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Learning from Professional Challenges Identified by School- and Institute-based

Teacher Educators within the Context of School-University Partnership

Abstract

Over the last decade, in both the Netherlands and England, there have been national policy-
driven changes to establish school-based teacher education where the focus is on increased
responsibility for schools in initial teacher education. In this research stories were gathered of
challenges experienced ‘on the ground’ by teacher educators in these school-university
partnerships. The aim was to explore the reality of working within partnerships for school-
based teacher education rather than a comparative study between the two countries.
Challenges were identified in guiding and assessing student-teachers; professionalism,
growth and well-being of student-teachers and teacher educators; collaborative working in
partnerships; and in assuring quality of practice. The stories revealed complexities of working
in school-university partnerships across institutional borders and with multiple stakeholders
involved. Many teacher educators sought their own solution to the challenges rather than
discussing them with others in the partnership. Resolution of challenges was sometimes
beyond their control and needed to be dealt with on a different level within the school-
university partnership. The stories provide authentic teacher educator voices for use as a
professional learning tool in developing collaborative practices in initial teacher education

partnerships.
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Introduction

The evolving environment for teacher education in many OECD (Organisation for Economic
Co-operation and Development) countries is leading to partnerships facilitating the formal
learning of the next generation of teachers through increased time within schools (Musset
2010; European Commission 2015; White 2018). This has been driven by concerns to
improve the quality and supply of teachers. Over the last decade, in both England and the
Netherlands, there have been national policy-driven changes to establish school-based teacher
education. In the Netherlands about 30% of student-teachers are educated in partnerships
between schools and universities with shared responsibility for student-teachers' education
(Auditdienst Rijk 2018), with an intention for this to increase to 100% (Ministry of
Education, Culture and Science 2019). In England in 2018-19, 53% of postgraduate new
entrants were on school-led routes into teaching with reduced or no involvement of a
university (Department for Education 2019). In both countries, initial teacher education
partnerships have developed where schools have more responsibility for the professional
learning and development of student-teachers. Usually both institute-based teacher educators
(IBTEs) and school-based teacher educators (SBTES) are working in these partnerships,
where SBTEs are taking on some of the roles previously held by IBTEs (van Velzen and
VVolman 2009). These SBTEs are often ‘dual-role professionals’ as they are responsible for
teaching pupils and guiding, teaching and/or supervising student-teachers (White, Dickerson,
and Weston 2015, 447). In her review, White (2018, 4) recognised that this shift in
responsibilities requires IBTEs ‘reconceptualising their university-based curriculum and
professional experiences models, as well as developing partnerships and supporting teachers
taking on the role of school-based teacher educators’. Such a reconceptualisation has
implications for the professional learning of both IBTEs and SBTEs working in these school-

university partnerships. There is a growing body of research into the professional learning of



IBTES, but not in relation to this specific aspect of practice. There is little in the literature
about the professional learning of SBTEs, or of SBTEs and IBTESs working together in
partnerships. Our research explores challenges SBTEs and IBTES are experiencing in the
context of school-based teacher education, and how (or if) the challenges are resolved.
Recognition of these challenges and understanding the perspectives of the teacher educators
who are dealing with them, will increase our understanding of how teacher educators are
working and learning ‘on the ground’ in initial teacher education partnerships. Collecting
stories of challenges in practice will provide a resource bank for creating professional

learning tools that provoke reflection and development of collaborative practice.

Theoretical Background

The Changed Partnership Context in the Netherlands and England

In the Netherlands there have been significant changes in attitudes and policy since the early
2000’s resulting in initial teacher education known as opleiden in de school (school-based
teacher education) (Ministry of Education, Culture and Science 1999; Timmermans 2012;
Timmermans and van Velzen 2017). Opleiden in de school is based on the principle of
‘learning through participation in real, meaningful practices’ where school-university
partnerships are jointly responsible for the education and assessment of new teachers (Ten
Dam and Blom 2006, 649). As this route has grown, more schools have taken on co-
responsibility for teacher education, so a transformation of school practice into guided
school-based teacher education is needed (van Velzen et al. 2012). In England, changes in
policy since 2010 have led to the growth of school-led teacher education, through School
Direct routes into teaching (Department for Education 2010; 2011). In both countries there
have also been changes to the criteria of initial teacher education with respect to the length of
time that student-teachers are in school. The increased time in the workplace brings the
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challenge for teacher educators to provide opportunities that can maximise professional
learning by using the school context (Timmermans 2012; van Velzen and Timmermans
2014). A more school-based model for teacher education implies a need for a specific
professional learning curriculum and a sociocultural pedagogy for supporting student-
teachers learning in school (van Velzen and Volman 2009; Douglas 2017). This in turn has
implications for the professional learning and development of teacher educators.

