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ABSTRACT

Initial teacher education (ITE) policy in Wales over the past 25 years has,
in many ways, reflected wider global concerns around the need to
produce sufficient high-quality teachers to ensure that pupil outcomes are
comparable with those of other nations, in order to enable Wales to
remain economically competitive. Having inherited the legacy of
Westminster ITE policies in 1999, there was no sudden move by the
Welsh Government to reform existing provision, but three distinct ITE
reviews over the decade from 2005 to 2015 have led to significant
changes both in the structure of ITE in Wales, and the pedagogical
approaches underpinning all programmes. We examine each of these
three sets of reforms in relation to the distinct context, content and
processes involved, as well the key policy actors, and discuss the evolution
of ITE policy-making over the 25 years since devolution.
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Introduction

When taking the long view of initial teacher training (ITT) or initial
teacher education (ITE)' policy-making in Wales over the past 25 years, it
seems clear that the approach taken by the Welsh Government has not been
immune to wider global influences. Such influences have driven widespread
policy reform in many countries across the world (Darling-Hammond and
Lieberman, 2012; Kosnik et al., 2016; Menter, 2019), with these various
reforms often demonstrating features of what Sahlberg (2011) has called the
Global Education Reform Movement (or GER M), characterised by a focus
on high-stakes accountability, a competitive market-driven approach to
education, increased moves towards standardisation and, in terms of school
education, a focus on raising achievement in core subjects. The driver for
reform has, in many cases, been the perceived imperative to improve a
country’s performance in international tests, most noticeably the OECD’s
Programme for International Student Assessment (PISA). Cochran-Smith
(2021) outlines the way in which success in these international test scores is
understood by policy makers to be the key to a nation’s success within a
global economy. Improvement in a country’s PISA ranking is, so the
argument goes, determined by the quality of individual teachers which is, in
turn, determined by the quality of teacher education. The result is that
teacher education (and particularly ITE) has become ‘a site of struggle
internationally” (Ellis et al., 2019: 101). Tatto summarises the way in which
this approach is realised, arguing that:

[A]s the nation state has taken more interest in teachers and their education as a
possible vehicle to increase education’s quality, it has in many cases also taken
charge of teacher education reform using monitoring and accountability measures
and performance standards as mechanisms to justify or jump-start drastic changes.
(Tatto, 2006: 234)

Wales’s nearest neighbour, England, has adopted a series of successive ITE
reforms which have been well documented within the literature (see, for

1 In Wales, the term ‘initial teacher training’ (ITT) was replaced with ‘initial
teacher education and training’ (ITET) and then initial teacher education
(ITE). ITE is generally used throughout this article, except where one of the
other terms is required for clarity or when using the name of specific policy
documents.
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example, Childs and Menter, 2013; Ellis and Childs, 2024; Spendlove,
2024; Mutton et al., 2021; Mutton and Burn, 2024), although the nature
of these reforms (the deliberate marginalisation of university teacher
education, the pursuance of alternative routes to qualification, increasing
central control over the structure and content of ITE programmes) has
led to England being seen as something of an ‘outlier’ even within the
wider context of international policy and particularly within the UK
(Loughran and Menter, 2019). The retention of the name ‘initial teacher
training’ by policy makers implies a certain view about the process by
which new teachers are educated when compared with those countries,
such as Wales, which have replaced the word ‘training’ with ‘education’.
‘Wales has, by contrast with England, taken a very different approach over
the last 25 years. So, in what way specifically has ITE policy making in
Wales evolved since devolution and what have been the key policy
drivers during this period?

ITE policy in Wales since devolution — an overview

When the National Assembly for Wales took over responsibility for
teacher education in 1999 there was a general continuation of the policies
and practices that had, up until that time, been determined by the
Westminster government’s Department for Education and Employment
(DfEE), previously the Department for Education (DFE), and the Welsh
Office. The main features of these policies were: an increasing focus on
the nature of the ITE curriculum; revision of the Standards for the
Award of Qualified Teacher Status (QTS); the role of schools in ITE, and
the promotion of partnership working; and the development of’
alternative (employment-based) routes into teaching. In terms of
partnership working, it was the implementation of Government Circulars
in 1992 and 1993 that had brought about a statutory requirement for
higher education institutions (HEISs) to enter into formal partnership
arrangements with schools, with the expectation that the latter would
take joint responsibility for the planning of programmes and for the
‘selection, training and assessment of students’” (Department for Education
1992: para. 14). Bassett (2003) identifies some of the challenges of
implementing the new requirements in Wales (including the issue of
adequate resourcing) and raises a number of important questions for the
Welsh Assembly Government of the day as it was about to embark on a
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consultation around potential revisions to the QTS Standards. Bassett
(2003) highlights, moreover, that the initial consultation document
signalled the expectation that, except in relation to specific issues such as
the Welsh language, all ITE programme requirements and any revision
to the QTS Standards would be broadly similar to the requirements that
were currently in place in England.

