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  Pref ace   

   To identify what is important in our programs and to understand what our programs contrib-
ute to effective classroom instruction, we must operate from a  research rich foundation  that 
informs our efforts. (Wiseman, 2012, p. 90, emphasis added) 

   This inaugural publication from our scholarly community,  Teacher Education : 
 Innovation ,  Intervention and Impact , is both a product of, and seeks to contribute to, 
the changing global and political times in teacher education research. This volume 
also marks a signifi cant shift in the collective work and outreach of the Australian 
Teacher Education Association (ATEA) as it endeavours to be an even more active 
contributor to what Donna Wiseman above describes as a  research rich foundation  
for initial teacher education and more broadly to the teaching profession. 

 Increasingly, teacher educators and the research they produce are under  intense  
scrutiny with an increased focus by politicians and the broader education commu-
nity of their work. This attention, in turn, offers our ATEA membership both chal-
lenges and opportunities. Teacher education in Australia, like that of many other 
countries, such as England and the United States, has become a national priority 
with the increasing realisation that teacher education is central to preparing our 
future teacher workforce and thus ultimately a key in shaping all our childrens’ 
futures. While many of us as teacher education researchers, would caution loudly 
against any reductionist and simplistic linear thinking that positions teacher educa-
tors and teachers as key alone in ‘solving’ all social inequalities, the prioritisation of 
teacher education research by governments and the broad benefi ts to a socially just 
society it offers is important. 

 As noted in the chapters within this volume, research  in ,  on  and  for t eacher edu-
cation has now entered explicitly into the political landscape with the most recent 
review by the Teacher Education Ministerial Advisory Committee (TEMAG, 2014) 
into initial teacher education titled,  Action Now :  Classroom Ready Teachers  
acknowledging the vital importance of research to all areas of education reform. 
Importantly the review recommended “a national focus on research into teacher 
education” (TEMAG, 2014, p. 9). For those of us who have long been researching 
in the fi eld of teacher education, this priority is most welcome and an opportune 
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time to further explore multiple genres to disseminate, showcase and build from 
each other’s work to productively engage with, and contribute to, shaping policy 
and practice. 

 Historically, ATEA has encouraged research dissemination through its annual 
conference and the publication of refereed conference papers: both traditional 
approaches for a scholarly community. While the ATEA membership base has 
increased and attendance at our conferences are at a record high, the past decade has 
witnessed a steady decline in researchers keen to take up the conference publishing 
opportunity. This phenomenon appears to be due to the growing accountability 
measures taking place within our universities where such publications do not ‘count’ 
so much against increasing impact and performance measures. Measures of impact 
lean towards such quality measures as citation counts and journal impact factors. 

 An  authored chapter in a blind reviewed publication such as this volume, matters 
in the career opportunities of teacher educators and given the critique of teacher 
education research, it is vital that as a scholarly community we do more to support 
our colleagues and  ensure that we do not further marginalise those in this fi eld. Our 
desire through embarking on this new form of publication is that we raise both the 
status of teacher education research and those who research in the fi eld. It is impor-
tant to note that such internal ‘impact’ measures however are understood differently 
by practitioners and more recently by politicians who call for ‘measures of impact’ 
that make a difference to practice and as a community we also need to support both. 

 This volume has endeavoured to meet these dual expectations to both our teacher 
education research colleagues to promote and disseminate their important work and 
to provide research to be accessed by the wider education community. In regard to 
the latter, the volume has been produced by an Association  for  the profession, with 
a vision to contribute to a research-rich profession in the broadest sense. While 
some readers of this book might seek particular types of research or methodologies, 
the Association recognises the valuable contribution of diverse approaches. The 
recent BERA-RSA Inquiry into research into teacher education noted that research 
can make a contribution to teacher education in four different ways, namely:

•    First, the content of teacher education programmes may be informed by research- 
based knowledge and scholarship, emanating from a range of academic disci-
plines and epistemological traditions.  

•   Second, research can be used to inform the design and structure of teacher educa-
tion programmes.  

•   Third, teachers and teacher educators can be equipped to engage  with  and be 
discerning consumers  of  research.  

•   Fourth, teachers and teacher educators may be equipped to conduct their own 
research, individually and collectively, to investigate the impact of particular 
interventions or to explore the positive and negative effects of educational prac-
tice (BERA-RSA, 2014, p.11).    

 Throughout the chapters in this volume you will fi nd evidence of all forms of 
contributions to research that can be utilised and considered in order to be taken up 
by a wide audience. Individually and collectively they have much to offer the broad 
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education community. The next challenge for us as teacher education researchers 
and the ATEA community will be to seek out and to align strategically smaller-scale 
studies that when analysed and viewed together, will highlight common themes, as 
well as shine a light on diversity and context relevant matters. 

