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Integrating Initial Teacher Education e
and Induction in Scotland

Lauren Boath, Jill Shimi, and Louise Campbell

Becoming a Qualified Teacher in Scotland: An Innovative
Route

Beginning in academic session 2017/18, the Scottish Government supported a range
of new or ‘alternative’ routes into teaching in Scotland, offered through initial
teacher education (ITE) in universities (Scottish Government, 2020). With a focus
on attracting teachers in shortage areas, one of the models funded for a three-year
pilot beginning in January 2018 was a route into teaching in secondary schools
(i.e. teaching in schools with young people aged 11-18) in Chemistry, Computing,
Home Economics, Mathematics or Physics, offered by the University of Dundee. This
Postgraduate Certificate in Education (PGCE) (secondary) with supported induction
route (the ‘SIR’) was founded on multi-layered partnership across the development
and implementation: with Scottish Government and the General Teaching Council
for Scotland (GTCS), local authorities and the schools and teachers within them,
and with former students whose voices shaped the SIR and its implementation. The
research from which this chapter draws was undertaken by two of the authors who
were involved in the design, accreditation and implementation of the SIR programme
at the University of Dundee.

The SIR combined a PGCE (secondary) with the GTCS Teacher Induction Scheme
(TIS) (GTCS, 2021a). The most common route into secondary teaching in Scot-
land requires a professional graduate diploma in education (commonly called the
PGDE) at a level equivalent to an undergraduate Honours degree (Scottish Credit
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and Qualifications Framework (SCQF) level 10/ European Qualifications Frame-
work (EQF) level 6) or a postgraduate equivalent to Masters (SCQF level 11/EQF
level 7). These professional graduate or postgraduate courses are normally 36 weeks
in length and those who successfully complete this ITE phase, including achieve-
ment of the GTCS Standard for Provisional Registration (SPR) (GTCS, 2021c) can
progress to the GTCS Teacher Induction Scheme (TIS), also known as the induction
year or probationary phase, paid at point O of the salary scale for teachers in Scotland
(£28,113 p.a. from 1 January 2022; £31, 584 p.a. from April 2023). For the induction
year, allocation to an employing local authority is undertaken by the GTCS from a
choice of five made by the individual during the year in initial teacher education
(ITE); school allocation is undertaken by the employing local authority.

Successful completion of the induction year leads to achievement of the GTCS
Standard for Full Registration (SFR) (GTCS, 2021b) allowing the fully registered
teacher to apply for teaching posts in schools. An alternative ‘flexible’ route is offered;
individuals can gather evidence of achievement of the SFR through employment in
a school, this employment being gained by the individual rather than through the
GTCS allocation system. This can include part-time employment or employment in
an independent school (i.e. one not maintained by a local authority; such schools
account for just under 4% of the Scottish pupil population (Scottish Council of
Independent Schools, 2023).

The SIR drew on a wide range of research evidence about teaching and teacher
education including exploration of a greater degree of integration between the
university and school-based element of ITE (Allen & Wright, 2014; Dewhurst &
McMurtry, 2006; Hagger et al., 2011). There was recognition of the challenges
of pre-service teachers’ transition into employment (Du Plessis & Sunde, 2017;
Shayshon & Popper-Giveon, 2017), including their preparedness for the reality of
undertaking the role full-time. The SIR provided a greater level of support through
transitions not normally encountered within a traditional university teacher educa-
tion programme, by incorporating structured support from university-based teacher
educators throughout the period traditionally undertaken as the stand-alone proba-
tionary experience. For the first time, the University of Dundee worked in partnership
with teachers, schools and local authorities to support beginning teachers through
the achievement of the SFR. This provided the opportunity for pre-service teachers
to experience, while supported through the SIR, end of term processes, processes
relating to the Scottish Qualification Agency and National Qualifications, beginnings
of terms, building relationships with new classes and with learners new to the school,
and timetable change as learners progress from one academic session to the next.

Partnership in Funding and Development of the SIR

Traditional forms of teacher education have articulated ‘partnership’ as a descriptor
to sum up the combined forces of campus-based and school-based learning, though
in many cases, school-university partnership constitutes parties working in separate
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ways with minimal communication, linked only by the pre-service teacher’s presence
in both learning contexts.

