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Introduction 

Teacher education is an area in which partnership 
between teacher education institutions (TEIs) and 
schools is absolutely necessary. In the present 
uncertain school environment, it is virtually 
impossible to prepare teachers adequately within 
the confines of a TEL Learning to manage the 
teaching-learning process requires sustained 
periods of supervised school experience and on
going personal professional development 
thereafter. The theoretical aspects of the 
teaching-learning process introduced at TEIs need 
to be coordinated, contextualised and practised, if 
student-teachers are to receive a coherent and 
comprehensive professional preparation. 

Like anywhere else, partnership in teacher 
education has recently gained considerable 
currency at the University of the South Pacific's 
(USP) Department of Education and Psychology, 
which prepares secondary school teachers for the 
Pacific island countries. The Department is 
planning to begin providing the B.Ed. (in-service) 
primary teacher education programme in 1999 
and pre-service a year or two thereafter. 

This paper attempts to contribute to the 
contemporary discussion. It is based largely on 
my own experience in teacher education in Fiji. 
Before joining the USP as teacher educator, I was 
an associate teacher and principal of various 
secondary schools where the USP sends its 
student teachers for school experience. 

What is the Problem? 

I often visit schools, not only to supervise our 
student teachers on school experience, but also to 
present discussion papers in their staff 
development programmes. A cursory look at the 
classroom work, indicates clearly that most of 
our teacher graduates do not use the methods of 
learning and classroom management practices 
they learnt and practised in their teacher training 
programmes. For example, a major part of work 
covered in my Geography workshops was on 
inquiry approaches to learning. To my surprise 
many of my former students, as well as their 
senior colleagues, employ the lecture method of 

teaching instead. This happens despite our 
continued emphasis on students' active 
participation in learning in most of our teacher 
education workshops. The passing of external 
examinations is still the preoccupation of 
teachers. Students are still treated as empty 
containers which teachers attempt to pour 
knowledge into. 

Given the complexities of the world, habits of 
self-reflection, critical thinking, discovery and 
cooperative learning and the like are attributes 
increasingly necessary, not only in educational 
management and the learning processes, but in all 
spheres of our lives. However, such habits are 
not being developed in schools today, though 
lessons on them are taken in our teacher 
education workshops. Many school-based leaders 
and teachers and teacher educators alike, in Fiji 
and other Pacific island countries, are merely 
consumers of the professional knowledge 
produced by academics and educational 
researchers in North America and Britain. Even 
those new teachers who attempt to employ 
inquiry approaches to learning, are not supported 
by their senior colleagues. 

One reason for this state of affairs is the absence 
of a genuine partnership between schools and 
TEIs in teacher education. The absence of on
going school -based staff deve lopmen t 
programmes also contributes to this. In any 
teacher education programme where only 
superficial partnership between schools providing 
school experience to student teachers and TEIs 
exists, it is difficult to provide a coherent 
professional preparation for student teachers. A 
major problem in the USP's teacher education 
programmes is the lack of a genuine partnership 
between it and the schools where its student 
teachers go for school experience. Determined 
efforts should be made to establish such a 
partnership. 

The USP 's Teacher Education Programmes 

Since the 'Teacher Job Evaluation Award' in 
1975, the Post Graduate Certificate in Education 
(PGCE) and BEd. programmes are required for 
teacher registration and promotions in secondary 



schools in Fiji. 

The PGCE programme is seen by many untrained 
graduate teachers more as a means to 
accreditation for promotional purposes rather than 
an effort to bring about improvements in their 
classroom management practices. Lessons learnt 
on curriculum development, lesson planning, 
student-participation, team teaching, learning 
through inquiry and the like remain largely 
rhetoric, and are hardly translated into classroom 
practice. Teacher-dominated lessons, with 
emphasis on telling and listening, generally 
predominate. There are other reasons for this 
lack of connection between theory and practice. 
Some of these include: excessive emphasis on the 
passing of external examinations, teacher-
overload, poor quality teachers and educational 
administrators, and large classes. The quality of 
teacher education programmes and teacher 
educators in our TEIs are other aspects which 
need investigating. 