 As a fi rst initiative, with the strong support of the Executive and outstanding 
dedication from the editorial team, I very much hope you enjoy reading and consid-
ering a ‘snapshot’ of the teacher education research conducted across Australia. I 
would like to take this opportunity to reiterate that the current political gaze into 
teacher education research offers us as teacher education researchers many oppor-
tunities and we need to seize these. More than ever, it is so important and valuable 
work to explain carefully why teacher education is not teacher training, to look for 
multiple ways to disseminate our research fi ndings and  to value highly the profes-
sionalization and preparation of our teachers and future leaders. 

 (ATEA President 2014–2016)    Simone     White     
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        The Advisory Group believes that a national focus on research into the effectiveness of 
initial teacher education programs is needed. Research should focus on building an evi-
dence base to inform the design of initial teacher education programs and teacher profes-
sional development (Teacher Education Ministerial Advisory Group  2014 , p. 48). 

1       Introduction 

  As  refl ected   in the TEMAG ( 2014 )    report recommendation above, the demand for 
research as a means to improve teacher education in Australia is a political priority 
with numerous calls from  politicians  ,  policy makers  ,  principals   and the wider edu-
cation community for an increased knowledge or ‘ evidence’   base to inform schools, 
teachers and teaching practices. At the core of this demand is the key desire by those 
involved in teacher education to improve student learning, and to ultimately create 
increased opportunities for national, social and economic prosperity. While many 
policy makers are keen to utilise research to ‘solve’ teacher education policy prob-
lems (White,  2016 ), those who conduct teacher education research are cognisant of 
the view that the research, policy and practice connection is often non-linear, com-
plex and cyclical. As Mertler ( 2016 ) suggests, “In most cases, educational research 
tends to be cyclical, or helical, as opposed to linear” (p. 7). Nevertheless, in the 
political context, research into teacher education is a high priority and teacher edu-
cators are increasingly called to demonstrate the effectiveness and the  impact   of 
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their programs. As Cochran-Smith ( 2005 ) argues, this pressure however requires 
the teacher education research community to carefully consider and communicate 
the connection between, and implications for research, policy and practice:

  The education research community needs to make it clearer to the public and to policymak-
ers that there are signifi cant complexities in what happens to policies on their way, as Susan 
Fuhrman (2001) puts it, from “capitols to classrooms.” These complexities depend on the 
cultures and contexts of schools, the resources available, and the neighbourhoods, commu-
nities, and larger environments where schools are located. (p. 14) 

   It is within this context to not only increase research into teacher education, but 
to also consider more deeply what counts as  evidence   and the implications of 
research in specifi c contexts that this chapter, is focused. This chapter examines 
three areas: fi rst; the focus on research in the Australian policy context, second; an 
examination of the current critique of teacher education research and third; a critical 
analysis and discussion of the various research conducted by the teacher educators 
within this volume. Findings highlight that within this volume, not only are teacher 
educators very keen to respond to policy reforms but they are also interested in pro-
viding research that provides a rich contextual discussion of their fi ndings. 
Consistent with critique, the majority of the studies are small scale in nature but 
viewed collectively have much to offer the teacher education research community. 
More connected  small scale studies   that highlight both macro and micro levels of 
teacher education are recommended.  

2     Teacher Education Research and Policy: An Analytical 
Discussion 

 The empirical studies and conceptual and theoretical frameworks explored in the 
chapters in this volume have much to offer the education community (including 
 policy makers  ), both as individual chapters and collectively. As a snapshot, they 
highlight the tensions and complexity of connecting research to practice as identi-
fi ed by Cochran-Smith ( 2005 ). We, as editors of this volume and authors of this 
chapter, have examined  the chapters as data to understand more deeply the current 
teacher education research landscape. We explore the broader policy context and 
demand for increased research into teacher education. Combined, an analysis of the 
chapters’ key themes provide an insight into the contemporary practice of teacher 
educators in Australia and a mechanism to interrogate the ways in which policy, 
practice and research intersect. As such, we conducted a policy document analysis 
of the TEMAG ( 2014 ) report to begin to understand the ways in which ‘research’ is 
currently understood by  politicians   and  policy makers  . We also revisited the critique 
of teacher education research as a backdrop to do a comparative study across the 
chapters to consider the key themes. 