There is a growing body of research on IBTEs, their roles, identity and professional
development (Lunenberg, Korthagen, and Swennen 2007; Czerniawski, Guberman, and
MacPhail 2017; van der Klink et al. 2017; Dengerink 2019). For SBTEs, what is highlighted
is the importance of recognising the role of SBTEs and their value in teacher education, and a
need to provide for their professional learning and development in collaborative partnerships
with the wider community of teacher educators (Westrup and Jackson 2009; White,

Dickerson, and Weston 2015; Smith 2017; Andreasen, Bjgrndal, and Kova¢ 2019).

Partnerships in teacher education may have clearly defined roles and responsibilities for the
stakeholders (Velon 2012), or they may be more ambiguous (Mason 2013). In initial teacher
education, IBTEs are largely responsible for providing student-teachers with formal
knowledge about teaching, supporting reflective practice and teacher development (van
Velzen and Timmermans 2014). There may also be an institutional expectation of being
engaged in educational research (Boei et al. 2015). In the Netherlands the responsibilities of
SBTEs include coordinating the professional development of teachers in their school,
supervising student-teachers’ school-based experience, and liaising with the university (van
Velzen and Timmermans 2014). The responsibility for overseeing the quality of teacher
education and verification of the final assessment of the student-teachers lies with the IBTEs,

whilst SBTEs are increasingly responsible for the quality of teacher education within their



school or cluster of schools. In England SBTEs are responsible for assessing, and in the
Netherlands for co-assessing, student-teachers. The everyday experiences of teacher
educators in practice are evolving, and both SBTEs and IBTEs must develop new ways of

working together. This has implications for their professional learning.

Increasing Attention on Teacher Educators’ Professional Learning

Although many European countries have no policy regarding the professional learning of
teacher educators (European Commission 2013; Tack et al. 2018), there is mounting attention
on their professional development, through formal and informal learning (Ping, Schellings,
and Beijaard 2018). This is demonstrated in the Netherlands by increased registration as a
teacher educator through the Dutch Association for Teacher Educators (Velon). In England
this is illustrated by a new suite of courses to support the professional development of SBTES
and a Professional Framework for Teacher Educators, launched by the National Association

of School-based Teacher Trainers (NASBTT).

Dengerink, Lunenberg, and Kools (2015) indicated that Dutch SBTEs and IBTESs have
different professional learning preferences. SBTEs were predominantly wanting professional
learning around working with the universities and on coaching, while IBTEs were focussed
mainly on the pedagogy of teacher education, reflecting their different roles in initial teacher
education. Research on the professional learning of experienced IBTEs in different countries
has identified a range of foci for the professional learning of the individuals involved
(Czerniawski, Guberman, and MacPhail 2017; van der Klink et al. 2017; Ping, Schellings,
and Beijaard 2018) including developing their teaching and research skills. This reflects the
breadth of their responsibilities around teacher education. IBTEs claim that most of their

professional development occurs through informal learning opportunities arising in the



workplace (Czerniawski, Guberman, and MacPhail 2017; Lunenberg et al. 2017; van der
Klink et al. 2017). This is exemplified in the research of van Wessum et al. (2018), where
IBTEs shared challenges and discussed different ways to address these challenges in practice,

signifying a desire for professional learning to align with problems experienced in practice.

