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This study explored student teachers' ability to develop their own teaching identity whilst teaching collaboratively as a trio in a "University School Model" of initial teacher education. The paper considers this from a psychoanalytical viewpoint in which the student teachers' emotions and desires are explored in relation to how they experience their work with their peers. The main focus is on how they negotiated the tensions around differing individual pedagogies within the group whilst maintaining the delicate balance between compliance and integrity. The paper concludes that it was through the process of navigating these tensions that they challenged their own pedagogy and in the course of working collaboratively, modified their developing teacher identity.

Introduction

Although 'a considerable amount of current research on teaching and teacher education focuses on teacher collaboration' (Meirink et al., 2007, p.145), previous research tends to focus on qualified teachers supporting each other, or qualified teachers' collaboration with student teachers. Taking a different approach, this paper is concerned with student teachers collaborating with their peers. The paper describes the thinking behind the "University School Model" (USM) and the way in which the author worked with student teachers over the course of a year. Employing [START_REF] Britzman | Lost subjects, contested objects: Towards a psychoanalytic inquiry of learning[END_REF][START_REF] Britzman | Practice makes practice: A critical study of learning to teach[END_REF][START_REF] Britzman | The very thought of education: Psychoanalysis and the impossible professions[END_REF]) and [START_REF] Bibby | Education: An 'impossible profession'? Psychoanalytic explorations of learning and classrooms[END_REF] psychoanalytical approaches to teacher education, it acknowledges there are emotional tensions in developing a teacher identity but that learning to teach is a social process requiring negotiation. Although there is a resistance to changing their perception of teaching, the USM incurs differing pedagogies and argues that this is central in supporting student teachers' development and their autonomy. It considers the university tutor's role and implications for initial teacher education (ITE).

Literature review: Collaborative teaching and multiple placements

A significant amount of research has focused on the role of collaborative practice (Cajkler et al., 2014;[START_REF] Eraut | Learning from other people in the workplace[END_REF][START_REF] Meirink | A closer look at teachers' individual learning in collaborative settings[END_REF] and the effect this has in supporting the developing professional. Cajkler et al. (2014, p.521) found that planning lessons collaboratively led teachers to be 'more courageous and give greater responsibility to students to manage their own learning'. Their study also suggests that collaboration led to a greater willingness for pedagogical risk-taking and 'opportunities for participants to develop individual expertise leading to greater confidence to make changes… and address learning challenges with creative and engaging approaches' (Cajkler et al., 2014, p.526). They conclude that working collaboratively allows for a deeper study of pedagogy.

Teachers in their developing years take on a challenging role within the first weeks on teaching placement, and can struggle to survive in extremely crowded and demanding environments [START_REF] Eraut | Learning from other people in the workplace[END_REF]. Their survival depends on being able to reduce their cognitive load by prioritisation and routinisation, and therefore they may not focus on the pedagogical issues within their teaching [START_REF] Eraut | Learning from other people in the workplace[END_REF]. However, collaborative teaching contexts enable sharing of responsibilities within the classroom and therefore more space for reflection, allowing for routinisation to be less of a necessity in the first few weeks, but developed reflectively with evaluation over time.

Collaborative practice in a 'traditional' model of teacher education takes the form of the student teacher working as an 'apprentice' with the class teacher or a subject mentor. Student teachers in this situation may feel obliged to incorporate advice and ideas from 'expert' teachers and mentors in their school placements into their own teaching, therefore becoming merely compliant with the ideas that have been shared rather than being co-constructors of them. A related issue is that established teachers may find it difficult to articulate their practice to student teachers on placement, since what started as explicit routines in their early experiences have become tacit routines over time [START_REF] Eraut | Learning from other people in the workplace[END_REF]. In contrast, teaching with student teacher peers means that routines which are not yet instinctive can therefore be evaluated and re-assessed together, becoming established in unison. This shift from working alongside more experienced teachers towards working and collaborating with peers is the context for this research.