The Diploma in Education (Dip.Ed), Graduate 
Certificate in Education (GCE) and Post Graduate 
Certificate in Teaching (PGCT) teacher training 
programmes preceded the PGCE at the USP. The 
Dip.Ed. and GCE programmes were phased out 
in the mid 1980s when the countries of the South 
Pacific, decided to train their secondary school 
teachers in their own countries. 

The PGCT programme, which was a partnership 
effort of the Fiji Government, the USP and the 
Australian National University under the 
Australian Government Aid Scheme, was 
discontinued at the same time. This programme 
was organised mainly for training untrained 
secondary school teachers of Fiji. The untrained 
teachers who held posts of responsibility (PR) in 
secondary schools were enrolled in this 
programme. 

In the early 1980s, the USP introduced the PGCE 
teacher education programme for untrained 
graduates. During this period, the USP also had 
a B . E d . ( in - se rv ice ) p r o g r a m m e for 
undergraduate trained teachers. The latter was 
taken in three phases - certificate, diploma and 
degree. Most of the courses in these programmes 
were available through the university's extension 
mode of teaching. A large number of those 
taking these programmes were full-time teachers 
and part-time students. The old B.Ed. (in-
service) programme is now gradually being 
phased out. 

In 1995, B.Ed. (pre-service) and B.Ed. 
(inservice) teacher education programmes were 
introduced. These two programmes comprise a 
teaching major subject and core education 
courses. Both these programmes are very 
popular ones at the USP. 

The PGCE and the B.Ed programmes comprise 
eight courses of which two - Curriculum Studies 
I and II - have the teacher training component. 
These are normally taken in each semester of a 
year. The other six, which involve studies in 
curriculum, evaluation and measurement, 
educational psychology, and sociology, facilitate 
the teacher training programme. In brief, 
Curriculum Studies I and II aim to enhance 
students' professional skills, understanding and 
commitment to teaching at the secondary school 
level. 

An integral part of the course is a twelve-week 
supervised teaching practice at the secondary 
school level. For the PGCE programme, the 
supervised teaching practice is normally taken 
during the second term (SOH Handbook, 
1998:27). 

Supervised teaching practice in the B.Ed 
programmes is taken in four three-week blocks 
This is shown in Table 1 below. 

Table 1: B.Ed. Supervised Teaching Practice 

Year in BEd. Pre-Semester 1 Semester I Inter Semester Semester 2 
Break 

2 3 weeks home-
based Teaching 
Practice 

ED250 Work
shops 

3 weeks USP-
based Teaching 
Practice 

3 3 weeks home-
based Teaching 
Practice 

3 weeks USP-
based Teaching 
Practice 

ED350 Work
shops 

(Source: SOH Handbook, 1998: 21). 

Students select one teaching subject for the B.Ed. 
and two for the PGCE from the following: 
English, Geography, History, Social Science, 
Mathematics, Science, Economic Studies, 
Accounting, Home Economics and Technology 
(SOH Handbook, 1998:27). Each teaching 
subject is coordinated by a lecturer. Almost all 
the lecturers in the Department of Education and 
Psychology supervise teaching practice. 

The aim of the course and its present 
organisation, however, do not indicate clearly the 



possibilities for practitioner self-reflection, 
professional growth and extended competence 
within the teaching-learning context. This lack of 
articulation, perhaps, is due the absence of a 
genuine school-USP relationship that incorporates 
training in self-reflection and collaborative 
reflection. 