The SIR, which ran as a pilot for a three-year period, began with its first intake
of students in January 2018. Deliberate and active partnerships to plan and cogen-
erate pre-service teachers’ learning experiences is an area that is attracting increasing
interest (McGee, 2017; Mutemeri & Chetty, 2011; Willis et al., 2018) as a means
of supporting the development of the competencies desired of new teachers in
the twenty-first century. This 52-week Masters-level integrated SIR was developed
through such deliberate and active school-university partnership with four local
authorities: Angus Council; Dundee City Council; Fife Council; and Perth & Kinross
Council; alongside wider research and literature on teacher education and teacher
education programmes globally. Building upon the strengths of the ITE offerings
at the University of Dundee and the TIS programs offered within these four local
authorities, there was a focus in designing the SIR on mitigating or overcoming some
of the identified barriers to accessing and succeeding in teacher education.

Key to this was the award of Scottish Government funding without which such
innovation could not have occurred. Funding was awarded to develop and pilot the
SIR as an additional route, alongside the traditional professional graduate programme
offered by the University. The SIR model had two unique features for which further
funding was required: the ability to offer financial support to those on the programme
(‘student-inductees’); and funding for professional learning for in-service teachers
acting as school-based supporters for the student-inductees. Through Scottish
Government funding, administered via the local authorities, student-inductees on
the SIR received financial support equivalent to point O of the Scottish teachers’
salary scale, monthly throughout the 52-week programme. Further funding met the
fee costs for school-based supporters to participate in Master’s-level learning around
mentoring and coaching; this was the first time such a funded opportunity had been
made available to those supporting pre-service or probationary teachers in schools.

Close partnership working with the GTCS was another key feature of the
successful development and delivery of this pilot route. Addressing barriers to
accessing and succeeding in teacher education required a rethink of the teacher
education offering at the University of Dundee and thus partnership with the GTCS,
to agree flexibility, including around the Guidelines for ITE Programmes in Scotland
(General Teaching Council for Scotland, 2013). The goals of the school-university
partnership were to:

e Address barriers to accessing teaching as a profession.

e Create an integrated programme through which aspiring teachers could gain full
GTCS registration with University and local authority support throughout.

e Further the role of fully qualified teachers as teacher educators.

Each of the goals and the outcomes in relation to these will be explored further
within this chapter.
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Addressing Barriers to Joining the Profession

In the design of the SIR was an ambition to overcome identified barriers which
might prevent people joining the teaching profession. There was recognition that
whilst career changers could bring work and professional experience to teaching
(Price, 2019), the design and funding of existing routes into teaching in Scotland
may inhibit or indeed prohibit them from making this career change. Within the SIR,
student-inductees undertook two blocks of school placement in a single school, the
first of 18 weeks and the second of 19 weeks. This facilitated planning by those with
dependents, caring responsibilities or other reasons that made placements arrange-
ments within traditional routes, typically three separate placements of six weeks,
confirmed only two to three weeks in advance of the placement start date, challenging
to undertake.

While the TIS is celebrated as a world leading success (Shanks, 2020), it does
present logistical challenges for some potential teachers. Those who wish to take
up a place on the TIS are required to select five local authority areas in which they
can be placed. In much of Scotland, this is a significant geographical area. Many
of the local authorities themselves cover a large area and within the allocated local
authority, the probationer can be placed in any school. The GTCS makes it clear that
personal circumstances are not considered in allocating the local authority (Shanks,
2020), although a student’s choice of local authority may well be influenced by family
connections or childcare needs (Hulme & Menter, 2014). Thus, it was the intention
to create a pathway through which beginning teachers could have certainty in their
planning for achievement of the SFR.