The University School Model of teacher education

During my necessarily infrequent visits to observe student teachers during their school placements as part of traditional ITE programmes, I was often dismayed to see students who had previously been creative and innovative in their teaching revert to procedural didactic methods. One reason for this commonly observed gap between the theory learnt at the university and the practice seen in school [START_REF] Allen | Valuing practice over theory: How beginning teachers re-orient their practice in the transition from the university to the workplace[END_REF] is that the student teacher in placement is isolated from the support and advice of the university tutor. Too often, the once inventive and imaginative practice enthused over at the university is sacrificed to ensure compliance with the reductionist process-driven teaching dominant in many school placements [START_REF] Cockerham | University schools: A collaborative approach to ITT in secondary mathematics[END_REF].

To address this issue, Manchester Metropolitan University developed a collaborative teacher education programme, namely the 'University School Model' (USM) in 2010. The USM involves placing six student teachers in a school, where they teach collaboratively in two groups of three, as well as individually. The unique attribute of this model is that the university tutor works in the placement school alongside teachers and student teachers, visiting weekly for a whole day. This provides an opportunity to observe and work regularly with student teachers, supporting the integration of practice based on theory and promoting teacher autonomy and professionalism in a more cohesive manner.

Collaborative teaching during these placements is paramount in developing innovative lessons as well as encouraging student teachers to become more reflective practitioners. "Learning about teaching is a collaborative activity" (Northfied and Gunstone, 1997, p.49) and the USM works on the assumption that it is most productive when conducted in groups where ideas and experiences can be discussed. Although working in a group with differing pedagogies and priorities can lead to tensions and emotions that student teachers find hard to navigate, differences of opinion are crucial in fostering discussion and debate about their perceptions of what makes a "good" mathematics teacher, enabling them to identify and articulate their beliefs about teaching [START_REF] Meirink | A closer look at teachers' individual learning in collaborative settings[END_REF]. The research questions which frame this paper are: What opportunities for student teacher's development arise from the USM of collaborative teaching? What emotional support and tensions are evident whilst working collaboratively in the USM?

Theoretical framework

The field of psychoanalysis has many influential perspectives, however this paper focuses on the approaches of [START_REF] Britzman | Lost subjects, contested objects: Towards a psychoanalytic inquiry of learning[END_REF][START_REF] Britzman | Practice makes practice: A critical study of learning to teach[END_REF][START_REF] Britzman | The very thought of education: Psychoanalysis and the impossible professions[END_REF] and [START_REF] Bibby | Education: An 'impossible profession'? Psychoanalytic explorations of learning and classrooms[END_REF] due to their specific insights into mathematics education. [START_REF] Britzman | The very thought of education: Psychoanalysis and the impossible professions[END_REF] asserts that psychoanalysis is the best way to turn education 'inside out' in order to start to understand something of its emotional situation and its inhibitions, symptoms and anxieties. She claims that it is 'one of the few practices and theories in the human professions that begins with and is affected by the relation between our object world and our sense of relationships with self, others and knowledge' (Britzman, 2010, p.86). Student teachers are placed in a situation of negotiating the balance of being a student themselves whilst trying to teach others, and what characterises the relationship between student teachers and their 'others' is the dependency and desire to be seen as already knowledgeable without having to learn [START_REF] Britzman | Practice makes practice: A critical study of learning to teach[END_REF]. [START_REF] Britzman | Practice makes practice: A critical study of learning to teach[END_REF] also discusses the overfamiliarity of the teacher profession as a significant contribution affecting those learning to teach: student teachers draw on their subjective experiences of teaching from their previous experience of education, as a pupil. We all know what a teacher is and does from our years of observation in our own school system growing up, leading to the scenario that 'many students leave compulsory education believing that "anyone can teach"' (Britzman, 2003, p.27). For Anna Freud (cited in [START_REF] Britzman | The very thought of education: Psychoanalysis and the impossible professions[END_REF] this denial of needing to learn how to teach is the ego's defence against its own vulnerable certainty. Consequently, teachers rarely disclose 'the more private aspects of pedagogy: coping with competing definitions of success and failure, and one's own sense of vulnerability and credibility' (Britzman, 2003, p.28). [START_REF] Britzman | Lost subjects, contested objects: Towards a psychoanalytic inquiry of learning[END_REF] argues that learning to teach demands a change in the learner, in that they must reconsider their previous speculations. Education depends on persuading the student teacher to transcend conflict in order to learn, and psychoanalysis insists that the conflict is purely internal. Therefore, the problem of learning to be a teacher becomes 'how the social and the individual can come to tolerate ethically the demands of the self and the demands of the social' (Britzman, 1998, p.8) However, the beliefs we have about teaching are formed not only from our conscious perceptions of good teaching, but also our unconscious self. Earlier experiences we have relating to vulnerability, that of being educated, create resonances in the unconscious, and these unconscious phantasies are projected onto our current situations, that of being a teacher, affecting our beliefs and values and structuring our actions [START_REF] Bibby | Education: An 'impossible profession'? Psychoanalytic explorations of learning and classrooms[END_REF]. Thus, unconscious processes profoundly influence and are intertwined with more conscious processes [START_REF] Britzman | Lost subjects, contested objects: Towards a psychoanalytic inquiry of learning[END_REF]. The unconscious part affects the way we view the self, the self we project to others and the decisions we make.

