; Mutton and Burn, 2020; Oancea and Furlong, 2007). In contrast to Wales, England has diminished the role of HEIs in ITE by implementing a "grow your own" policy which aligns with the craftsperson approach (Ellis and Childs, 2024). Significantly, this allows schools to train teachers “in the way they want them trained” (Department for Education, 2012) which can result in “fewer tensions than if the programme were being managed elsewhere” (Mutton et al., 2018, p.53). While the Accreditation Criteria in Wales does not permit such flexibility, it is important to investigate how these models and policies influence the perspectives and attitudes of different staff in Lead Partner schools, especially at a time where performativity in schools is so significant.  
[bookmark: _Toc187848136]2.5 Challenges of accountability in a partnership model

Accountability in higher education can be defined as “who is to be held accountable, for what, to whom, through what means, and with what consequences” (Trow, 1996, p. 310). Romzek (2000) offers a concise alternative, arguing that accountability is simply “answerability for performance” (p.21). In the Welsh context, the recent reform of ITE has meant those answerable for performance of teacher education programmes are no longer solely HEIs, but also schools. This, as Furlong (2020) and Cochran-Smith (2020) point out, is the first time that a country has adopted such an approach, with collaboration and joint-accountability now enshrined in legislation. Perhaps unsurprisingly, Furlong’s (2015) vision for ITE in Wales had the issue of accountability at its core, something that Cochran-Smith (2020; 2021) attributes to policymakers’ tendency to make links between quality and accountability, despite the lack of evidence to support this approach (Cochran-Smith et al., 2016). 

However, the “trouble with accountability”, as Cochran-Smith (2021, p.9) describes, is that there is no consensus on the benefits a heightened emphasis on it creates. For example, Hattie and Bowles (2013) argue that rigorous accountability systems are vital for ensuring quality teacher education programmes, whilst Whitty (2008) points to the de-professionalisation of teacher education as a result. Furthermore, other critics assert that state-level accreditation requirements are overly bureaucratic and stifle innovation and agency in ITE (Hanushek and Woessmann, 2015), something which prevents the important gradual and organic development of a partnership (Glover et al., 2023). Perhaps most significantly, however, Cochran-Smith (2021) notes that school- and university-based teacher educators have not been afforded the opportunity to decide what they were going to be held accountable for. Additionally, Kennedy (2024) contends that teacher education providers operate within several frameworks, including professional standards, university quality assurance processes and inspection and accreditation frameworks, which can result in “conflicting conceptions of the purpose of teacher education” (p.5). This is compounded by the fact that monitoring and accountability measures have increasingly been used to justify policy changes (Tatto, 2006), which may influence attitudes towards an increased focus on its implementation. As a result, the extent to which teacher educators feel both able and motivated to meet the differing expectations placed upon them requires further consideration.
[bookmark: _Toc187848137]2.6 Are partners equally invested?

Whilst written before the implantation of the current model of ITE in Wales, Basset’s (2004) assertions that a relationship where one party is required to participate and the other is not, is not likely to develop sentiments of an equal partnership. This notion is furthered by Mutton et al., (2018) who argue that teacher education will remain a secondary focus for schools behind the learning of its own pupils. This tendency may have been compounded by the events since the Accreditation Criteria was first unveiled in 2018, with funding challenges, recruitment and retention and post-covid recovery becoming significant priorities for schools (Mutton and Breeze, 2024; Scott et al., 2024; Ghosh and Worth, 2020; Marchant et al., 2021). Similarly, Waters-Davies and Livingston (2023) argue that this apparent imbalance is exacerbated by the fact that for university-based teacher educators, the success or failure of the partnership in which they work impacts directly on their own job security in a way that may not be true for school staff. 

However, what has not been considered to date is the perceptions of school staff in this regard, particularly those of leaders. Whilst Basset’s (2004) argument appears valid and there is no requirement that schools participate in ITE activities, it is notable that the Professional Standards for Teaching and Leadership include an expectation that leaders are involved in “ensuring that Initial Teacher Education reforms are successful locally” (Welsh Government, 2024b, p.66). Whilst school involvement in ITE is not mandated in the School’s Inspection Framework (Estyn, 2023a), this does suggest that there is at least some expectation that school leaders participate in supporting the future generation of teachers. Furthermore, as has been established, schools are currently faced with significant funding challenges and the financial incentives that Lead Partner Schools are offered may be of considerable importance. One Welsh ITE Partnership currently pays Lead Partner Schools £45,000 to fulfil their responsibilities (Cardiff Metropolitan University, n.d) which can be considered a substantial amount in a period of financial pressure. Despite this, it is important to note that the intention for partnership working in the Accreditation Criteria goes far beyond a contractual relationship between schools and HEIs, and the arrangement should serve as a pedagogical one, not a transactional one. The extent to which this is understood and actioned in Lead Partner Schools, however, is worthy of examination.

The fact that the Aberystwyth ITE Partnership failed to be reaccredited to deliver ITE programmes from September 2024 will almost certainly have had an impact on the schools who were partners (Welsh Government, 2024c), either financially or through the loss of a professional learning relationship with a HEI. The partners in such a collaborative model, Sachs argues (2003), should contribute to the professional development of the other through the reciprocal relationship that exists. Additionally, the fact that schools are dependent on ITE providers to supply the sector with a teaching workforce adds nuance to the argument that schools are not as invested in ITE as their university-based partners. As a result, exploring the extent to which the views of staff in Lead Partner Schools align, particularly considering the expectations placed upon them by the Accreditation Criteria (Welsh Government, 2024a) is of interest to this study. 

