[bookmark: _GoBack]Emerging from somewhere: Student teachers, professional identity and the future of teacher education research
Judith Harford and Peter Gray
Teaching is really quite a strange profession. It is probably the only career someone can choose where they already have extensive experience of what they at least believe is involved (Martin).
Introduction
The link between teachers’ professional identity and how teachers perceive and carry out their role is widely acknowledged, at least within the teacher education community. The impact of a student teacher’s “apprenticeship of observation” and the impact of initial teacher education on the construction, deconstruction and re-construction of that fertile experience has been widely researched, albeit using a diverse range of terminologies. Submissions for ECER (European Conference on Educational Research) in 2015, for example, include at least 20 papers (around 10% of total submissions) exploring student teacher identities from a variety of autobiographical perspectives. The research presented here is our own interpretation of student teacher identity based on autobiographical essays (“credos”) from one particular cohort of student teachers.
However, the purpose of this chapter, in line with the overall theme of the book, is to use the student teacher voice as a basis for exploring the underlying fragmentation, or otherwise, of teacher education. We argue that fragmentation arises because teacher education has been unable or unwilling to make connections between the vast amount of in-depth research conducted at the level of the individual teacher, and the world of policy in which education is essentially seen as a systemic, industrial activity. In other words, a nuanced understanding of individual teacher characteristics and values does not translate into policies which acknowledge these characteristics and values. In this chapter, we argue that student teachers do not enter the world of teaching via teacher education, but are always already within it as a result of their own schooling. In relation to student teachers, teacher education is, therefore, a “phase change” between school-as-pupil and school-as-teacher, rather than “entry into a profession”. This tension will emerge as we explore the autobiographies of the student teachers that form our data.
Teacher education research
The relationship between teacher education and the state is, in most countries, characterised by a high level of regulation. Teaching is seen as an area of vocational education where state intervention in supply is necessary to ensure that enough qualified teachers enter the profession. Now, however, teacher education has moved into the university sector, driven partly by national policies and partly by the pan-European Bologna Process. 
With university status comes pressure for research and the need to develop research communities, leading teacher educators to self-awareness as researchers. Teacher education research has only recently begun to develop community self-awareness, for example by forming networks such as Teacher Education Policy in Europe Network (TEPE), Teacher Education Quality through Integrating Learning and Research (TEQUILA) and the International Network for Teacher Education (INFO-TED). This is partly as a result of the historical roots and vocational basis of ‘teacher training’ as opposed to the more reflective stance implied by ‘teacher education’. Teacher education, as a community, has been under increasing pressure to produce research and publications. The demand for research in teacher education is not generally driven by detailed analysis of the related “problem space”, with some exceptions, such as the Teaching and Learning Research Programme (TLRP) in the UK. This problem space is dominated by a number of concepts such as ‘the theory-practice gap’, ‘practice shock’ and ‘professional identity’, none of which can be rigorously defined or quantified. Nor is the pressure to publish driven by meaningful analysis of the impact of what is published, although this situation is (slowly) changing due to demands for ‘responsible research and innovation’ (Owen et al. 2013) and related changes in research governance (e.g. the Research Excellence Framework in the UK). Teacher educators, however, have limited possibilities for large-scale research projects. Teacher education research therefore typically involves small but powerful qualitative studies, generally concerning factors influencing teaching and teacher behaviours. Our research in this chapter follows this pattern. Teacher educators do the best they can with the opportunities available to them, and have become skilled in exploiting a range of methodologies such as ethnography, phenomenography and case study research, as Flyvbjerg (2001) recommends in order to re-establish the moral authority of social science. We position ourselves here as ethnographers in relation to the teacher research community, in which both of us have been immersed for some time, and believers in the power of narrative, in its various forms, to shape identity.