In the Netherlands SBTEs mainly wanted to learn together with colleagues involved in
school-university partnerships in their region, while IBTEs wanted to learn individually or
with colleagues from their own and other universities (Dengerink, Lunenberg, and Kools
2015). A striking finding from this research is that “While school-based teacher educators are
looking for co-operation with universities, university-based teacher educators do not expect
to learn much from school-based teacher educators’ (Dengerink, Lunenberg, and Kools 2015,
93). This provides a major incentive to attend to what is happening in partnerships and how
mutual beneficial collaboration can be nurtured in the professional development of teacher
educators. Finding ways to facilitate such learning within complex initial teacher education
partnerships was a key driving force for this research. The context of partnership not only
prompts professional development concerns but also provides a community with whom to
learn collaboratively, which is believed to be an effective way of learning ‘perhaps even more
meaningful than individual learning’ (van der Klink et al. 2017, 166). Hartmann and
Decristan (2018) studied the learning that took place by educational researchers and teachers
working together in different activities across their institutional boundaries. They showed that
learning took place at the level of identification of practices (their values, contributions and
differences); co-ordination of activities across the boundary to improve the efficiency of joint
work; reflection on the perspective of the different participants; and transformation of

practice, potentially hybridising elements from both fields. There is potential for IBTEs and



SBTEs to transform the practice of initial teacher education through learning together about

challenges they are experiencing and need to resolve within their partnerships.

In the Netherlands the shift from institution-based to school-based teacher education has
developed gradually for the first decade (van Velzen and Timmermans 2017), then more
rapidly, with a regulated structure (NVAO 2009; 2018), specific funding to build and sustain
the partnership (Ministry of Education, Culture and Science 2019) and opportunities for
SBTEs and IBTEs to learn collaboratively, facilitated by a supportive programme leading to
registration with VVelon (Boei et al. 2015). In contrast, in England the shift to school-based
teacher education has been rapid and more varied in structure (Brown, Rowley, and Smith
2016), without specific funding for building and sustaining partnerships, and with separate
associations dedicated to supporting SBTEs (NASBTT) and IBTEs (UCET, the Universities
Council for the Education of Teachers), which cooperate increasingly at leadership level, but
are not yet offering collaborative professional development programmes or registration.
Additionally, the professional learning of new SBTEs has been a developing aspect of the

role of universities in school-led partnerships (White, Dickerson, and Weston 2015).

Stories of Challenges

Challenges or dilemmas experienced in practice are a useful provocation for teacher
educators to articulate their practice and the thinking that underpins it. Dilemmas recognised
by teacher educators during their teaching have been used to explore their beliefs and practice
concerning teaching student-teachers (Tillema and Kremer-Hayon 2005; Cabaroglu and
Tillema 2011). Using stories, Tillema and Kremer-Hayon (2005) were able to identify where
teacher educators attributed tensions experienced in constructing their pedagogy of teacher

education, recognising external (i.e. conditions, student-teachers) as well as internal sources



(i.e. approaches, self). A challenge in practice can be documented as a ‘story’, which Scholes
(1980, 210) described as ‘a narrative with a certain very specific syntactic shape (beginning-
middle-end or situation-transformation-situation) and with a subject matter which allows for
or encourages the projection of human values upon this material.” Stories allow complex and
ambiguous phenomena to be captured and personal values to be expressed (Scholes 1980;
Carter 1993). In their work with teachers, Drake, Spillane, and Hufferd-Ackles (2001, 2)
highlighted the value of stories to professionals noting that ‘Stories, as lived and told by
teachers, serve as the lens through which they understand themselves personally and
professionally and through which they view the content and context of their work...’. Stories
hold the potential for reflecting on practice and for transformative learning and have been
employed helpfully in both research and professional learning (Jarvis 2005; Pauw et al.
2017). In this research stories have been used to surface the perspective of the teacher
educator experiencing a challenge in practice. These, often hidden, perspectives may provide

a rich source of learning for partnership working in teacher education.

Research Focus and Questions
The research question was: What challenges in practice are identified by teacher educators
working in initial teacher education partnerships? The sub questions were:

1. What was the content of the challenge?

2. Who was involved in the challenge?

3. How was the challenge dealt with?
This will increase our knowledge and understanding of the types of challenges that are
occurring in the changed context of school-university partnerships; the number and variety of

stakeholders involved; and the ways that teacher educators are managing these challenges.



This professional learning has the potential to enhance partnership working in teacher

education.

Methodology
An exploratory case study was carried out, of challenges experienced ‘on the ground’ by
teacher educators in school-university partnerships where the focus is on collaborative

responsibility for initial teacher education.