During this period, it was a number of reports following Estyn
inspections of individual ITE providers in Wales that highlighted
concerns both about the quality of school-university partnerships and the
lack of apparent preparedness for teaching of some trainees” as they
completed their ITE programmes (Grigg and Egan, 2020), prompting the
first of three major reviews of ITE over the next 10 years. The first of
these reviews was carried out by a team led by John Furlong, and its 36
recommendations (Furlong ef al., 2006) resulted in, among other things,
the establishment of three regional centres across Wales, along with
significant reductions in the number of trainees accepted each year
(particularly for primary teaching, where it was recommended that
numbers be reduced by 50%). The second review, again triggered to
some extent by Estyn concerns about the quality of ITE provision but
also by Wales’s relatively poor performance in the most recent set of PISA
results, was carried out by Ralph Tabberer in 2012, who judged that
there had been slow progress in developing a more effective and more
coherent approach to the training of teachers in Wales. Tabberer’s report
(2013) begins by setting the review within the context of the second
McKinsey Report (Barber and Mourshead, 2009) and draws heavily on a
series of OECD publications (Musset, 2010; Schleicher, 2013), thus
demonstrating the influence of global factors in determining the report’s
15 recommendations. One of these recommendations was that the Welsh
Government should ‘appoint a senior adviser with specific responsibility
for ITT” (2013: 18), which it duly did with the appointment of John
Furlong to the role in 2014. Furlong carried out his second review of ITE
in Wales the following year and the subsequent report, Teaching
Tomorrow’s Teachers (Furlong, 2015), resulted in widespread systemic
change, the rationale for which Furlong set out elsewhere (Furlong,
2016). The report produced nine recommendations, closely linked to a

2 We have used the term trainee where this reflects the terminology used in
policy documentation at the time. The term ‘student teacher’ is also generally
used, and has been the preferred designation during the recent reforms.
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number of options for the Welsh Government to consider, resulting in a
revised set of criteria for accreditation that all ITE providers would be
required to meet, a revised set of Professional Standards for Teaching and
Leadership (PSTL), an enhanced role for schools in ITE partnerships, and
an increased emphasis on research and enquiry within teacher education
programmes. Kirsty Williams, the Minister for Education at the time,
signalled the link between high-quality teacher education and the
delivery of the new Curriculum for Wales, saying that:

All teachers need to develop the right teaching and assessment skills to enable
them to use the new curriculum to support learning and teaching successtully.

(Williams, 2017, Cabinet Statement)

Central to these reforms was one key document — the Criteria for the
accreditation of initial teacher education programmes in Wales (Welsh
Government, 2018) which set out both the vision for teacher education in
Wales, and the means by which this is to be realised. Furlong (2016) was
clear that collaborative partnerships (Furlong et al., 2000) were at the
heart of this reconceptualised vision, with programmes required to be
underpinned by clear principles and an approach to teacher learning that
required theory and practice to be fully integrated within a model of
research-informed clinical practice (Burn and Mutton, 2015). Following
this round of ITE reform in Wales, those who successfully achieved
accreditation against the new criteria began to deliver their revised
programmes from September 2019 onwards. All providers have
subsequently been required to apply to the Education Workforce Council
(the body responsible for ITE provider accreditation in Wales) for
re-accreditation against the ‘refreshed’ criteria for ITE in Wales (Welsh
Government, 2023) in order to continue providing ITE programmes
after the expiry of their initial period of accreditation.

Methods

Our analysis draws on policy documentation produced by the Welsh
Government and others between 1999 and 2024 that relates directly to ITE
during the three key points of review and reform (see Appendix 1 for a full
list). These policy documents fall into two main categories: first the reports
of the three key policy reviews that have taken place (Furlong et al., 2006;
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Figure 1. A model for policy analysis (adapted from
Walt and Gilson, 1994).