One consequence of the extensive use of narrative in teacher education research is, however, that there is a huge amount of research on teacher and student teacher identities (Beijaard et al. 2004). This research is informed by many different perspectives, but often starts from the premise that teacher identity formation, and the development of teacher professionalism, involves changing beliefs (von Wright 1997). We use professionalism here in a positive sense, indicating that the professional teacher can use academic and experiential or experimental knowledge to improve practice. Sugrue (1997, 172) argues that 
…the general social milieu, as well as apprenticeships of observation, tend to reinforce the myth of the ‘natural teacher’ (Britzman 1986) and initial teacher education and school cultures frequently reinforce the isolation of the teacher by privileging the capacity to control and deliver the curriculum over more collegial approaches which are vital to subsequent school-based attempts to promote and sustain renewal and professional growth…
This illustrates an overall tension apparent in the material used in our study, which is based on analysis of the teaching credos (reflective essays) of 100 student teachers undertaking a one-year diploma programme in a university in the Republic of Ireland. This tension is generated by individual student teachers’ desire for agency on one hand and the normative demands of the system on the other. Before we start to explore this, however, we need to examine current thinking on teacher professional identity.
Teacher professional identity
Teacher professional identity has been extensively researched and has generated a tapestry of complex definitions and interpretations. According to Beijaard, Verloop and Vermunt (2000), it relates to how teachers perceive expertise in terms of subject matter, didactic and pedagogical expertise. It is contextual, multiple relational/emotional, storied and central to teachers’ in-class practices and beliefs (Day et al. 2006). A strong professional identity contributes to teachers’ self-efficacy, motivation commitment and job satisfaction and is hence a critical factor in becoming an effective teacher (Flores and Day 2006). Lasky (2005) sees it as how teachers define themselves to themselves and to others, with Beijaard et al. (2004) suggesting that it reflects the understanding an individual has of himself/herself as a teacher. We will return to this point below. A number of scholars have discussed how professional identity evolves over time and across different phases of the teacher lifecycle (Ball and Goodson 1985; Huberman 1993; Sikes, Measor and Woods 1985), whilst more recently there has been a focus on how teacher professional identity is influenced by school reform agendas and a wider policy arena (Sachs 2000; MacRuairc and Harford 2008). As will be seen when we explore our data, the tension here is between teaching as an individually constructed set of beliefs, with ‘care’ as a central concept, versus teaching as an activity to be managed for optimum efficiency and competitive advantage, as in so-called ‘new managerialism’ (Lynch, Grummell and Devine 2012). This tension is not insurmountable, but it is helpful to think about how teacher education can contribute to the formation of identities capable of dealing with it constructively.
In the literature, tThere is  also recognition of the significance of teachers’ own experience of schooling in the formation of their professional identity as teachers, an acknowledgement that the ‘core of the personal’ will inevitably contribute to ‘the core of the professional’ (Loughran 2006, 112). Feiman-Nemser (2001, 1029) notes that teachers negotiate their professional identity by ‘combining parts of their past, including their own experience in school, and in teacher preparation, with pieces of their present’. Bullough (1997, 95) concurs, noting 
…midst the diversity of tales of becoming a teacher and studies of the content and form of the story, two conclusions of paramount importance to teacher educators emerge: prior experience and beliefs are central to shaping the story line, as is the context of becoming a teacher. 
Childhood experiences of schooling, teacher role models, family and significant others also impact on identity formation (Knowles 1992; Sugrue 1997; Lamote and Engels 2010). Notwithstanding this extensive body of research in the area of teacher professional identity, we argue that insufficient attention has been paid, by initial teacher education, to the impact of a student teacher’s “apprenticeship of observation” and the impact of teacher education on the construction, deconstruction and re-construction of that fertile experience. However, our interest here is threewofold. Firstly, we want to establish self-understanding as a meta-concept, a means of gathering the disparate strands of teacher education research. Secondly, we will use the evidence from the credos to suggest how this self-understanding can might be enhanced by using the use of autobiographical techniques in teacher education. Thirdly, we want to argue for a stronger central narrative in research-based teacher education, capable of resisting the ‘new managerialism’ and arriving at a form of professionalism that incorporates the emotional and relational aspects of teaching as well as its achievement of results.