The sense we make of ourselves, our identity, our ego, is made up of a layering of identifications that we have either found or been presented with 'out there' [START_REF] Bibby | Education: An 'impossible profession'? Psychoanalytic explorations of learning and classrooms[END_REF], and is therefore dependent on other people's responses to us. This is in contrast to the popular image student teachers bring to their teaching practice, that of 'teaching as an individual activity, privatised by the walls between classrooms' (Britzman, 2003, p.63). In order for the student teachers to reflectively question their teaching identity, it is crucial that they experience images provided by others; this system of judgements frames how we come to be seen and known in terms of being located in the others' field [START_REF] Bibby | Education: An 'impossible profession'? Psychoanalytic explorations of learning and classrooms[END_REF]. You can only know yourself through interactions with others, learning to teach therefore is a social process of negotiation [START_REF] Britzman | Practice makes practice: A critical study of learning to teach[END_REF]. Lacan (cited in Bibby 2011:34) states that there is a gap between the 'me' the trainee teacher is experiencing themselves, including what they see mirrored by other people, and the 'me' they would like to experience; desire is the urge to close the gap between these two versions of 'me'. This can be the cause of significant anxiety for the student teachers. exists a tension between anxiety and desire, there cannot be one without the other and there can be no learning without them [START_REF] Britzman | Lost subjects, contested objects: Towards a psychoanalytic inquiry of learning[END_REF], therefore this is an emotional conflict that they must negotiate in order to learn how to teach.

Methodology

This research was carried out at Manchester Metropolitan University (MMU) with twelve student teachers on a Post Graduate Certificate of Education course (PGCE). The participants were members of my personal tutor group, who were placed in two 'University Schools', chosen on the basis of their previous experience of working as a placement school and their established expert practice. All twelve students agreed to take part in the study, and were assured of their anonymity and given the option to withdraw at any time. I discussed the ethical implications of the situation at length with them, and assured them that it would not affect the support or grading that they received throughout the year. In the USM, students teach two out of their three classes in the first placement as a trio and only one out of the three classes in the second placement. Other lessons are taught individually. Every week the university tutor visits for a full day throughout both placements, working alongside the students to help with planning, observe lessons, give feedback and advice, and provide pastoral support throughout the year.