Half of those who participated in the research relating to the SIR had been in
the workplace more than 10 years since their last graduation; for 62% of partic-
ipants teaching was not their first career choice since their last graduation. This
indicates that the model did attract career changers. Student-inductees said that they
had experienced both financial and logistical barriers in their journey to becoming a
teacher:

The cost to complete a career change. I saved up for a few years to go on the traditional
course, if this course had come up sooner, I would have been able to join the profession
sooner. As a parent I need to get my children into routines. The traditional course meant I
would have been in three different schools...how can I prepare childcare and support for my
children with these issues? (Student-inductee, cohort 1)

I would not have been able to make this career change without the financial support and the
one-year course. The year with no income of the traditional route simply would not have
been possible for someone with a family and mortgage, etc. (Student-inductee, cohort 3)

Twenty-four of the 34 student-inductees who participated in the research
expressed the wish to work in one of the four partner local authorities (i.e. Angus,
Dundee, Fife or Perth & Kinross Councils) in the first year of employment with the
remaining 10 identifying other Scottish local authorities in which they intended to
seek employment. Only four of the 34 indicated that they could work in a choice of
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local authorities, reflecting the restrictions on movement which potentially limit the
ability to join the profession through a traditional route and the TIS.

Creating an Integrated ITE/TIS Programme

ITE is internationally regarded as underwriting teachers’ professional knowledge
and dispositions (Jasman, 2009; Ko6nig, 2013) particularly in relation to periods of
change in terms of curricula, education policy or wider social policy (see for example
(Avalos & Bascopé, 2014; Ota, 2000; Sim, 2006; Ssentamu, 2014). In many contexts,
university- or college-based ITE is combined with teaching practice in schools,
creating a combined approach to providing pre-service teachers with the skills and
knowledge they need to undertake the work of teaching. Practicum experiences are a
familiar feature of teacher education programmes worldwide (Allen & Wright, 2014;
Grudnoff, 2011), recognised as valuable for the opportunities they offer for imme-
diate and tangible learning through doing. However, this immediacy presents teacher
education institutions (TEIs) with a challenge. The occupational socialisation that
happens within the context of practicum in schools can become a dominant force
in terms of shaping pre-service teachers’ pedagogical understanding, professional
attitudes and practical skills (Atkinson & Delamont, 1985). While practicum allows
pre-service teachers to test their knowledge and skills, the dispositions, behaviours
and sensitivities TEIs seek to inspire in pre-service teachers puts them in a vulnerable
position in practicum contexts, where similar perspectives may not be shared, and
where the status quo may be preferable to novel thinking (Griffiths, 2013). This expo-
sure to the strong influence of practicum experiences is likely also to play a significant
role in developing pre-service teachers’ thinking about curricular planning and the
organisation of learning (Heywood et al., 2012). Additionally, teachers, both pre-
service and in-service, find themselves torn in two by the problematic tension of
needing to be compliant with the managerialist discourses at work in the school
setting and the desire to forge their own way as creative, autonomous professionals
(Campbell, 2019; Reeves & Drew, 2013). The social and cultural pressures brought
to bear in such situations can be formatively powerful and can take a dominant place
in the professional learning experiences of pre-service teachers.

Connected with these social pressures, a range of affective pressures can take
precedence over the pedagogical or philosophical influences formed in TElIs,
resulting in these being stifled or neglected. Some examples of these affective pres-
sures may include a wish or need to feel a sense of belonging within the school
culture (Heywood et al., 2012); the pressure of time, often managed by resorting to
whatever methods are most convenient or compliant (Goepel, 2013); the apprentice-
ship of observation (Lortie, 1975) in which deep-rooted familiarity with particular
teaching habits absorbed through childhood experiences as a pupil become natural
or comfortable adult behaviours in the face of daily classroom challenges (Raymond
etal., 1991); or unthinking reflex actions that are used instead of behaviours directed
by more rational principles, standards or dispositions.
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One of the challenges for TEIs is how best to create conditions where their
pedagogical influence has the opportunity to cohere and have a sustained effect
on experiences of teaching practice and the formation of pre-service teacher iden-
tity (Beauchamp & Thomas, 2009) alongside the influences of practicum. While
teacher identities are arguably sites of necessary on-going transformation, pre-service
learning needs to be an effective and meaningful part of pre-service teachers’ profes-
sional learning experiences, with the scope for lasting impact. The SIR model is best
described as aligning with the ‘collaborative model’ of ITE (Furlong et al., 2000 in
Smith, 2010) in which collaborative work and discussions take place in schools, and
between schools and HEIs. The extended practicum model of the SIR provided
opportunities for much deeper relationships to be formed between the ‘student-
inductees’ and the school-based supporters, as well as between the school-based
supporters and University tutors. The funding for in-service teachers to undertake
professional learning with the University provided a space in which collaborative
professional discussions could take place between in-service teachers and ITE staff.
What emerged here was not conflict between theory and practice, or differing stances
on preparing beginning teachers, but rather a great deal of shared understanding and
commonality of purpose; there were indeed similar perspectives and engagement
by the in-service teachers in novel thinking around learning and teaching practice
(Griffiths, 2013).