Conceptual framework
Student teachers bring with them a range of pre-existing beliefs or lay theories of teaching to their teacher education programmes. Lay theories are essentially beliefs which have developed organically over time. Student teachers do not consciously learn them, rather they represent tacit knowledge, which is neither examined nor critiqued (Holt-Reynolds 1992). Korsgaard (2014) argues that there is an underlying ‘layer’ of rationality in the mind which enables perceptions and experiences to be assembled into a unified whole, in this case the ‘experience of schooling’, also known as the ‘apprenticeship of observation’. The experience of initial teacher education is , for the most part, additiveoften transmissive, in that a range of new information is added to the students’ already large archive although. Of course, teacher education, overin the last 20 or 30 years, has been moving towards a more active form of teacher education in which reflection and even research are prioritised. Nevertheless, we are still reliant on student teachers to make a unified whole out of this ‘heap of unrelated ideas’, as Korsgaard (2014) puts it. The fragmentation of teacher education research, and of educational research in general, works against this construction of a whole because the idea of research is itself seen both as an extension of the natural scientific method, rather thanand an attempt to construct meaning from discourse and the life-world. These two worldviews are often wrongly conflated in education (Flobakk 2015), leading to false conclusions being drawn about causality. 
Holt-Reynolds (1992) argues that ‘communicating the abstracted principles of professional practice to students of teaching is qualitatively unlike communicating the abstracted principles of any other profession’. Lortie (1975) introduced the concept of the pupil as a type of apprentice in Schoolteacher: A Sociological Study and, whilste often contested and debated, it has remained an enduring metaphor in teacher education research for over four decades. Essentially his argument is that student teachers, unlike apprentices in any other profession, come to teacher education programmes having spent many years observing and implicitly evaluating their teachers’ practices. This experience by its very nature, Lortie argues, results in student teachers’ pre-conceptions of what it is to be a teacher and, whilst ‘intuitive and imitative rather than explicit and analytical’ (Lortie, 1975), these implicit beliefs are nonetheless highly significant in the development of a student teacher’s emerging identity. 
The crucial point here is that there is evaluation as well as observation. Evaluation implies a rational thought process, linking what is observed (actions) with intended consequences. One of the most common observations from the credos was the difference in effectiveness between ‘passionate’ and ‘boring’ teachers, something which surfaced in around 85% of the credos. These evaluative judgements go largely unchallenged by external evidence and are therefore still in place when student teachers begin their initial teacher education. Furthermore, pupil judgements are themselves, by some accounts, the most valid form of evidence about teacher effectiveness (Gray and Corbin 2010), formed as they are by collective observation over extended periods. Without incentives to engage in critical reflection, pupil opinion becomes entrenched as “student teacher opinion”.
Some scholars contend that these implicit beliefs are highly resistant to change within teacher education programmes unless they are ‘seriously challenged and problematized’ (von Wright 1997, 257). Feiman Nemser (2001, 1016) notes:
The images and beliefs that pre-service teachers bring to their preservice preparation serve as filters for making sense of the knowledge and experiences they encounter. They may also function as barriers to change by limiting the ideas that teacher education students are able and willing to entertain.
She continues:
Unless teacher educators engage prospective teachers in a critical examination of their entering beliefs in light of compelling alternatives and help them develop powerful images of good teaching and strong professional commitments, these entering beliefs will continue to shape their ideas and practices (ibid. 1017).
Korthagen, Loughran and Russell (2006, 1026) concur:
A student teacher’s learning (how powerful, useful, and meaningful it is to them) and its relationship to the teaching that created (or inhibited) that learning need to be specifically linked to the learning of their students when they are in the role of teacher.
Tapping into the content of those beliefs should, therefore, be a fundamental goal of teacher education programmes.