Data gathering

Qualitative data were collected as stories from IBTEs, and from SBTEs who were
coordinating the professional learning of teachers in their schools, and/or who were taking on
the traditional mentoring role. A purposeful sampling approach was used (Patton 2015), to
gather information-rich cases to illustrate what is happening in school-based teacher
education within school-university partnerships for initial teacher education, in England and
the Netherlands. Participants were invited through face-to-face conversations at workshops
for teacher educators held at the Annual Conference of the Association of Teacher Educators
in Europe and at the University of Hertfordshire in 2018 or by email to teacher educators
from within the researchers’ own networks. SBTEs and IBTEs were included, to provide
their different perspectives on partnership working in school-based teacher education. IBTES
and SBTEs were approached who were working in primary, secondary and vocational
education, to surface challenges experienced across the range of school-university
partnerships. 35 different teacher educators shared their stories, written in their own

language.



Respondents were asked to write a brief story, in Dutch or English, of a specific challenge
faced in recent practice, using pseudonyms, including a beginning and a plot and an ending
(if there was one). This was in recognition that some challenges might not have needed a
resolution or had gone beyond resolution, while some stories might have been written before

a resolution had been found.

Prompt questions were provided:

e What was the real challenge for you?

e Where did the challenge arise?

e How did you deal with it?

e How did that work?
The teacher educators were provided with an example story from a different context for
story-writing guidance (Pauw et al. 2017). The researchers followed the appropriate ethical
guidelines for data collection and participants took part voluntarily and gave their informed

consent.

Coding procedure

The bilingual researcher, who was a native Dutch speaker and had first-hand experience of
the school-university partnership context in the Netherlands, translated the Dutch stories with
the aid of Google Translate. The bilingual researcher and one of the other researchers
discussed the terminology and meaning of the stories together checking to ensure that the
translations reflected the original meaning, to retain ‘concept validity’ (Shklarov 2007, 531),
appreciating that language translation is not a simple linguistic exercise. The researchers
worked together on the thematic analysis and could go back to the original Dutch text if that

seemed to be necessary. Thematic analysis was employed as ‘a method for systematically
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identifying, organising, and offering insight into patterns of meaning (themes) across a data

set’ (Braun and Clarke 2012, 57).

Initially a thematic analysis of the stories was carried out using an inductive approach (Braun
and Clarke 2006) where the stories were repeatedly read and coded for aspects of practice
within the stories. This stage involved a process of ‘familiarization” during which the
researchers became ‘“immersed” in the data’ (Braun et al. 2018, 10), including translating
and discussing terminology and meaning. Sixteen aspects or subthemes were identified,
which were grouped into four themes: guiding and assessing student-teachers;
professionalism, growth and well-being of student-teachers and teacher educators;
collaborative working; and quality of practice. These themes were then used deductively with
the stories to identify any further occurrences. Finally, all the stories were reviewed to
identify: what are the challenges that teacher educators identify in their work? who is part of
the story? and how do teacher educators cope with or manage these challenges in their

practice?

Results

35 teacher educators wrote stories about their professional practice in the current context, 10
from IBTEs and 25 from SBTEs (Table 1). The stories had between 226 and 1152 words,
varying in degree of reflection from those that were descriptive, to those that revealed the
internal thoughts and feelings of the author. Some of the challenges in the stories arose
externally from the author, and some were internal challenges. For example, an externally
arising challenge occurred where a student-teacher was not making expected progress. An
internal challenge arose from dealing with personal insecurities involved in leading

professional learning for colleagues.
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Insert Table 1

What was the content of the challenge?

The stories revealed challenges in the guiding and assessing of student-teachers;
professionalism, growth and well-being; collaborative working; and quality of practice.
Tables 2-5 show the number of incidences and subthemes associated with each of these four
themes. Some stories were multi-layered and covered more than one theme, especially when
there were multiple actors. For example, the IBTE who recounted a story of nurturing the
personal and professional growth of a student-teacher through a challenging school-based
placement, therefore the IBTE also had to work with the teacher mentor to support the
provision of appropriate learning opportunities for the student-teacher. Excerpts from stories
are used in this section to illustrate the content and variety of the challenges and to

demonstrate their richness and emotionality.