CONTEXT

ACTORS
as individuals or
as group
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CONTENT PROCESS

Tabberer, 2013; Furlong, 2015); and second Welsh Government
publications and related ministerial statements. Using a ‘mainstream
approach’ (Browne et al., 2019: 1034), that is to say, one that addresses: the
values at stake; which voices are heard; and how political priority is
generated, we draw on Walt and Gilson’s (1994) policy triangle which is
predicated on the idea ‘that an understanding of policy should be informed
by an analysis of policy context, content, process and actors’ (Browne et al.,
2019:1036-7). Walt and Gilson present their model (originally designed for
the analysis of health policy) as a triangle in which context, content and
process are each shown at a different point of the triangle, within which
policy actors interact with all three areas (see Figure 1).

Three ITE policy moments
The Furlong Review, 2005

The Terms of Reference for the 2005 review of ITE in Wales indicate
that the focus was primarily on addressing issues of capacity and the
supply of new teachers within Wales in order to meet the needs of Welsh
schools. At the time, the fact that a significant number of trainees were
leaving ITE programmes without having secured a post in Wales was of
concern not least because of the resource issues involved. The report
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(Furlong et al., 2006) states that figures for the previous four years
indicated that those securing a teaching post in Wales after qualification
ranged between 28% and 43% for primary, and between 54% and 57% for
secondary, although employment statistics by individual provider did not
seem to be available. As in England, there was also government interest
in exploring, through the review, the potential for developing alternative
routes to achieving QTS, such as the Graduate Teacher Programme or
the Registered Teacher Programme, in order to increase the supply of
teachers in shortage areas, particularly some secondary school subjects.
Finally, the review was charged with looking at issues around quality of
provision across all programmes. The wider context of the review was
the vision for education in Wales set out by Jane Davidson, Minister for
Education, Lifelong Learning and Skills in the policy document The
Learning Country (National Assembly for Wales, 2001), which Daugherty
and Elwyn Jones (2002) argue ‘represents the first fruits of policy
development from the Assembly administration in the new era of
political devolution’ (109). This was followed five years later by The
Learning Country: Vision into Action (Welsh Assembly Government, 2006),
which acknowledged that:

improving the quality of initial training, induction and continuous professional
development of teachers and post-16 education and training staft has an important
part to play in achieving our goals. (17)

The ITE policy context was therefore situated within the wider ambition
to improve education provision (and particularly school provision) across
‘Wales, but also reflecting the inherent assumption that education (and
teacher education) policy in Wales needed to diverge from the legacy of
policies established by the Westminster government (Rees, 2007). The
report of the review (Furlong et al., 2006) highlighted what appeared to
be fairly widespread concerns around both quality and quality assurance
within and across programmes but was also clear that ITE provision in
Wales had to develop a different approach to that being followed by the
English government at the time. The authors were therefore keen to
frame the problem not as one of quality control, but instead as one of the
nature of the ITE curriculum and partnership working. The following
quotation from the report is lengthy, but encapsulates the thinking
behind many of the review’s recommendations. It argues that the
problem needs to be re-framed so that it focuses on:
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the challenges facing HEIs and schools in working together to develop high
quality school-based teacher education and training. Above all, this means devel-
oping the school-based component of the ITT curriculum that currently is
commonly viewed and referred to as ‘school placement’ or ‘school experience’.
While the Standards provide a framework of learning outcomes and a means by
which the competence of trainees may be assessed, they do not constitute a
curriculum. An ITT curriculum embraces both what needs to be learned and
the learning processes that will facilitate that learning. The priority task, we
believe therefore, is to develop a planned, structured curriculum for ITT that
covers the trainees’ experience in schools as well as in the college. We are firmly
of the view that issues of quality control and assurance are secondary to the

development of rich learning opportunities within the system. (Furlong et al.,
2006:71)

While the review addressed many other areas (funding, alternative
routes into teaching; induction provision, revision of the QTS
Standards), it had two radical recommendations. First that there should
be a significant reduction in trainee numbers over a period of five
years —a 50% reduction in primary and a 25% reduction in secondary.
Second, that ITE provision in Wales should be totally re-organised and
that:

Wiales should establish three main Schools of Education and that HEFCW should,
in the future, assign I'TT numbers to each of these three Schools with a view to
ensuring strong, regionally based provision that meets the national need.
(Recommendation 14)

Most of the recommendations outlined in the report were broadly
accepted by the Minister for Education, albeit with some provisos.