The collaboration was further strengthened by joint assessment throughout the
SIR placements; the student-inductee being observed by both the University tutor and
school-based supporter, with the tutor and supporter then engaging in professional
dialogue about what they had observed, strengths and areas for development, and next
steps. It was rare for there to be difference of opinion between the tutor and supporter,
the former having observed a ‘snapshot’ of the student-inductee in action in the
classroom, alongside their on-campus learning and on-going professional dialogue,
and the latter having worked closely with the student-inductee day-to-day in school
and engaged in on-going dialogue with the university through their own learning.
Thus, the close partnership moves us towards a more coherent learning experience
for the student-inductee through a strengthened connection with teachers supporting
the student-inductees learning in school to help overcome potential fragmentation
(Floden et al., 2021).

Furthering the Role of Fully Qualified Teachers as Teacher
Educators

Learning to teach through practicum can be a ‘challenging activity, one filled with
apprehension, uncertainty and loneliness for teacher candidates’ (Cochran-Smith
et al., 2015). A tension exists between a view of learning to teach as develop-
mental and taking place over a period of time and expectations of schools (Cochran-
Smith et al., 2012), based on the Scottish induction year model, that those who have
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completed the ITE phase are ready to demonstrate performance as an independent
teacher despite having not yet achieved fully registered status. The SIR model was
devised to extend the period of support and development beyond the traditional ITE
phase, until fully registered status was achieved.

The model of school-university partnership between in-service and pre-service
teachers within the SIR was a coteaching model (Murphy, 2016) moving from the
common model in which the pre-service teacher observes for a period before taking
responsibility for the class (Murphy, 2016). In the SIR design, student-inductees
were matched with an appropriate school-based supporter in the relevant subject
specialism. The school in which the student-inductee was placed committed to release
of that school-based supporter, and to supporting the coteaching model.

Coteaching, including the three elements of coplanning, copractice and coreflec-
tion or coevaluation (Murphy, 2016; Murphy et al., 2015) is distinct from the tradi-
tional observation then solo teaching model often used in practicum. It is also distinct
from ‘co-teaching’ models which can be wide ranging in meaning and implementa-
tion. Coteaching in this case is a model in which two or more teachers are teaching
together, sharing responsibility for meeting the learning needs of students and, at
the same time, learning from each other. Coteachers plan, teach and evaluate lessons
together, working as collaborators on every aspect of instruction (Murphy & Scant-
lebury, 2010). This particular model of coteaching was chosen both as a mechanism
to support the student-inductees and school-based supporters, to provide a structure
for reflective practice, and to support the development of pedagogical content knowl-
edge (Murphy et al., 2015). It provided a way to mitigate the potential for ineffective
practice impacting negatively on children and young people, which can occur in the
early stages of the pre-service teacher’s learning journey (Murphy, 2016). This was
felt to be crucial within the SIR model for two reasons. The first was the extended
nature of the practicum in a single school; whilst there were benefits for the pre-
service teachers of contributing to longer-term learning, feeling connected to the
department and school, and having the opportunity to build positive relationships
with staff and learners, there was awareness of the need to mitigate the potential
for any negative impact on learning. The second reason was that student-inductees
were only in the placement school Monday to Thursday of each week, with Friday
dedicated to on-campus, University or local authority learning, or wider learning
and independent study. Coplanning and the very close working relationship required
within the coteaching model allowed for this to operate without disruption to learning
in the classroom.