Context
Teacher education programmes in the Republic of Ireland are high-status, over-subscribed programmes which typically attract a very high calibre of entrant (Harford and MacRuairc 2008; Harford 2010). Programmes operate at undergraduate and postgraduate level for the training of both primary and post-primary teachers. Teacher education as a “discipline” is centrally vested in the higher education arena, with education departments nationally located in universities or colleges of education. This means that the foundation disciplines (history of education, philosophy of education, sociology of education and psychology of education) are central to the formation of teachers with an expectation that students will engage at a high level with the relevant theoretical literature. Initial teacher education (ITE) programmes for primary and post-primary teachers are facilitated through a range of concurrent (undergraduate) and consecutive (postgraduate) programmes. All programmes which lead to registration must be professionally accredited by the Teaching Council, whose functions are to promote teaching as a profession, promote continuing professional development, maintain a register of teachers, establish Codes of Professional Conduct and generally to regulate the profession. It has thus has been central to advocating new directions for ITE (Hyland 2012; Sahlberg, Furlong and Munn 2012) including the issuing of guidelines around entry criteria and school placement. Recently, both undergraduate and postgraduate programmes have been extended in order to deepen the experience student teachers have of their practicum placement, as well as to augment their research skills and further develop their pedagogical content knowledge. From September 2012, in order to retain their professional accreditation from the Teaching Council all concurrent (undergraduate) ITE programmes must have a duration of four years (240 ECTS credits), and from September 2014 all consecutive (postgraduate) programmes must last for two years (120 ECTS credits). 
The particular programme from which the data sample was selected is a one-year postgraduate programme for the preparation of post-primary school teachers. This is a consecutive programme, wherein students are already graduates in their own subject areas. Students also choose two specialist subjects, with weekly lectures, teaching practice, supervision and evaluation on both.

Research questions
· The central question in this research is: how do student teachers recall, interpret and negotiate their prior experiences and beliefs about schooling and how does this experience impact on their professional identity?
· A related question is: how cando teacher education programmes provide opportunities for student teachers to develop, interrogate and make sense of their emerging professional identity?
Emerging themes also include the impact of the socio-cultural and institutional context (Kerby 1991) on identity formation, and the tension involved in identity formation as student teachers resist or embrace different perspectives, particularly in the practicum. 
Data collection
Cultivating a habit of reflection in student teachers has become the cornerstone of all teacher education programmes. Several approaches have been tested, including autobiographical writing, portfolios, reflective discussion groups, and video analysis. In this particular study, student teachers were asked to write a teaching credo which linked their apprenticeship of observation with their teaching practice. 
The data for this analysis were derived from the teaching credos of student teachers (n=100) undertaking a consecutive ITE programme, as described above, in the Republic of Ireland. The credos were written while the students were in their second and final semester of the programme. Inductive coding was used to identify the broad themes and common points of reference. We then focussed on a smaller number of selected credos for the analysis. 
Analysis: dominant themes in the student teachers’ credos
Analysis of the credos yielded five key themes, listed below (the figure in parentheses relates to percentages of the total number (n=100) of credos in which the particular theme was clearly visible).
Teaching the way you were taught yourself (92%)
Vivid memories of “good” and “bad” teachers and what characterised them (86%)
Complexity of the teaching process (78%)
Becoming a teacher of a particular subject due to positive experience in school (67%)
Influence of choice of school for teaching practice (34%).
We provide examples of all these below, with quotations from the credos.
Teaching the way you were taught yourself
The power, and almost the lure, of their own schooling was apparent across 100% of the credos although, of course, the credo provided an opportunity for student teachers to express their feelings in a way rarely available to pupils at the time. Students recalled vivid and intricate memories of their own teachers and their approach to teaching. In their teaching, the majority (over 80%) relied initially on approaches they themselves had experienced as pupils. This created a sense of security, a sense of control:
When I was in school, I was used to the “chalk and talk method” – that worked for me, so I guess when I started teaching, I used the same approach. Very quickly I realised that while this method may have worked for me, it was not working for many of my pupils. I literally had to wean myself off this method I had grown up with and felt comfortable with. In doing that, I exposed myself, having to try new methodologies, especially ICT, which I was innately uncomfortable with. The temptation of reverting to what I knew, what I was secure in, stayed with me for at least three or four months (Fionn).
When I was in secondary school, all of my classes were streamed according to ability so I only experienced a particular teaching style which was aimed at the highest achieving students. When I began teaching, I realised I too was teaching to the top of the class, aiming my teaching at the highest achievers. It wasn’t too long before I realised that more than half of the class just weren’t following what I was doing and I had to re-think my whole approach (Oisin).