The review itself was set up to be independent, evidence-based and
was to be carried out in a consultative and collaborative way, eliciting a
wide range of stakeholder views (as evidenced in Annex B of the report
which outlines all of the review activities). Those commissioned to carry
out the review subsequently produced an analytic account of their
experiences (Furlong et al. 2007) in which they highlight the complexity
of the policy review process and point out:

a paradox in policy analysis, arising from a mismatch between notions of how the
policy process should work and its actual messy, uncertain, unstable and essentially
political realities. (117)
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Their account reveals the tensions inherent in ‘rational’ policy making
and the often competing interests of those involved in the process,
confirming Cairney’s assertion that ‘comprehensive rationality and the
policy cycle’ is something of a ‘fiction’, to be understood as an ‘ideal-type
to compare with more realistic stories of complexity and unpredictable
policymaking’ (p.201). While Furlong et al. argue that their review did
provide ‘an opportunity for a wider range of “voices” to be heard in the
policy debate’ (p. 130) they also acknowledge the influence on the
process of other actors, such as ‘civil servants (especially the Inspectorate),
professional organizations and trade unions and local education
authorities’ (p. 130) in what was recognised to be a high stakes exercise.

The Tabberer Review, 2011

What, then, led the Welsh Government to carry out a further ITE review
just seven years later? In terms of content, the remit of this second review
makes clear that it was to have a very different focus: not the
rationalisation of provision in order to address issues of over-capacity
(training too many teachers for the needs of Welsh schools), as had been
the case in 2005, but rather addressing issues around:

a) the quality and consistency of teaching, training and assessment in ITT

b) ITT course structure and the coverage of specific issues in ITT (Tabberer, 2013: 4)

This was to form part of a wider ‘multi-faceted reform plan designed to
raise standards in Welsh schools” (Tabberer, 2013: 2) deemed necessary as a
response to Wales’s recent ‘disappointing results from international
assessments of student performance’ (7). As noted above, the review was
highly influenced by wider global considerations, drawing heavily on
policies and practices emanating from the OECD (in particular, Musset,
2010 and Schleicher, 2013) and focused specifically on addressing the
‘ultimate question’ as to ‘whether ITT is capable of playing the part that it
should in raising standards in Welsh schools’ (7). Tabberer indicates that it
is ‘reasonable’, therefore, to assess I'T'T in Wales ‘against an international
quality benchmark’ (8) and is clear that the starting point for the review is
that the ‘evidence from inspection and self-evaluation shows that ITT
provision in Wales is not meeting the standards set by the highest
performers globally’ (14). The context was therefore one in which the
drivers for reform were both external (international comparisons) and

112 Trevor Mutton and Thomas Breeze



Tiventy-five years of initial teacher education policy in Wales

internal (Estyn reports that highlighted strengths, but also some areas of
concern). There is little to discern in relation to the process of the review;
whereas the report of the Furlong Review (2006) had set out in meticulous
detail the wider consultation process, Tabberer (2013) mentions only a few
specific organisations in the acknowledgements section of his report
(referring in general to senior colleagues in these organisations who
provided support), and speaks warmly of visits to ITT centres, as well as
noting discussions with other related stakeholders. There is, however, little
evidence cited to support the conclusions and recommendations in the
report. There is, however, little evidence cited to support the conclusions
and recommendations in the report, such as the assertion that ‘there are
historical and structural reasons for the fracture between I'TT and research,
and the position has possibly got worse since the Furlong Review in 2006’
(24). Instead, the report contains a large number of statements indicating
what ITT ‘should do’ or other normative formulations such as ‘it would be
helpful it ...". Whilst undoubtedly drawn from the review evidence, it is
not always clear what specific evidence is being drawn on in relation to the
review’s conclusions and recommendations.

As for the key actors involved in the process, the Tabberer review
follows the model for education reviews in Wales more generally, that is
to say, inviting an independent expert to lead the review process. In this
case, the report appears very much to have been authored by one
individual and there is little sense of ‘messy’ policy making or any
conflicting perspectives.

The Furlong Review, 2015

Within three years the Welsh Government had embarked on yet another
ITE review. Following one of the key recommendations of the Tabberer
review, the Welsh Government appointed an I'TT Adviser for Wales

— namely Professor John Furlong, who had led the 2005 review. Furlong’s
report to the Minister for Education a year after his appointment as I'TT
Adviser picks up where Tabberer left off, and focuses on ‘evidence about
the current strengths and weaknesses of teacher education and training in
Wales’ (Furlong, 2015:1), before proposing a range of options for the
Welsh Government to consider. The focus of the report is wide-ranging,
addressing the need that Furlong identifies for significant re-structuring
at all levels, a new set of professional standards for teachers and school
leaders, a radically revised set of accreditation criteria for ITE providers
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(Welsh Government, 2017), and a reconceptualisation as to how ITE
would operate in Wales from 2019 onwards, particularly within a
partnership model which was to reflect what was mostly a new approach
to ITE pedagogy. Research was to play a central role in provision under
the new criteria. The Welsh Government did not ostensibly set the
parameters for Teaching Tomorrow’s Teachers; rather the content of the
report was determined by Furlong’s analysis of the challenges identified
over the previous decade.