R. Brandenburg et al.



3

2.1     Demands for Research into Teacher Education 

 Like other countries (for example,  England   and the United States), the demands for 
research into  initial teacher education (ITE)   have entered the Australian policy land-
scape, with the most recent review and report, titled,  Action Now: Classroom Ready 
Teachers , identifying the vital importance of research to all areas of education 
reform. The Government report accepts the review’s recommendation to establish a 
national focus on research into teacher education to address what is perceived as 
“not enough information to understand what the most  effective teaching   practices 
are and what teacher education approaches best prepare teachers for the classroom” 
(TEMAG,  2014  p. 9). 

 There are multiple conceptions of research within the policy documents (both 
the TEMAG review into teacher education and the Government’s response) includ-
ing to inform practice; to provide the rationale for key directions for reform in 
teacher education and to advise and shape teaching practice. For example, 
Recommendation 34 of the review calls for “The  Australian Institute for Teaching 
and School Leadership  ’s functions be reconstituted and expanded to provide a 
national focus on research into teacher education, including into the effectiveness 
of  teacher preparation   and the promotion of innovative practice” (p. xv). Research 
is specifi cally referred to as a crucial means to inform  ITE    curriculum   and profes-
sional experience and “The design and delivery of  initial teacher education   pro-
grams must be based on solid research and best practice” (TEMAG,  2014    , p. x). It 
is also implied as a skill and knowledge, that future teachers need to know how to 
research and that higher education providers need to “equip  pre-service teachers   
with data collection and analysis skills to assess the learning needs of all students” 
(TEMAG,  2014    , p. xiii). 

 Research is also referred to throughout the document as being largely synony-
mous with ‘ evidence  ,’ highlighting a shift towards an approach that is focused on 
improving the effectiveness of graduates who will in turn improve student learning. 
The report specifi cally states that, “Better evidence of the effectiveness of  initial 
teacher education   in the Australian context is needed to inform innovative program 
design and delivery, and the continued growth of teaching as a profession” (TEMAG, 
 2014 ,    p. xi). 

 Research defi ned as  evidence   is highly contentious “with heated debates about 
what counts as evidence and what the evidence indicates” (Sleeter,  2014 , p. 146). As 
Whitty ( 2006 , p.162) cautions:

  Research defi ned too narrowly would actually be very limited as an  evidence   base for a 
teaching profession that is facing the huge  challenges   of a rapidly changing world, where 
what works today may not work tomorrow. Some research therefore needs to ask different 
sorts of questions, including why something works and, equally important, why it works in 
some contexts and not in others. And anyway, the professional literacy of teachers surely 
involves more than purely instrumental knowledge. It is therefore appropriate that a 
research-based profession should be informed by research that questions prevailing assump-
tions – and considers such questions as whether an activity is a worthwhile endeavour in the 
fi rst place and what constitutes socially-just schooling (Gale & Densmore, 2003). 
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   Throughout the  TEMAG   document, and highlighted within the opening quote in 
this chapter, is the implication that research makes a difference to practice. By 
extension there exists a call by government for research to align more closely to 
policy, in order to  impact   teaching practice and learner outcomes. While this atten-
tion on teacher education research is acknowledged by teacher education research-
ers, the alignment of research to ‘policy problems’ requires further exploration. 
Concerns related to the disconnect between teacher education research and policy is 
not a new concept and as Sallee and Flood ( 2012 ) explain:

  In 1985, Keller argued that research in higher education was not useful to practitioners, 
suggesting that “if research in higher education ended, it would scarcely be missed” (p. 7). 
Similarly, Cochran-Smith and Lytle (1990) argued that teachers’ voices are missing in 
research and, therefore, knowledge produced is neither useful nor applicable to teachers’ 
daily experiences. In short, academics are frequently targeted for engaging in research that 
is out-of-touch and not relevant to those outside universities. (p. 137) 

2.2        Considering the Critique of Teacher Education Research 

 In its entirety this volume affi rms the role that teacher education researchers hold in 
‘speaking back’ to the critiques of teacher education research. We begin by acknowl-
edging some of the criticism and critique that has been levelled at teacher education 
research (and researchers) and then consider how the fi eld might benefi t from such 
critique. 

 Whitty ( 2006 ) summarised some of the  principal   criticisms of education research-
ers in the UK as “a failure to produce cumulative fi ndings, ideological bias, irrele-
vance to schools, a lack of involvement of teachers and inaccessibility and poor 
dissemination” (p. 161). These criticisms seem to apply specifi cally to teacher edu-
cation researchers as well. More recently both Cochran-Smith et al. ( 2015 ) and 
Zeichner, Payne, and Brayko ( 2015 ), in the US context, describe increasing criti-
cism of teacher education research and researchers. Zeichner et al. ( 2015 ) note that 
researchers, who are usually located within the Universities, are perceived and 
defi ned as ‘defenders’ (p. 122) of the status quo of teacher education and associated 
with research, not focused on the interests of the public, and who are unable to 
translate and mobilise their research to speak to policy (White,  2016 ). 