In its original design, the intention of the SIR programme was that the student-
inductee and school-based supporter would coteach frequently in the early part of
placement and continue some coteaching throughout the placement. During the
placement, the student-inductee would gradually take over an increasing percentage
of the school-based supporter’s timetable, making space for the supporter to develop
their Master’s-level learning in mentoring and coaching and to continue to observe,
support and challenge the student-inductee. In the first placement block, student-
inductees taught only within the broad general education (BGE), i.e. young people
up to the age of 14 in their third year of secondary education. In the second block,
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the more experienced student-inductee’s timetable included Senior Phase teaching,
i.e. with young people whose learning leads to National Qualifications or other
external certification. Many student-inductees and school-based supporters concen-
trated their coteaching in the first 6—8 weeks of the first placement with the student-
inductees building experience and confidence to undertake an increasing amount
of solo teaching. Many returned to the coteaching model to support the student-
inductees through the change of timetable which, in Scotland, traditionally happens
in May/June before the 67 week summer break, and again as the student-inductee
entered the second placement block and experienced Senior Phase teaching for the
first time.

The flexibility of the coteaching model allowed for a range of arrangements to
work within the variety of participating schools. Whilst some student-inductees and
school-based supporters worked within a very ‘pure’ model with the student-inductee
only teaching classes from their school-based supporter’s timetable, others taught
classes on their timetable which did not belong to their own school-based supporter,
either focussing their coteaching with their school-based supporter or coteaching
with different teachers. Some continued to use coteaching more heavily throughout
both placement blocks than others, depending on their own needs, the classes being
taught, and the needs of children and young people.

At the heart of the coteaching model is relationship building between the pre- and
in-service teacher, with a recognition of strengths rather than a deficit model of the
student teacher (Murphy, 2016). In facilitated sessions, the school-based supporters
were encouraged to explore and understand the student-inductees background, work
experience and expertise that they might bring to coteaching, while the student-
inductees similarly came to understand their school-based supporters’ strengths and
expertise within the classroom, wider school and beyond. This was particularly effec-
tive with career changing student-inductees who brought a wide range of experiences
including applications in business and industry:

My student-inductees have brought a wealth of knowledge to my subject from their initial
careers that have helped to innovate some of our practice in school. We have been able to
exchange information. (School-based supporter, cohort 2)

Arguably, the coteaching model addressed a need for organisational change,
including new relationships and cultures (Beck & Adams, 2020), reshaping the way
in which pre-service teachers were viewed and how they worked with in-service
teachers. It provided a framework within which the in-service teachers role as teacher
educators in the SIR programme was explicit and took place alongside the in-service
teachers building relationships and undertaking their own professional learning with
the University.

As a mentor I found this experience challenging but also extremely worthwhile for my own
practice. I am delighted to have been part of this programme and am excited to get back
into my classroom and try all the things I have learned through my own research during this
programme and from my student-inductee. (School-based supporter, cohort 1)
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I enjoyed mentoring my student, it was very rewarding seeing him ‘grow’ as a teacher.
I learned a lot from him through his innovative use of IT/digital learning. (School-based
supporter, cohort 3).

Of those who acted as school-based supporters during the three-year pilot and
participated in the research, more than 60% had been in teaching for more than
10 years, and 86% for six or more years. Just over 40% gave the opportunity for
professional learning as their motivation for acting as a school-based supporter; 90%
agreed that coteaching had given them the opportunity to develop their practice and
skills and build confidence, whilst 80% noted that they had gained new insights in
practitioner enquiry and research. Just over half felt they gained new insights into
curriculum guidance and requirements and meeting learners’ needs:

I have enjoyed the experience, it has made me as a practitioner question my practice, |
have benefited from the reading and research the inductee has done, this has been helpful in
whole school working and issues, that we should perhaps be *up on’ but aren’t and current
educational material is only helpful if we have the time to read and digest it! I enjoyed seeing
innovative ways that the inductee chose to teach topics and how resourceful they could be.
(School-based supporter, cohort 1)

Combining the coteaching model with the opportunity for school-based supporters
to undertake their own professional learning, gave greater opportunity for shared
vision about the learning of the student-inductees, and therefore greater opportunity
for the student-inductees to succeed (Floden et al., 2021). However, offering the
integrated programme was not without challenges. Within the partner authorities,
many schools were keen to participate in the pilot, even more so after a successful
first year. However, offering the student-inductee an appropriate level of support,
mentoring and coaching required the relevant department to have sufficient staff
and among those staff, an identified school-based supporter willing to undertake
Master’s-level study in mentoring and coaching, to develop understanding of the
SIR and to provide support for a beginning teacher over a prolonged period. This
was a challenge given that the SIR was recruiting in ‘shortage’ subjects. Not all
schools offered a full programme of subjects to give an appropriate experience. For
example, in computing, several schools willing to host a student-inductee did not have
sufficient staff to offer the subject within the BGE and thus offer a BGE timetable
for the student-inductee.