It is emphasised that most BEd and PGCE 
programmes in the United Kingdom contain the 
aim 'to produce a reflective practitioner' (DES, 
1990). Equally, there is a proliferation of courses 
for practitioners which encourage reflective 
teaching. The United Kingdom's Department of 
Education and Science (DES) task force report 
(DES, 1990) implicitly accepts that the way 
forward for in-service education of teachers 
(INSET) is the consideration of self in context. 
Obviously, there will be hurdles, frustrations and 
disappointments in the course of this enterprise, 
but it opens avenues for reflective practice and 
genuine partnership in teacher education. 

It does not, however, mean that reflection on 
practice is completely absent in our courses. It 
appears, perhaps unconsciously, in some of our 
courses where students are required to reflect on 
their previous experience and knowledge. For 
example, assignment questions beginning with -
"From your recent experiences of schools, 
discuss..." or "Think about a school curriculum 
with which you are familiar..." (Sharma, 1990: 
40) do appear in some of our distance learning 
course books. What perhaps is needed, is a clear 
articulation of this in our PGCE and BEd. 
documents, and awareness programmes for 
teacher educators, teachers and all those involved 
in teacher education. Reflective practice (see 
Schon, 1987) is not discussed in this paper. 
However, it is underscored that such practice is 
necessary if we are to prepare teachers who learn 
to lead, lead to learn (Velayutham, 1997), learn 
to learn and think to think. These processes can 
be facilitated if there is a genuine partnership 
between schools and teacher educators. 

What is partnership in teacher education? 

Partnership is an ambiguous term. Its roots lie in 
the business sector. In the social context, 
however, partnership has always existed in the 
social life of the indigenous Pacific island and 
Indo-Fijian communities. For example, a 
genuine partnership can be seen in these 
communities during planting and harvesting 
seasons and during celebrations and times of 

misfortune. In social life, therefore, partnership 
denotes varying degrees of intimacy in social and 
professional relationships. Partnership in teacher 
education, therefore, could imply that all those 
concerned in it, establish a professional 
commitment to a collaborative working culture. 

Partnership, according to Pugh (in Macbeth, 
McCreath and Aitchison, 1995: 17), is "a 
working relationship that is characterised by a 
shared sense of purpose, mutual respect and the 
willingness to negotiate. This implies sharing 
information, responsibility, skills, decision
making and accountability". 

Pugh's definition is indeed relevant to the present 
discussion. It implies clearly that teachers in 
schools and teacher educators in TEIs should 
have a shared sense of purpose in the teacher 
education and training programmes: to produce 
good future teachers and to help develop 
professionally competent teachers already in the 
service. Such a shared sense of purpose in 
teacher education needs to be developed more 
fully in our region. 

The shared sense of purpose and vision can be 
achieved to a significant degree through dialogue, 
listening, mutual trust and respect, self and 
collaborative reflection, critical thinking, shared 
vision, evolutionary planning and on-going 
personal and personnel development at school and 
TEIs levels. Officials of the Ministries/ 
Departments of Education also need to be 
involved. While the University has control over 
research and the 'knowhow' of the teaching 
learning process, the Ministry has powers over 
teachers because it employs them. 

A well-considered sense of purpose would 
obviously yield a functioning relationship 
amongst the various partners in teacher 
education. Such a relationship is necessary 
because through working together and taking 
complementary roles, it would be possible for the 
partners in teacher education to pursue the 
common purpose already mentioned. 

It is important to point out, however, that 
associate teachers at the school and TEI levels do 
not necessarily contribute the same thing. 
Indeed, if they had similar inputs then there 
would be no need for partnership. The 
contributions may be different, but they are 
complementary (Gallacher, 1995) and this is one 
way to broaden and enrich the teacher education 



curriculum. It also means viewing teacher 
education as a unity in which theorising and 
practising are integral. Furthermore, partnership 
in teacher education, based on freedom of 
expression and action, helps the partners to 
realise what works and what does not in the 
different school contexts. 