Complexity of the teaching process
Many respondents (78%) homed in on the complexity of teaching, a complexity they were singularly unaware of when sitting in front of teachers as pupils. Student teachers’ experience of the practicum had clearly and quite dramatically demonstrated the scale of preparation and planning that is inherent in any well-executed class. They were also keenly aware of the fact that as pupils they were witnessing “front-stage” behaviours, which were only possible because of advance preparation and planning: 
When I was in school, I never once thought of the kind of preparation that teachers had to actually put into lessons. Yes, I noticed which teachers gave homework and which teachers marked it well and in a timely manner, but I don’t think I ever once reflected on preparation time. I suppose I just thought that the teacher “knew” the subject and so was able to “do it”. It was only when I started teaching myself that I realised there was a huge amount of work involved in actually delivering a lesson, and that moving from one part of a lesson to another required planning and a certain know-how (Maureen).
I thought that teaching was really about your subject and that if you knew your subject well, then it was easy enough. When I started to teach myself, I realised that there was so much more going on that just subject mastery. I almost felt like I had a list of integrated “bits” I needed to master – a series of parts – planning, communication, organisation, differentiation – as well as subject mastery. It took me a long time to get them all in sync (Sean).
Vivid memories of “good” and “bad” teachers and what characterised them
The great majority (around 86%) of students recalled in vivid detail their experiences of “good” and “bad” teaching. Words or phrases associated with good teaching included: professional; passionate; fair; consistent; providing detailed feedback on homework in a timely manner; human; helping pupils achieve goals; organised; creative; inspiring; challenging; having firm control and sound knowledge of their subject:
My most inspiring teacher embodied what teaching as a vocation means – a genuine love of her subject and a care for the pupils. She was always organised and prepared, she looked like a teacher, was clearly passionate about her subject and treated all pupils with care and respect. We in turn treated her with respect, doing our best to learn, doing our homework and working well together in class. I remember being happy and stimulated in all of her classes (Fiona).
Students recalled “bad” teachers as those who were: unprepared; lacking in organisation; not interested in their subject-area; incapable of controlling classes; often late or absent; having no obvious interest in the pupils, emotionally or academically. They recalled these teachers as: relying heavily on the textbook; using traditional teaching and learning methodologies, often including rote-learning; being either poor in classroom management or using fear in order to control the class; appearing uncomfortable in their subject-area. Around 55% used the technique of contrasting examples of “good” and “bad” teachers.
I remember as if it was yesterday my Maths teacher. I was weak at Maths and struggled to understand, and was actually quite tense going into Maths. My teacher was hopeless. He always arrived late, frequently had to leave the class “to deal with an issue”, never knew where we had left off the previous day, rarely if ever took up our copies, and made it clear to everyone he didn’t want to be there (Colm).
Another student recalled her Irish teacher displaying similar characteristics:
She was always late. My abiding memory of her is always walking to the room after the bell, carrying a cup of coffee and eating a biscuit. We would file into the class, and she would take out a book of notes on a play or novel we were supposed to have read. Instead of ever reading the play or novel with the class, she took out a small book of notes which you could buy in the shop, and she wrote the notes out verbatim on the board. We then all wrote down the notes and were supposed to memorise the material, never once having read the novel or play. At the time I thought it was strange. Now, having sat through lectures on methodologies and best practice, I know it was shocking (Charlotte).
Here, the qualities of good and bad teachers are described in everyday language which students, at least in post-primary education, would recognise. This in turn leads to questions as to why student opinion is so undervalued by educational researchers (INSTEM 2015). Nevertheless, self-understanding here is based on hindsight rather than foresight (as is the case in the following section).
Becoming a teacher of a particular subject due to a positive experience in school
67% of the group chose to become teachers of subjects they themselves had experienced positively in school. 