The SIR pilot recruited small numbers with around 45 students qualifying through
the route during the pilot. During the second and third years of the pilot, some
schools began to take multiple student-inductees, bringing on board new school-
based supporters alongside existing school-based supporters, to build capacity as
a ‘hub’ working closely with the University. Steps were made to help in-service
teachers understand the SIR model, building interest in participation as school-based
supporters and the opportunities offered in terms of professional learning and devel-
opment. Whilst the early weeks of hosting a student-inductee were very intensive and
demanding of school-based supporters, as the placement progressed, and particularly
through the second block of placement, many school-based supporters reported that
they missed their own teaching load, as successful student-inductees worked largely
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independently with the classes. Whether an in-service teacher could, or would want
to, act as a school-based supporter in consecutive years would be an issue if a model
such as the SIR were to continue beyond the pilot, presenting challenges in terms of
capacity for schools to accommodate student-inductees.

Understanding the Outcomes of the SIR

One of the conditions of Scottish Government funding for the SIR was independent
evaluation of its implementation and first year of operation; this was submitted to
the Scottish Government and GTCS in March 2019. When embarking upon the SIR,
there was clear intention to undertake research to understand its implementation from
a range of perspectives. There was recognition that universities increasingly involve
students, including those in teacher education (Darwin, 2016), in evaluation of the
experience of university and ‘student satisfaction’. However, this reflects an emphasis
on a neoliberal narrative—students as consumers of higher education (O’Leary &
Cui, 2018). In researching the SIR, current and former students were framed as active
collaborators whose voice shapes the teacher education experience (Darwin, 2020;
Wilks, et al., 2019) and how we understand it.

Thus, from the outset, there was commitment to understanding former students’
perspectives about ‘what matters’ in the beginning stages of a teacher’s career,
including both the ITE and TIS stages. Based on the following criteria, a number of
former students were invited to join a Student Research Advisory Group (SRAG):

1. Successful completion within the last three years of the ‘traditional’ route in initial
teacher education at the University of Dundee (i.e. the 36-week professional
graduate diploma (SCQF level 10)) in secondary education in chemistry, home
economics, mathematics or physics and of the GTCS TIS.

2. Minimum qualification at Honours degree level which would permit entry to the
SIR.

3. Joined initial teacher education as career changers and/or with postgraduate
qualifications.

The voice-related methodology underpinning this work, developed by Lundy
(2007) and Lundy and McEvoy (2011), recognises the need for shared experi-
ence. Rather than attempting to create ‘shared experience’ between SRAG members
through activities (see, for example, Boath, 2019), involving only former students
from the most recent iterations of the programme, who had then progressed through
the TIS within geographically adjacent local authorities, provided this shared expe-
rience. The contributions of the SRAG were used to develop the themes of the ques-
tionnaire and to support research participants in considering a range of perspectives
(Lundy & McEvoy, 2011; Murphy et al., 2013), creating zones of proximal develop-
ment for the research participants (Boath, 2019). Having piloted the developed ques-
tionnaire and finalised it for use with student-inductees, it was then used as the basis
for the questionnaire for the ‘school-based supporters’, to explore their experiences
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and perceptions of the SIR programme. Through this approach, an understanding
was developed of ‘what matters’ to beginning teachers as they progress through ITE
and the TIS, and this understanding shaped the SIR as it was implemented. Moreover,
the perspectives of student-inductees and school-based supporters involved with the
SIR were examined through this lens.

Where Are We Now?