In my view, the partnership that exists between 
teachers and students, teachers and parents, 
school management committees and the 
Government, and teachers and teacher educators 
at the present time in Fiji is administrative in 
character. To a large extent the 'rules of the 
game' are defined. In other words, partnership is 
merely seen here in the context of division of 
efforts within clear boundaries of responsibility 
rather than of cooperation. It is thus emphasised 
that a relationship that centres on the giving and 
carrying out of instructions in a chain of direct 
authority, necessary as this sometimes may be, is 
hardly a partnership (Gallacher, 1995). 

A genuine partnership in teacher education is 
based on mutual trust, sharing of information, 
ease of access, cooperation and collaboration, 
good means of communication and a wider range 
of interests. It requires partners who are not 
there merely to set up effective interfaces, but 
also to work together flexibly. 

A major problem in this direction is the conflict 
of mission. Teacher education is not the first 
priority of teachers. Their primary function is 
the education of the students in their classes. The 
promotional opportunities of teachers depend on 
the success their students achieve in external 
examinations. Naturally, they cannot devote much 
time to teacher education. For many, student-
teachers are an unnecessary bother in their 
classrooms. 

Another problem is the mutual suspicion that has 
unnecessarily developed between teachers and the 
university-based teacher educators over the years. 
For example, university-based teacher educators 
are often seen as ivory-tower theorists, or as 
those who are good at researching and 'fault 
finding'. So teachers maintain their distance from 
teacher educators, attempting to keep their 
'mistakes' hidden. 

This may be because many teacher educators are 
critical of teachers, claiming that they do not 
provide satisfactory school experience to student 
teachers, do not teach well, employ a limited 

number of teaching styles, do not use the inquiry 
approaches to learning and the like. Sometimes, 
the sustained experience of teachers is ignored. 
This way of looking at teachers does not assist in 
promoting a genuine partnership in teacher 
education. 

Discussion 

It can be concluded that a genuine partnership 
between the schools and TEIs does not seem to 
exist in our region. Such a partnership, 
however, is absolutely essential. This is because 
student teachers cannot be prepared without 
school-based teaching practice. In order to make 
teaching practice more effective, it is important 
for TEIs to establish partnerships with schools. 
Moreover, TEIs should invest more resources, 
including time, to create a better learning climate 
for themselves, student teachers and teachers in 
service. 

At the school level, teacher educators should 
assist the school leaders in their staff 
development initiatives. I would go a step 
further to suggest that teacher educators should 
teach a class for a few days per month. This is 
one way in which they would be able to put their 
ideas into practice, finding out what works and 
what does not. Further, this is a staff 
development activity in itself because teacher 
educators can demonstrate new ways of teaching 
and learning. For me, every action of teacher 
educators, school-based leaders and teachers is a 
staff development activity. Staffroom dialogue 
and reflection, classroom research, organised 
seminars and workshops, meaningful supervision 
and informal discussions are some of the ways of 
establishing good working relationships and 
effective teaching learning processes. 

Teachers should be encouraged to take courses on 
leadership and educational management. Without 
good leaders it is difficult to create a genuine 
partnership and promote on-going learning 
programmes for teachers and potential teachers. 

It is increasingly necessary to prepare teacher 
educators and teachers for participation in teacher 
education. They should acquire appropriate 
technical readiness for participating in teacher 
education. Without this initial preparation, any 
attempt to establish a partnership in teacher 
education will probably face resistance from both 
teachers and teacher educators. 



The solution is to formulate a comprehensive 
strategy to raise the cognitive level of all parties 
concerned. Priority should be given to prepare 
teacher educators first. Then, teacher educators 
should work as a team to educate teachers in this 
direction. 

By doing this, the relevance of partnership in the 
process of teacher education is understood clearly 
by all concerned. This further increases the 
possibility of building successful school-USP 
collaborative programmes and activities. In fact, 
if teacher educators are better prepared 
cognitively and affectively, the USP will be able 
to implement collaborative programmes and 
activities more successfully. 
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