I had a wonderful teacher of English and History throughout most of my secondary education – I was really very lucky in this. It was a small school so I had the experience of this teacher in first, second and third year and again in fifth and sixth. It was because of his inspiring teaching that I grew to love these subjects and knew when I was about 15 and thinking of university that I would study them. While I didn’t really think at the time about being a teacher, that idea kind of crept in when I thought of a career, towards the end of college. In many ways, it felt like the most natural thing in the world. I couldn’t believe that someone was going to pay me to talk about [Emily] Dickinson or [W.B.] Yeats! I have no doubt but that Mr [deleted]’s brilliant teaching was fundamental to my various decisions (Emily).
Another student reflected:
I had great experiences with my English and Geography teachers – both were young, enthusiastic and dynamic teachers, who really engaged us. It was clear they also cared about us – not just about our academic study. I respected them both hugely. It is interesting that they were themselves quite tight – I would often see them together – and it struck me they were similar in many ways – committed, hard-working, bright and caring. I developed a love for both of their subjects and I think it is no coincidence I decided to become a teacher of English and Geography. I had loved history all through primary school and would always comment it was my favourite subject if anyone asked me. But my experience of history teaching was very disappointing and, even though I tried to stay interested and work on my own, this was hard to maintain and I slowly lost my passion for it (Mark).
Here, the element of self-understanding consists in envisioning a future self, modelled on significant others, even when that self is not wholly in line with one’s personal preferences. The self is thus seen as an external object which can be adapted to have the characteristics of others, through foresight. This object can be placed on a trajectory in which its characteristics remain constant over time, and one interesting absence from the student teachers’ accounts is changes in personality over time. Pupil perceptions, it seems, are for life. 
Influence of Choice of School for Teaching Practice
Some of the students (34%) who did their teaching practice in the same school they attended as pupils were even more influenced in their emerging practice by their apprenticeship of observation:
I teach in the very rooms where I spent six years as a pupil observing some very talented and brilliant teachers and some not so talented or brilliant. In many ways my apprenticeship of observation is ongoing. I slotted very quickly into the role of teacher, as I was so familiar with the environment and felt very in touch with the pupils, having sat behind the same desks for many happy years. The majority of the teachers who taught me were still there. I felt very fortunate when I compared myself to my fellow student teachers, many of whom were teaching in a different school to the one they had attended, and many of whom as student teachers were inhabiting a completely different world to what they had experienced in school. It was only as I noticed my fellow student teachers grow in confidence and in their ability to reflect on their teaching that I realised the first few months of my own teaching were almost stymied because I was fitting back into a very safe, familiar environment, in many ways simply replicating the practice of teachers I had observed some five or six years earlier (Kieran).
This is a situation which is likely to be relatively rare in the experience of student teachers, but nevertheless provides a significant insight into the power of the past and of place in structuring the self. The environmental or spatial aspects of teaching are often undervalued (McNally and Blake 2010) and this passage draws our attention to the need for teacher educators to understand that the self is formed in and by spaces. 
Implications for teacher educators
Initial teacher education, in too many instances, seeks to supplant unarticulated tacit images of teaching by privileging what are regarded as more scientific, and more adequately grounded research-based versions (Sugrue 1997, 222).
As Sugrue (1996) observes, entrants to teacher education programmes, unlike entrants to any other profession, already have insight into what the profession entails. They are ‘insiders’ (Pajares 1992) who are already in tune with what it means to be a teacher, and are in the Irish context, unlike many of the pupils they will encounter, high achievers who have already championed an education system in which they will now work. Our argument here is that the current state of research in teacher education is such that it is very difficult for student teachers to separate their experience of school from the “rational”, and supposedly research-based, perspective on teacher education. Teacher education research, in other words, does not provide a sufficiently strong or clear narrative to overcome past experience. Equally, the performativity currently expected of teachers creates tensions between the emotional commitment to make things better for children and young people, and the imposed professional commitment to quantitiative performance. This tension is not fully addressed by teacher education, simply because it is not until student teachers enter the profession that they experience it. The lack of continuity between initial teacher education and subsequent professional development, even in cases where some induction support is provided, leads teachers to reproduce this tension in their teaching. It has been problematic to introduce reforms in teaching, such as Curriculum for Excellence in Scotland (Reeves 2008), or Inquiry-based Science Teaching in EU projects (INSTEM 2015), precisely because teachers are forced to choose between care, in a wide sense, and performance, at least as currently measured.  Making this explicit using autobiographical reflection may be an effective way of helping new teachers to deal with the problem.