Following the successful first year of implementation of the SIR, a further programme
was piloted to meet the needs of remote local authorities seeking to recruit in
the shortage areas of Chemistry, Computing, Home Economics, Mathematics and
Physics. Supported by funding through the Attainment Scotland Fund, following a
Scottish Government procurement exercise, the 18-month Postgraduate Diploma in
Education with Partnership Induction Model (PIM) was adapted from the SIR to be
offered in more remote local authority areas including Aberdeenshire, Argyll and
Bute, Borders and Highland Councils. It introduced a further partnership element,
being run by the Universities of Dundee and the Highlands and Islands. The PIM
was offered for one cohort (December 2018—June 2020). The three-year pilot of the
SIR concluded in March 2021, with the final cohort having their studies extended
by two months because of the COVID-19 pandemic. Concurrent with the SIR and
PIM, the University of Dundee offered two innovative routes into primary teaching,
the ‘National Learn to Teach’ (LTT) and ‘Rural Learn to Teach’ (RLTT). Starting
in January 2018, the LTT and RLTT offered the opportunity for local authority
employees with appropriate degree qualifications to study part-time for a professional
graduate diploma in education with placements in their employing local authority.
They were able to maintain an income from their existing employment and were
guaranteed a place on the TIS within that local authority. Both the LTT and RLTT
came to an end in June 2021.

Compared with the common model of three six-week placements with an assessed
visit from the university-based tutor, the partnership of the SIR allowed development
of the possibilities for a more deeply-embedded model of partnership benefitting both
students as beginning teachers, qualified teachers acting as school-based mentors and
university staff working alongside them both. Qualified teachers were able to access
Master’s level professional learning and to benefit from closer working relationships
with university-based staff. They also benefited from the opportunity to work along-
side beginning teachers beyond the typical six-week window, learning with and from
them. School-based mentors felt more invested in the progress and success of these
beginning teachers.

University staff benefitted from the model too; they were able to spend more
time with the school-based mentors, learning with and from them, building relation-
ships and supporting them in their mentoring, coaching and support for the student-
inductees. One notable observation from the deeper partnership was that the joint
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assessment model could be and was successful, that school-based and university-
based staff were very closely aligned in their observation and assessment of the
student-inductees’ development and progress as beginning teachers. This served to
build confidence among the teachers as they developed greater understanding of
teacher education, built on research and literature, and confidence in university-based
teacher educators about their own understanding of quality learning and teaching in
schools and in the appropriateness of the preparation of beginning teachers.

There is an obvious challenge then around the sustainability of such programmes
set up to complement mainstream routes into teaching, to give opportunity for diver-
sification of the student body and ultimately the teaching workforce. The models at
this one institution demonstrate the value of a range of different approaches, built
locally and in close partnership with the relevant local authorities and schools, to
overcome barriers to the teaching profession in different geographical locations and
among different groups of people. However, whilst we have explored the benefits of
working in a multi-layered partnership, ultimately the diversity of routes required to
meet local needs and address barriers to the profession is dependent on the avail-
ability of funding. This is not only about the mechanisms through which institutions
are allocated funded places, student fees being paid for eligible students, or even
financial support for students through mechanisms such as those in place for SIR and
PIM student-inductees, or through bursary schemes (Scottish Government, 2019).
Developing local solutions to meet local needs requires funding to enable institutions
offering initial teacher education to develop and, crucially, to sustain the diversity
of routes which, by their nature, will not necessarily recruit to the same extent and
match the numbers on the ‘traditional” routes into teaching.

The SIR offered a model in which there was close collaboration and coherence
across the teacher education programme, bringing together the learning which takes
place across campus-based experiences and practicum, a challenge for all teacher
education programmes (Canrinus etal., 2017). To continue to do so, however, requires
long-term investment to build and sustain capacity in the system at all levels including
classroom teachers, middle and senior leaders and within local authorities. There
must also be sustainable capacity within TEIs, including teacher educators and those
with expertise in mentoring and coaching, to ‘support the supporters’ as teacher
educators within schools, and to develop and support partnerships with schools and
their staff and with local authorities. Prior to the Teaching Scotland’s Future report
(Donaldson, 2011) which promoted strengthened partnership between universities,
local authorities and schools (Beck & Adams, 2020), Smith (2010) noted that attempts
to formalise the role of in-service teachers as teacher educators had ‘foundered on
resource issues’ (p. 44) and it seems that a decade on, this remains the case.
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