There are four key sources of data in this research. I used a reflective journal to capture an autobiographical perspective on my practice, as the visiting university tutor. The student teachers reflect weekly on their progress on their placements as part of the PGCE course, and these were used to provide insights into their developing teacher identity. I held four focus groups during the placements to discuss various issues, including on one occasion my delivery of a lesson which had been planned by six of the student teachers, and observed by the students and the class teacher. At the end of the lesson the students gave me feedback, along with the class teacher. The lesson was also video recorded, and played to the focus group. At the end of the PGCE course, once the students' grades and final forms were completed, they participated in individual semi-structured interviews, focusing on their experiences of working in the USM, their ability to work collaboratively and the tensions surrounding this, and reflecting on the teacher they became as a result of their experiences. Both focus groups and interviews were audio recorded. This paper focuses on the interviews, analysed with a particular emphasis on considering the emotional aspect of teaching collaboratively and the effect this had on their developing identities as teachers. The data was operationalised by the theoretical framework and a thematic analysis was conducted. Two of the themes are discussed in this paper with respect to the research questions.

Findings Teaching collaboratively

One of the main issues facing the student teachers in the USM is the idea of teaching collaboratively. They come to the course thinking that they simply require some practice in the classroom and that will be sufficient in making them a 'good teacher'. The idea of having to work alongside other student teachers who may not be as strong as them, may not agree with them, may hold them back in their teaching or may be seen as needing support, was difficult:

Edward:

When we all found about the trios, we were all definitely concerned.

Sarah:

When we heard about it initially we were a bit like, oh, I don't want to do that. I want to go in by myself.

Jennifer: I was a bit apprehensive about the trio at first, cos I just thought I don't want to do it, I don't want to be held back or whatever by someone else.

A common perception was that 'learning' from a peer is not effective for teacher education; they wanted to be in the classroom alone. There was an intrinsic denial that being influenced by their peers would support their own development as a teacher; they felt that learning can only take place from an experienced 'teacher'. The prevalent idea was that education is the knowledge given by the expert and received by the novice.

Carol: I thought "well, you are just a trainee like me". I found it easier to draw on people who had more experience than my own, than the people that I was working with.

The university tutor has a delicate role to play in this situation. The dichotomy of being influential in the student teachers' developing pedagogies, whilst also have a role in ensuring the collaborative nature of the placement is effective:

Carol: I think, especially because when you are working in a three, the people are very different, they come from very different walks of life with very different ideas and opinions. And to have that visit every week [from the university tutor] it lubricates the situation and helps everyone to have a common idea and stops one personality maybe dominating others.

In spite of their misgivings and the tensions of the situation, the students reported that the support they receive from collaborating with peers in their lessons and in planning, means that they can try innovative teaching strategies with reduced fear of failure:

Sarah: But I think you have the opportunity to try different things…[you can] try it.

Because there are three of you it can't go drastically wrong.

Developing the individual within the collaborative

There is a subtle balance to strike when teaching as a trio, between gaining credibility and recognition for your individuality in the classroom and successfully working together and collaborating with your peers. The need to ensure that you are being assessed individually is often a contentious issue:

Carol: because people come into this and they are like this is my training I think that is the heart of it. This is my training and I need to push myself forward even though we are collaborating. Unless people are willing to give that idea up…you end up getting caught up in a situation where you're like oh alright this is all about me too.

Whilst teaching collaboratively there are multiple 'others' constructing the student teacher's view of themselves. The students needed to orchestrate the experience of working with their peers and negotiate how their potentially conflicting pedagogical beliefs would inform their teaching. They also needed to work with the class teachers and subject mentor in whose classroom they were a guest, and therefore expectations to comply. In addition, they needed to work with the university tutor who comes with their own views about effective teaching, and also to manage their own internal beliefs based on their prior experience of education of the teacher they want to be. The latter is the most difficult to modify, since how students see themselves in the role of the teacher is the "phantasy" that has led them to undertake this journey. There is a strong desire to become this teacher and therefore the inclination to teach as they were taught is hard to challenge, but is a crucial element in learning to teach. The importance of these personal histories is the independence of individual journeys: the experience that one person had of education, and which has shaped their desire to be a teacher, is different to anyone else's experience:

Justin: I kinda remember things, of ways I was taught ….and I think if that's the way that I learnt it and I thought it was good then, maybe students now will think it's a good way to learn as well.