Conclusions 
What emerges from this research is that the strongest and most deep-rooted part of student teachers’ identity rests with their own experience as pupils. This should be recognised within initial teacher education, which should empower student teachers to identify, chart and problematise their apprenticeship of observation. Indeed, some teacher educators (including, but not limited to, one of the authors) are already doing this and have been for some time. Other authors, notably Bullock (2011), have problematised the ‘apprenticeship of observation’, notably in its relation to pedagogical content knowledge. (PCK). Bullock (2011, 152) observes that pedagogical content knowledgePCK ‘is more a convenient way for researchers to name new teachers’ expertise than a productive line of reasoning for thinking about the development of teachers’ professional knowledge’. He thus draws attention to the same point we are making here, which is that teacher education research is about naming and meaning-making rather than about “propositional knowledge”.
By setting out their own pedagogical baseline, based on their experiences as pupils, student teachers can build new knowledge on a firmer foundation, based on an understanding of that experience and new learning about what good teaching is and should be. Student teachers should thus be encouraged to:
uncover their lay beliefs 
share them in a peer-learning environment 
critically analyse them, based on the pedagogical and reflective skills they have been honing 
identify where there is dissonance and consonance between their autobiographies as learners and the teaching and learning climate they wish to foster in their classrooms.
They should not be overly confessional in their probing of this experience. Equally, they should link this past experience of practice with new learning and new knowledge from their teacher education programmes and, crucially, from the research base. This personal and professional journey should not be confined to initial teacher education but should form a key pillar of lifelong professional development. 
Teacher educators must not only assist student teachers in recognising what constitutes effective teaching, but should also empower them to analyse the evidence on which they make such judgements. This will give student teachers the foundations on which to build good practice, instead of reverting to their experience as pupils. However, teacher educators, as researchers, should also be more active and collaborative in opening research towards the domain of teaching and learning, as distinct from the world of academic publishing. Part of this process, as we have suggested in this chapter, is to recognise that practitioner narratives are as powerful as statistical evidence if properly used to stimulate thinking about the “whys” and “hows” of teaching and learning.
Student teachers should also be supported in a developmental way by symbiotic partnerships between schools and universities. This means that student teachers must be supported in critically analysing the learning which is taking place in the practicum, whilst co-operating (mentor) teachers must themselves engage in a similar analysis of their own apprenticeships of observation and their own professional identities. Recent moves in Norway, for instance, have seen the creation of “university-schools” as a model, along the lines of teaching hospitals. These schools bring research into schools and school staff into the university, breaking down the so-called theory-practice gap in a new way.
We argued in our introduction that teacher education research is dominated by a number of these overarching concepts such as the “theory-practice gap” and “professional identity”. Based on our work with the credos, we suggest that “self-understanding” provides a meta-concept which links many of the sub-themes emerging from many years of teacher education research (Hofbauer and Planer 2015). For example, in the 2015 round of proposals for the teacher education research network of the European Conference on Educational Research (ECER), over 50% of 225 proposals had a recognisable connection to some form of self-understanding. 
This illustrates a major problem in teacher education research, and in educational research more generally. Differences in terminology, arising from the diverse theoretical bases of teacher education, have created a multiverse. Subtle semantic and methodological distinctions separate the universe of “self-efficacy” from the universe of “self-construction through narrative”. The analysis of the credos presented here suggests that student teachers themselves are able and willing to negotiate their own “professional selves”, without extensive references to research, provided they are given the opportunity to voice their own experiences and to relate them to practice (see, e.g. Fielding 2011). This is unfortunate since an appreciation of the wide range of teacher education research on self-understanding would undoubtedly be useful for student teachers at this formative stage, providing it can be gained without struggling through hundreds of densely written research papers. We take the point made by Astrand (Chapter 5 in this volume) that “fragmentation” can be seen as a positive thing, forcing students to engage with complexity. On the other hand, the teacher education community has a much smaller voice in research policy, in our opinion, than its size warrants, simply because it has been unable to articulate a clear narrative about what it already knows and about what needs to be researched in future.