Teaching Tomorrow’s Teachers (Furlong, 2015) also has to be considered
in relation to the wider vision for education in Wales (Evans, 2022) and
in particular the proposed changes to the school curriculum that had
been proposed by Graham Donaldson’s review in 2015. Furlong
acknowledges the implications of the implementation of the new school
curriculum for both ITE and teachers’ continuing professional
development, but Teaching Tomorrow’s Teachers, like the Tabberer
Review before it, highlights what it sees as the urgent need for Wales to
address wider global imperatives. More specifically, this would include
responding to the challenges emerging from the OECD country-
specific report on Wales (2014) which re-affirmed the quality of the
teacher as the single most important determinant in pupil learning and
achievement and that ‘raising teachers” and leaders’ professional capital
will therefore be important to improving the performance of the Welsh
school system overall’ (OECD, 2014: 67). One aspect of professional
capital, it argues, is ‘human capital’, which ‘refers to the quality of
teachers’ initial training and ongoing professional development; their
skills, qualifications and professional knowledge’ (67). Thus, ITE has an
important part to play in realising Wales’s global potential. Furlong also
draws, like Tabberer, on continued Estyn calls for more consistency in
the quality of ITE nationally (Estyn, 2013).

The process by which Furlong came to his conclusions was very much
determined by his own thinking (‘the analysis and proposals contained in
this report are my responsibility and mine alone’ (2015: 2)). Although he
reports having had discussions with a wide range of stakeholders,
including Welsh Government which, he says ‘scrupulously’ observed his
independence (2), this very much appears to be a process led by one key
actor, since this was the policy-making model determined by
government. As noted above, the report had significant implications for
the ITE sector in Wales, not least because it led directly to the publication
of new accreditation criteria (Welsh Government, 2018) and a
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re-conceptualisation of teacher learning within school-university
partnerships.

Discussion

The most recent set of ITE reforms became inevitable after Estyn’s
2010-15 cycle of inspections (see Estyn, 2015). The 2014—15 Annual
Report made it clear that the previous reforms had been successful in
relation to reducing the number of newly-qualified teachers produced by
Welsh ITE institutions, and de-duplicating programmes provided by
adjacent HEIs. However, HEIs involved in the reforms had focused on
these administrative changes to the exclusion of any strategy for
development of high-quality education. Combining HEIs to create
regional centres had diverted the energies of leaders towards the creation
of administrative and quality-control layers to enable this, distracting
them from producing and sustaining a clear vision for teacher education.
In defining an aspirational set of demands for ITE (see Furlong, 2015),
subsequently realised through the criteria for the accreditation of ITE
programmes (Welsh Government, 2018), Wales’s vision for ITE was in
many ways moving in step with its ambitious vision for the curriculum in
schools (Donaldson, 2015; Welsh Government 2020). In secking to
emulate research-informed, collaborative partnership approaches such as
the Oxford Internship Scheme (Benton, 1990; Burn and Mutton, 2015),
policymakers in Wales hoped to transplant a ‘relatively small-scale” and
‘well-resourced’ model (Ellis, 2010: 107) to a whole country, rendered
even more labour-intensive through the need to deliver it in two
languages. Since the introduction of the reformed ITE programmes in
Wales in 2018, a limited amount of early data from Estyn inspections, as
well as Education Workforce Council (EWC) monitoring and
reaccreditation events, has become available. These data indicate mixed
success in the endeavour so far, with geography and scale becoming
important factors. While larger providers are able to provide capacity
(both in the university and across the wider partnership) in setting up a
partnership, this does produce challenges for ensuring consistency of
provision. The ‘lead school” partnership approach built in to the ITE
criteria means that, by definition, there are also ‘non-lead’ schools which
may be at risk of having a ‘peripheral’ status, taking longer to assimilate
developments in teacher education pedagogy within programmes that
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have been co-constructed between the university and lead schools.
Meanwhile, smaller ITE partnerships, especially those facing significant
geographical challenges (with fewer student teachers and commensurately
fewer staft), have found it noticeably more difficult to meet the new
aspirations for ITE in Wales.