Theme 1: Guiding and assessing student teachers

More than three-quarters of the stories included challenges about guiding and assessing
student teachers (Table 2). In one of these a student-teacher’s teaching was assessed ‘as
inadequate’; as the SBTE explained: ‘... the development we saw in this student wasn’t
sufficient; the student didn’t react adequately to pupils’ behaviour and needs’. In another
example, which involved helping student-teachers to learn from their workplace experiences,
an IBTE reflected ‘... not every school provides optimal learning opportunities for student-
teachers to work on this [pupil data] task. The student-teacher therefore can’t perform all
professional activities properly.” Other stories covered issues such as: supporting a teacher
mentor in guiding the student-teacher’s learning and judicious assessment of their progress;

and working with student-teachers who were not engaged with learning.
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Insert Table 2

Theme 2: Professionalism, growth and well-being

The sometimes sudden and unexpected nature of a challenge is conveyed in the following
excerpts from two IBTESs’ stories associated with the theme of professionalism, growth and
well-being (Table 3). The first, relating to a student-teacher’s ‘unprofessional attitude’, arose
during an assessment interview when the teacher mentor announced ‘“This student teacher
will not pass’. The IBTE continued ‘Everyone was shocked, what had happened, what had
changed? The first assessment seemed positive, and now this?” The second case entailed
helping a student-teacher, Michael, to move on after a difficult issue at school. The IBTE
reflected: ‘Like Michael, I was also affected. What was the best way to guide him working
with his colleagues?’ Other stories within this theme dealt with challenges such as: working
with a critical student-teacher who alienated other members of staff; facing tensions in taking
on the SBTE role; coaching a student-teacher who was not afforded the rich learning
environment needed; and responding to signs of a mental health issue in a student-teacher.

Insert Table 3

Theme 3: Collaborative working

Collaborative working challenges were identified in more than a third of the stories (Table 4).
In one of these, an IBTE was working with SBTEs who were not readily cooperating with the
university. Another two challenges involved SBTEs working in vocational settings. One of
these SBTEs was dealing with communication at all levels between the university and the
school; the other was coaching a good student-teacher and colleague without support in the
end from the Head/Director. The complexity of collaborative working is illustrated by the

story in which an SBTE highlighted three aspects to their dilemma: their ‘... double-role:
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SBTE and facilitator of the support group’; issues ‘... to do with the question “Who is
responsible for the student teacher’s learning?””’; and matters ‘... to do with communication
between the HEI and school’.

Insert Table 4

Theme 4: Quality of Practice

Only five of the stories were thought to relate to quality of practice (Table 5). Two of these
were stories from SBTEs, which involved: choosing to change the mentor to support a
student-teacher to make progress; and tensions in teaching colleagues to coach student-
teachers on reflection. In a third example, an SBTE questioned ‘How could we provide
training in which mentors really got motivated and came to learn?’ and then described how
they improved the training, using feedback from mentors and giving them a voice. Reflecting
on their learning from dealing with this challenge, the SBTE concluded ‘We are not just
teaching, but we are learning together!”’

Insert Table 5

Who was involved in the challenge?

34 of the stories had an SBTE in them, 20 had an IBTE and 19 of these had both an IBTE and
SBTE in them. 30 involved at least one student-teacher, four stories involved SBTEs and
IBTESs without student-teachers being directly involved and one story involved just an
experienced SBTE working with a new SBTE. 15 of the stories with a student-teacher in
them involved both an IBTE and an SBTE. There were 19 stories featuring a teacher mentor.
There were seven stories which featured other stakeholders like principals and parents of
pupils. In 15 stories, three people played a role and in 12 stories there were four or more

stakeholders.
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How was the challenge dealt with?

Twenty-nine stories reported having some success towards a desired outcome. In many
stories the challenges were resolved for all the stakeholders, revealing a range of approaches
employed by teacher educators in the workplace. For example, the SBTE who had a hard-
working student-teacher in their school, with whom the mentor had built a good relationship,
however the student-teacher was not making sufficient progress. Within this story a difficult
decision needed to be made and the teacher educator identified actions to help them consider
all the evidence, to be able to make a well-founded decision. Where there was some
resolution to the challenge, the teacher educators usually did not appear to collaborate to find
solutions, even though most of the time many people were part of the challenge.

Additionally, there was no explicit mention of seeking solutions from the literature.