The opportunity for teacher education research is thus to bring together the whole spectrum of research on the teacher self in an integrative way. By this, we mean that different research strands need to spend some time on considering their commonalities rather than arguing for their differences. There will of course be considerable resistance to an integrative approach, which might appear to ignore these methodological differences. It relates to research cultures in teacher education where small-scale projects using interviews or other narrative methods are the norm, and where researchers are rarely able to participate in large-scale studies. This does not negate the value of existing research, but means that there needs to be a new way of bringing research together. Conventional meta-studies are not appropriate as there is no robust statistical method of comparing ‘effect sizes’ as, for example, in John Hattie’s well-known meta-study of meta-studies (Hattie 2009). 
We should not, however, see this as a homogenising approach but as a process of unification in the interests of responsibility. We use ‘responsibility’ here in the sense that it is used in the phrase ‘responsible research and innovation’ (Owen et al. 2013). This means that responsibility in research is broadened out, from an intra-disciplinary responsibility to established norms and traditions (“making better things”), to a societal responsibility to “make things better”. The credos analysed here point to just such an attitude of responsibility in the student teachers. The credos contribute to our knowledge of the value systems of student teachers, but it would be useful to be able to compare an international sample of credos across a wide range of national systems.
How would this play out in teacher education research? Broadly speaking, teacher education does not do “blue-sky” research, but carries out research within a constrained system. A range of structural factors and social attitudes combine to make certain topics “researchable” whilst others are not. This is not just a question of ethics, where we might argue that research on, for example, the benefits of corporal punishment for learning would be completely unacceptable, at least in the UK. It is a wider question concerning the governance of teacher education research, including sub-questions around ethics, impact, access to results and the purposes of education. As we have argued here, teacher education research is often characterised by struggles over terminology and meaning which need to be at least partly resolved if student teachers are to regard themselves as part of a research-based profession, rather than as apprentices of their former teachers, or as human resources within a management system. Teachers’ self-understanding, for example, seems to be a concept sufficiently broad to accommodate much of the existing research in teacher education, and sufficiently clear in its meaning to avoid lengthy debate about definitions. What is lacking is a way of not merely measuring “self-understanding” in a psychometric sense, but of assessing self-understanding in a formative way so as to continue moving the concept forward and, more importantly, to make it useful to teachers, student teachers, and thus pupils and their learning. 
Currently, the discourses of  “performativity” and the so-called “new managerialism” impose a specific kind of identity regime on teachers. Lynch, Grummell and Devine (2012) argue that this is characterised by a reduction in the role of “care” as an element of teacher identity. In particular, demands for increasing performance, whether in Ireland or elsewhere in Europe, result in tension between the desire to care for pupils and the desire to care about overall results. The credos indicate that care is a central concept for student teachers and that the continuum between caring and not caring is where teacher quality is measured.
Recommendations for policy and practice
The implications for policy reach beyond the processes of teacher education. One of the most frustrating aspects of studying student teacher autobiographies is that they generate a desire to go back in time and just tell those teachers how they were doing from a pupil perspective, whether they were doing really well or really badly. An increased appreciation of pupil voice would be valuable, not just as part of school decision-making but as part of the teaching and learning process. This needs to be taken up by researchers as much as policy-makers since one of the authors, in a synthesis report on EU science education projects (INSTEM, 2015), and in subsequent project evaluations, has been surprised by the reluctance of otherwise rigorous researchers to ask pupils what they think about new teaching methods. 
Policy in relation to teacher education research in the European Union has been strong on rhetoric but weak on funding, partly because responsibility for education lies with the member states. As we have discussed, the powerful messages picked up by student teachers in the course of their school education are drowning out the more confused and yet more subtle messages emanating from the research community. Policy-makers would gain much from engaging with teacher education research at European or international level, but researchers need to make that engagement easier and more directed. If we could tell stories as powerful as those in the student credos studied here, they might listen harder. 
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