Furthermore, Estyn (2023a) found that schools’ roles in ITE partnerships were still limited, playing a supportive role, rather than a strategic one. This scenario aligns with pre-existing concerns about the nature of partnership working where an emphasis on procedural matters could lead to the marginalisation of schools (Furlong 2006; and Brisard, Menter, and Smith, 2005; Mutton et al., 2018; Mutton, Burn and Molway, 2024). This is notable due to Passy, Georgeson and Gompetz’s (2018) contention that equal responsibility for leadership is central to the success of a partnership. Whilst there is evidence of joint-working at governance level in some partnerships in Wales, particularly through the formation of strategic and operational subgroups of main partnership committees (Glover et al., 2023), the fact that Estyn have found that the joint-leadership of partnerships is still developing suggests that further work is necessary. Indeed, the extent to which all members of staff at Lead Partner Schools feel involved or represented in these governance structures is of interest. Therefore, the importance of identifying enablers and barriers from a Lead Partner Schools’ perspective in seeking to realise Furlong’s vision for ITE is particularly relevant. 
[bookmark: _Toc187848138]2.7 The roles and responsibilities of school- and university-based teacher educators

For a collaborative partnership to be successful, on-going joint working is essential for the ITE programme to be fully integrated between HEI and school (Furlong et al., 1996). However, Zeichner (2010) contends that the limited integration of schools into partnerships stems from the inherent challenges in achieving effective collaboration. This may be due to the challenges facing school- and university-based teacher educators in understanding the roles and responsibilities of one another (Allen, Butler-Mader, and Smith, 2010) which is compounded by the unequal power relationships between them (Lillejord and Børte, 2016). Moreover, Burroughs et al., (2020) note that genuine partnership requires a willingness for stakeholders to “let go of previously held beliefs and practices” (p.8). The extent to which school staff can view themselves as being jointly accountable for the programmes in such conditions, therefore requires further consideration. 

Ping et al., (2018) contend that the lack of a clear knowledge base for school- and university-based teacher educators may exacerbate this problem. Whilst the Accreditation Criteria outlines the general contributions school and university staff are expected to make to an ITE partnership, there is no equivalent to the Professional Standards for Teaching and Leadership, where the specific skills, qualities and dispositions required to teach and lead in Wales are outlined (Welsh Government, 2024b). The nature of the dual-role that school-based teacher educators hold - being responsible for teaching pupils and supporting student-teachers (White, Dickerson and Weston, 2015) - is also of note. The difficulty for school partners to dedicate themselves to the demands of partnership working has also been discussed, with the amount of ITE related material for schools to read and familiarise themselves with being described as “overwhelming” (Glover et al., 2023, p.20). The fact that the standards of mentoring in schools has been identified by Estyn as an area of concern in each of the three most recent inspections of ITE partnerships in Wales would suggest that this apparent tension is impacting on standards (Estyn 2022; 2023b; Estyn 2023c). 

The school position contrasts with university-based teacher educators, whose day-to-day responsibilities exclusively centre around ITE activities. In at least one ITE partnership in Wales, school and university partners co-constructed job descriptions to clarify the expectations and responsibilities of one another (Glover et al., 2023). This, it is argued, resulted in a greater sense of trust and transparency between the partners (Thomas et al., 2020). However, the fact that school and HEI staff are not employed by a partnership, cannot be ignored. It is this imbalance and the extent to which these factors influence stakeholders’ views on the joint accountability that is demanded of them, that this study seeks to answer.

3. [bookmark: _Toc187848139]Conclusion 

ITE has become the focus of policymakers around the world who are seeking to improve the standards of education (Andreasen, 2023). The lack of an internationally recognised framework to compare teaching standards means that pupil outcomes have instead been used as an indicator of the quality of teaching, and by extension, the quality of its teacher education (Kennedy, 2024). It is in such rankings that Wales has performed poorly (Welsh Government, 2023; Morris, 2015).

Welsh Government’s sector-wide reform of education has sought to address some of these issues; implementing a new curriculum, professional learning offer and significant change to the ITE sector. In 2015, Professor John Furlong published Teaching Tomorrow’s Teachers (Furlong, 2015) and in doing so, laid the blueprint for ITE in Wales in future. Furlong’s work had a key concept at its core; a strong, collaborative and reciprocal relationship between schools and HEIs (Furlong et al., 2021). This, it was argued, would allow partnerships to thrive, with each partner providing their distinctive expertise to ensure that programmes were “rigorously practical and intellectually challenging at the same time” (Welsh Government, 2023a, p.9). Significantly, it was to be the partnership, which was comprised of HEIs and Lead Partner Schools, who were to be accountable for the programmes. 

Through a detailed examination of the literature, tensions and challenges have emerged in the collaborate model of partnership that policymakers in Wales have mandated in the Criteria for the “Accreditation of initial teacher education programmes in Wales” (Welsh Government, 2023a). These centre on the extent to which partners can be equally invested in the partnership considering their cultural, practical and historic differences. In addition, the fact that there is no obligation for schools to participate in ITE, complicates this picture further, and raises questions about the extent to which they are motivated to participate in a resource-intensive endeavour. The predominance of literature on ITE and partnership working originating from HEIs add credence to this notion, with universities playing a central role in the nature of the discourse, potentially at the expense of school voice. 

It is in this context that this research seeks to establish the extent to which the partnership model empowers a Lead Partner School to perceive themselves as being jointly accountable for the programmes. In addition, it seeks to establish if the views of different staff in Lead Partner Schools align and if the expectation for a “whole-school approach to ITE”, as laid out by Accreditation Criteria, has and can realistically be realised (Welsh Government, 2023a).  
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