Concerns continue to be expressed about the education system in
Wales more broadly, namely the widening attainment gap between rich
and poor (Rees and Rees, 2023) the country’s low standing in PISA
compared to the rest of the UK (Senedd Research, 2023) and an ongoing
perception that school curriculum reforms, as they stand, risk
exacerbating inequity and incoherence in the pupil experience (Power et
al., 2020) These concerns are linked to a lack of high-quality professional
learning, teacher autonomy and teacher workload capacity (Hughes and
Lewis, 2020; Sinnema et al., 2020; Evans, 2022). At this point in time,
ITE may find itself at an important juncture — either being relegated to
the policy background in the face of greater concerns elsewhere, or being
seized upon by policymakers as a proxy for addressing issues within the
wider education system, with the temptation for further change to be
implemented in order to give the appearance of positive action for the
education system at large. A comparison between the Welsh
Government’s 2017 and 2023 versions of the ITE Accreditation Criteria
shows an increase in the number of individual criteria, and points to the
possibility of a ‘checklist’ approach which aims to address much more
complex and deep-seated problems in the wider teaching profession
through their inclusion in ITE curricula. This would be in marked
contrast to the school curriculum framework, where specific content
remains undefined. Additionally, it is important to bear in mind that
existing pressures in schools, including funding shortages (Scott et al.,
2024), post-Covid recovery (Marchant et al., 2021), and an ongoing
recruitment and retention crisis (Ghosh and Worth, 2020), have an
impact on schools’ capacity to develop the partnership model further at
pace. All of these factors point to a need for ITE partnerships to develop
in a sustainable way, taking account of both universities’ and schools’
capacities when setting the pace of change.

Wales has, nevertheless, adopted a less adversarial approach to ITE
policy-making than has been the case in England (see Ellis, 2024 for an
overview of the latter) and has so far resisted the temptation to de-couple
the award of QTS from an academic qualification, gained through
participation in a university-based ITE programme. The move to
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school-based teacher education in England has been significant, but has
not resulted in improvements to teacher recruitment. Instead, it has led to
more fragmented provision through a range of different routes into
teaching (Whiting et al., 2016), with policy driven by a market-led
model and ultimately leading to the recent ITT Market Review (DfE,
2021) which has had far-reaching consequences. The move by Estyn
towards more longer-term, dialogic inspection (Estyn, 2023) which
results in a narrative outcome is, perhaps, another indication of this less
adversarial approach.

Conclusions

ITE policy-making in Wales under devolution has had to respond to a
number of challenges which have not been unique to Wales, but which
have required a particular Welsh solution. As has been the case
elsewhere, the key focus has been on the capacity to produce sufficient
numbers of high-quality teachers to meet the nation’s needs. Policies,
driven by both national and international imperatives, have thus focused
on both structure and programme content, whilst always taking account
of the distribution of provision across what remains a small but
geographically challenging country. The first solution to the structural
problems that characterised ITE during the first few years of the
devolved government, whilst taking quite radical measures to address
the issue of over-capacity, failed to achieve any noticeable increase in
quality. It took a decade and a half before a particular vision for ITE
could become part of the wider vision for education in Wales. Even
then, the model for policy reform retained one of its characteristic
features — the appointment of an external, independent expert to provide
the policy solutions. It is perhaps inevitable that ITE partnerships
between universities and schools would lie at the heart of Furlong’s 2015
report, given his interest in partnership working over such a long period
(see for example, Furlong et al., 2000), but this new way of
conceptualising the role of partnerships was further influenced by the
evidence from the BER A-RSA Inquiry (2014), which he had also led.
This resulted in the conceptualisation of ITE in Wales as a pedagogical
endeavour, informed by the best available research. One significant
factor over the past 25 years (and in direct contrast to what has happened
in England) has been that policymakers in Wales have retained the

Trevor Mutton and Thomas Breeze 117



Wales Journal of Education

award of QTS with the requirement to attend a university-based ITE
programme leading to an academic qualification, thus maintaining the
link between academic study and practical experience that is at the heart
of any integrated partnership model. It is encouraging, from our
perspective, that Wales has been determined to pursue approaches to
ITE that are rooted in collaborative partnerships in which:

teacher education is a collective, co-constructed endeavour to which each partner
brings unique forms of expertise and perspectives that are subject to change in an
ongoing collaborative and dynamic process. (Universities’ Council for the
Education of Teachers, 2020)

The question now is whether such approaches are given the time to
become fully embedded before policy-makers decide that, for whatever
reasons, another round of ITE review and reform is required.
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