The teacher educators often used a combination of different actions, seen together as their
strategy. Many chosen strategies were unique to the challenge. Some challenges were
experienced and solved in the moment; some were experienced over time with the solution
gradually evolving; and a few were known or anticipated by the teacher educators
beforehand, who then reflected on an appropriate strategy to adopt. Some challenges arose

during action and required immediate response.

Some challenges described were only partially resolved. For example, a teacher educator was
able to bring about a compromise to meet the differing requirements between the school and
the university for one student-teacher, providing a temporary solution. However, this did not
fully resolve the issue that needed to be addressed at partnership level about the lack of

alignment in pedagogical approach between the school and the university.
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Five stories reported challenges that were not solved. Two of these stories only identified the
challenge, and not how it was dealt with; one of the teacher educators gave up on dealing
with the challenge because the initial result of an intervention was unsuccessful; the other two
were beyond the sphere of influence of the teacher educators. Unresolved challenges
revealed a number of barriers to resolution. For example: the dual role of coaching and
assessing a student-teacher; a lack of clarity as to exactly where responsibility lay for student-
teacher learning; communication between the university and the school; and the need for the

school leadership to be committed to the initial teacher education partnership.

Discussion

The content of the challenges

The context within school-university partnerships where the responsibility for teacher
education has shifted increasingly towards schools has altered the nature of the work of both
SBTEs and IBTEs and the way that they work together in both countries (van Velzen and
Volman 2009; White, Dickerson and Weston 2015). A wide range of challenges was
identified in the stories of teacher educators working in these partnerships, from guiding
student-teachers in all aspects of their development, assessing student-teachers and working
collaboratively and professionally in partnerships to provide high quality teacher education.
Although the stories were collected from teacher educators working in different settings, the
themes that have arisen from the data suggest that most of the content of the stories is

recognisable in the professional work of teacher educators (Tables 2-5).

Many of the challenges identified were not new to the profession. For example, the problem

around when to fail a student-teacher and how to have that difficult conversation, and the
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issue around ensuring student-teachers have access to appropriate learning opportunities in
school. However, the new context has meant that SBTES were experiencing challenges that
were previously in the domain of IBTEs, such as dealing with student-teachers who were not
engaged with the learning in taught sessions. IBTES were also facing new challenges because
there were more stakeholders involved in initial teacher education, for example, working with
a group of SBTEs who were not readily cooperating with the university. Where the
challenges were not new the context has changed, leading to a need to understand the

perspectives of the other stakeholders in order to work towards resolution.

By writing stories, the teacher educators revealed genuine tensions in their practice and
aspects of practice where they would like to have more resources to draw on. This reflects
their own, often unconscious, professional learning needs. These may be different from the
professional development needs identified when asked directly in research surveys
(Czerniawski, Gubermans and MacPhail 2017; van der Klink et al. 2017). This means that the
stories have the potential for development into a tool for teacher educator professional

learning.

The English stories included SBTEs who were finding their new responsibility in assessing
student-teachers a challenge. There were SBTESs having similar challenges around assessment
in the Dutch school-university partnerships, even though this is a shared role between IBTE
and SBTE. This suggests that whether responsibility is shared or not, assessment of school-

based practice is a cause of tension for teacher educators.

By examining the stories of challenges in practice it was possible to attribute some to external

sources regarding other stakeholders in the partnership, resources or opportunities and some
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internally from reflection on practice and identity. Internal tensions may indicate a need to re-
conceptualise practice, whereas external dilemmas may call for a restructuring of conditions

(Tillema and Kremer-Hayon 2005).

Approaches to resolving challenges

The stories demonstrate the complexity of the current working context for these teacher
educators, revealing the wide range of actions that they employ to resolve challenges.
Cabaroglu and Tillema (2011, 560) suggest that 'Developing strategies for dealing with
dilemmas calls for high level of professional thinking ..., as it involves weighing alternatives
for action ..., and decide [sic] upon the one which best meets specific needs ...". However,
most of the stories did not explicitly design a strategy, choosing a sequence of actions, but
resolution seemed to come from trial and error. The teacher educators usually did not
explicitly identify possible alternatives for action, which can be critical in successful

resolution of a dilemma.