Edward: Yeah, because obviously I had my feelings of what I wanted to be as a teacher. Shafia obviously had her idea, which was definitely a lot closer to Claire's [the class teachers] than mine.

The notion of "teaching practice" is thus about the individual finding a path between these fluctuating versions of themselves. In Edward's case, his strong sense of the teacher he wanted to be was brought into question by the class teacher and his collaborative partner. Edward was adamant that he was not willing to change his teaching style. However, by the end of the placement he reflected back to say:

Edward: I think it has changed me slightly on where I was going to be, or where I thought I would be, but I think that was more for the better.

Emotional support and tensions

Inevitably, the student teachers are all vying for their persona and their pedagogy to be dominant. When working as a group, if lesson planning and making decisions regarding how to teach a topic lead to differing views, this tension brings with it a strong emotional element. There is a sense of anxiety amongst the student teachers about which methods to teach, how to deal with behaviour, and how to manage the learning. The desire to teach the best lesson possible and be a successful teacher leads to further anxiety. This emotional tension can be difficult to navigate if the lesson is not being planned and delivered in a manner which reflects the teacher they are striving to become. However, the presence of anxiety and therefore desire is needed in order to progress; to close the gap between the image they see of themselves and the image which is projected to others.

However, there is also an opportunity for a student's ego to protect itself from the judgement of others by not contributing ideas and hiding behind the work of others. If the lesson does not go as well as planned there is an opportunity to remove yourself from the emotional disturbance of the feedback because you can convince yourself that this was not your lesson:

Edward: Because I don't like conflict too much so I just like "ok we will do it that way". I think that's probably bad in terms of teaching…going into a lesson and not being fully committed to the lesson…because it's not the way I wanted to do it.

The student teachers' anxiety at the start of the placement about not wanting to collaborate and the desire to teach on their own was alleviated in all of the participants in this research; this was mainly explained in terms of the emotional support they gave each other. This outweighed the emotional conflicts of teaching as a trio, with the anxieties and tensions this incurred:

Jennifer Overall the concern about them developing into the teacher they envisioned at the start of their placement was diminished throughout the year and the USM facilitated their ability to explore their autonomy and their agency in developing their teacher identity.

Jess: I think it has been easy to develop, there has been lots of support. This model has been really good for that. And I've not been one for asking for help but the help was always there.

Alison: You are obviously not always going to get on with your trio, it is inevitable that you are going to have differences, but you'll become the teacher you want to be in the end anyway.

Conclusion

The 'University School Model' of ITE aims to foster collaborative learning which supports student teachers in developing as teachers informed by the university and protected to some degree from mere compliance with placement school practices. What this research has found is at first there is a resistance to working collaboratively in a classroom, due to a host of emotional reasons: their ego, their preconceived perceptions of their teacher identity, fear of being held back. However, throughout the placement, students' ideals about teaching are challenged through working with peers, and although they may resist the change, the situation allows them to develop their pedagogy in a 'safe' environment. Collaboration with their peers allows them to shift their version of themselves, and experience differing pedagogies without the possibility of failure resting solely on their shoulders. The pressure of compliance from their supporting teachers and the university tutor are still perceptible, but the collaborative nature supports them in the negotiation and articulation of their teacher identity. It allows creative and innovative lessons to be explored due to the support of the other student teachers in the room, with a shared responsibility, yet with an emphasis on their personal development. The students' final overall conclusion was that they all individually achieved their desire of becoming the teacher they wanted to be, despite their original notions of this being challenged. This research highlights the nature and role of emotion in the development of student teachers' teacher identities. It is interesting to consider how 'the teacher they wanted to be' at the start of the PGCE evolves as a result of experiences in the USM and the effect the individual personalities in their trios had on their development. It also highlights the role of the university tutor as a facilitator in this development. These are areas to be explored further.

  :If you go into it big headed, that you're the best teacher ever and you don't need it [the support from your peers] you'll fail because you need the people around you, you need that safety blanket.

	Edward:	It's nice having people around you that are in the same boat…obviously, you have
		two other people who are kind of your back bone in that sense and are supporting
		you