Partial resolution of difficulties demonstrated the reality of working in partnerships that cross
boundaries between settings. Many of the challenges were multi-layered, involving those
who are working with student-teachers from day to day, and those who are running
partnerships at strategic levels in both school and university. It appears that resolution of

unresolved challenges might have been possible if timely action had been taken.

There are many stakeholders involved in school-university partnerships including teacher
educators, student-teachers, school leaders and parents who feature in these stories, reflecting
the necessity for teacher educators to learn how to manage multiple relationships effectively

and to support student-teachers to do this as well. This work takes place in a negotiated space,
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yet it appeared that most of the owners of a challenge sought their own solution from within,
not explicitly from literature nor from across the partnership through collaboration. It is clear
to see then that moving initial teacher education into school, without creating a space for

collaborative professional learning, can result in impoverished practice (Smith 2017).

Conclusion

This study demonstrates the range of complex challenges that teacher educators are
negotiating in initial teacher education partnerships and increases our understanding of how
they are learning to deal with these challenges. The authentic stories of teacher educators
revealed that many teacher educators sought their own solution to the challenges rather than
discussing them with others in the partnership, so indicating the importance of providing for

collaborative professional learning and development.

Personal stories can enable professionals to reflect on, and transform, their own practice
(Drake, Spillane, and Hufferd-Ackles 2001; Jarvis 2005; Pauw et al. 2017). Additionally,
reflecting on challenges together in partnerships encourages and gives support to further
learning on the perspectives of other stakeholders. VVan der Klink et al. (2017) proposed that
‘organizing team-related ways of working could have a significant impact on teacher
educators’ professional development’, suggesting that learning experiences within a team or
local community may be more meaningful than individual learning. The research of Westrup
and Jackson (2009) found that IBTEs and SBTEs felt a need for a community where they
could develop their professional knowledge and understanding together as teacher educators,
rather than having taught sessions for their professional learning, revealing a need for
ownership and autonomy. The use of these stories about challenges in practice can afford a

means by which collaborative learning can take place within a team, enhancing the impact on
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professional learning and providing a boundary crossing tool that can support teacher
educators to work together in a collaborative space as a professional learning community.
Additionally, discussing these stories can help to provide role clarity and increase the self-

efficacy of teacher educators (Andreasen, Bjerndal, and Kovac 2019).

In 2015, the European Commission’s report to improve initial teacher education called for
‘mutual sharing between policy makers and education professionals of the benefits of and
good practice in collaborative learning ... to exchange good practice, experience and learning
outcomes’ (2015, 49). They recognised that ‘collaborative learning produces results on a
rather long-term basis, and priorities in educational systems often change with political
cycles. Thus, the sustainability of collaborative learning environments is of key importance’
(European Commission 2015, 50). In order to provide a resource for such collaborative
learning, the stories that were collected have been developed into tools that can be used to
stimulate reflection and discussion about practice and to share insights that can be used in the
professional development of teacher educators in collaborative contexts as well as for SBTES
and IBTEs to use independently. Such informal learning is a powerful way of coping with
challenges faced by teacher educators and provides a way to support them to cross boundaries
more seamlessly and to reflect critically on their practice. The stories and supporting material
are available in English on the FLIiTE (For Learning in Teacher Education) website and will
also be available in Dutch. Preliminary observations from workshops using the resources
reveal particular benefit when both IBTEs and SBTES use the tools together to explore their
practice, opening opportunities to experience new perspectives (White, Timmermans and

Dickerson, in press).

20



Through provision and use of these research-informed tools for professional development,
teacher educators and researchers can: contribute new approaches for re-affirming democratic
practices in initial teacher education; nurture sustainable collaborative partnerships in
challenging contexts; and thereby meet an identified professional development need (White,
Dickerson and Weston 2015). We believe that these resources have the potential to help
stakeholders to reflect on different perspectives, providing an opportunity for enhancing the
quality of initial teacher education at the level of teacher educators and partnerships.
Exploring challenges that were experienced ‘on the ground’ in school-based teacher
education has shed light on how the intentions of school-based teacher education were being

implemented in practice.

Limitations

A limitation of this research is that the stories do not provide a comprehensive list of
challenges experienced by teacher educators working in partnerships, nor can the frequency
with which challenges occurred in some aspects of practice provide an understanding of
which challenges are most frequently experienced in practice. This is because the case study
was small scale and exploratory in nature and because of the directive role that the
researchers took in collecting the data. There were more stories collected from SBTEs than
IBTEs, which may reflect their desire to learn more in and about collaboration in partnerships

than IBTEs (Dengerink, Lunenberg, and Kools 2015).

Recommendations
In future research it would be interesting to have the stories of more IBTES so that the
experiences of SBTEs and IBTEs could be compared, or to have the stories of both SBTE

and IBTE around the same issue. Many of the stories were rich in description, but they could
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have been richer if the teacher educators had more help in developing their story-writing
skills, as well as an example (Pauw et al. 2017). Additionally, having a scaffold to support
story-writing could have prompted the approaches taken to resolve the challenge to be written

explicitly within the stories.

Developing the professional knowledge, skills and attributes to be able to deal with many of
these challenges will involve experiential and collaborative learning over time. What is
important is to learn from challenges in practice, and if a solution is needed, realise who
should be involved in working it out. So, rather than asking ‘What is the solution to the
challenge?’” we can ask ‘What learning can we get from this challenge?’; ‘Is a solution
needed?’” and ‘Who should be involved in working out the solution?’. Additionally, the
challenges that have been surfaced in these stories provide us with an opportunity for a
different type of learning, beyond procedural learning, but a way of developing the attributes
that define a teacher educator. This could involve the transformative learning that Jarvis

(2005) suggested can be associated with using story.

The stories make it clear that teacher educators are an increasingly diverse group, making it
important that all who are working together in school-university partnerships understand their
own contribution to teacher education, and these contributions need to be considered in
developing a pedagogy of teacher education. Each challenge in practice that surfaced in the
stories may indicate an area of professional learning that should be considered as part of a
professional learning curriculum for teacher educators in school-university partnerships. The
stories could help teacher educators to be better prepared, have a greater range of strategies to
call upon and a greater understanding of the perspectives of those involved in the challenge,

and preferred partnership approaches. In collaborative professional learning these stories can
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provide helpful stimuli for mixed groups of IBTEs and SBTESs to understand the perspectives
of others in the partnership. Deliberating together on the root of such challenges, and
objectively considering some of the barriers to their resolution before issues arise, would be
beneficial in order to resolve anomalies. By sharing challenges in practice, such as these, and
possible alternatives for action within the negotiated space that partnerships are working in, it
may be possible to develop a higher level of professional thinking, enabling teacher education
to become a fully shared responsibility between the university and school (van der Klink et
al. 2017; Hartmann and Decristan 2018). Conversations may be needed at the leadership level
of the partnership, as well as between teacher educators ‘on the ground’ to surface differing
expectations between institutions and to seek to find a way to bring working practices into
closer alignment, in order to avoid similar problems in the future (Smith 2017). Such
conversations can involve different philosophical standpoints regarding education and the

responsibilities of different stakeholders, challenging the very existence of partnerships.
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Table 1 Participants by country, role and work context

England Netherlands | Total

SBTE | IBTE | SBTE | IBTE
Primary 1 8 2 11
Secondary 12 2 1 6 21
Vocational/ Further Education 3 3
Total 13 2 12 8 35
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Table 2 Subthemes and number of incidences for Theme 1: Guiding and assessing

student teachers

Subthemes Number of incidences

35; in 28 of 35 stories

Assessment (judgments around pass/fail) 11

Guiding student teachers’ teaching 13

Providing learning opportunities for student teachers 5

Teaching student teachers 6
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Table 3 Subthemes and number of incidences for Theme 2: Professionalism, growth and

well-being

Subthemes Number of incidences
14; in 10 of 35 stories

Professionalism (teacher educator) 3

Professionalism (student teacher) 4

Personal growth/identity (teacher educator) 1

Personal growth/identity (student teacher) 4

Well-being (student teacher) 2
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Table 4 Subthemes and number of incidences for Theme 3: Collaborative working

Subthemes Number of incidences

18; in 15 of 35 stories

Communication in partnership 4
Working in partnership across institutions 11
Working with school leadership 1
Roles of teacher educators in the partnership 2
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Table 5 Subthemes and number of incidences for Theme 4: Quality of Practice

Subthemes Number of incidences

5:in 5 of 35 stories

Quality Assurance 3
Training for co-ordinating SBTES 1
Mentor training 1

35