 Teacher education research has also been criticised because “it is seen as narrow 
and operational in focus and more akin to course design and evaluation” (Ham & 
Kane, 2004, as cited in Murray, Nuttall, & Mitchell,  2008 , p. 226). While not seeking 
to ‘defend’ this situation, these same authors provide explanations as to why teacher 
education research is largely small scale in nature, attributing factors such as:

  the relative newness of teacher education research as a legitimate fi eld of empirical investi-
gation, the relatively small-scale funding that teacher education research is able to attract, 
and a recognition within the fi eld of the importance of investigating aspects of one’s own 
practice in order to both understand and improve teacher education pedagogy. (Murray, 
Nuttall, & Mitchell,  2008 , p. 235) 

R. Brandenburg et al.



5

   Having provided some of the context and policy environment within which this 
edited volume of chapters lie, we examine, discuss and explore the studies through 
the lens of teacher education research critique.   

3     Learning from Teacher Education Research 

 A cross-section of universities is represented within this volume, ranging from 
regional, single-campus universities, to multi-campus regional universities and 
large metropolitan universities. While there are examples of research conducted in 
a single institution there are also examples of cross institutional collaborations. All 
of the research reported in this volume is collaborative, many in  partnership   with 
teachers and schools, supporting the contention that teaching, and learning about 
teaching, is underpinned by social interaction together with the establishment of 
communities of learning within which knowledge is created, shared and evaluated 
for  impact  . What is evident in the outcomes of the teacher education research is that 
regardless of geography, demographics and/or the relative size of the research proj-
ects and; whether they have been funded or not, there is a consistent focus which is 
to ultimately improve student learning and expand teacher educator pedagogical 
content  knowledge  . Chapters within this volume are clearly focused on schools, 
teachers and on improving  initial teacher education  . There are examples of projects 
explicitly focused on teachers and that highlight teachers’ voices in their studies and 
showcase the complexity of the work of teachers and teaching. The teacher educa-
tion research projects endeavour to heed the call made by John Loughran in this 
volume, which puts the onus on teacher educators to showcase the complexity of 
teaching. He explains:

  If teaching really is complex and  sophisticated   business, then teachers themselves need to 
be able to illustrate why that is so. The same applies in teacher education. There needs to be 
a concerted, coherent and thoughtful approach to illustrating what teacher education has to 
offer and how it makes a real difference in the development of the next generation of skilled 
professionals. If teacher education is to be a valued starting point for a career as a teaching 
professional, then teacher educators need to lead the way in responding to questions that 
have, for so long, been answered in less than convincing ways to the sceptical observer. 

3.1       Teaching Is Research-Informed 

 What is highlighted throughout this entire volume is the diverse and contextually- 
driven ways in which teacher educators and teacher education more broadly have 
responded to the  challenges   and needs of the learners through the design and imple-
mentation of “needs-based research”. This context is important as noted earlier to 
highlight the complexity that Cochran-Smith notes of policy to practice. The major-
ity of the studies, within this volume are framed within a key aspect of the policy 
reform agenda and provide the in-depth examination in context of particular reform 
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agendas. This goes against the critique of teacher education research being not 
focused on the needs of the education community but might explain the frustration 
of  policy makers   who are looking for scalable fi ndings. For example McGraw, 
McDonough, Wines, and O’Loughlan examine the role of  dispositions   through the 
implementation of  classroom intensives  ; Jervis-Tracey and Finger research the 
 impact   of internships in  initial teacher education   and Mansfi eld, Beltman, 
Weatherby-Fell, and Broadley report on a large-scale supported research project 
that examines the effectiveness of an online resource to build professional  resil-
ience  . These examples demonstrate the diverse ways in which teacher educators are 
seeking to develop their own practices in order to support student learning, and 
contribute to the policy reforms and agendas that require  graduate teachers   to be 
‘classroom ready’. Jennifer Gore in her chapter, outlines two case studies of prac-
tice that specifi cally focus on improving classroom practice. As she notes, her own 
institution’s endeavour is not alone here.

  Nonetheless, what should be striking to  policy makers   about our case studies is that teacher 
educators are clearly grappling with issues of the quality of classroom practice and quality 
of teacher education, regardless of the overall reform ideology. These and other case studies 
(Darling-Hammond, 2006), including others provided in this volume, provide a helpful 
basis for professional discussion between stakeholders about the best way of fostering 
excellent teaching in diverse settings across Australia and further afi eld. 

   Teacher educators are keen to work as problem-solvers and they are also keen to 
explain the complexity of their research and explore this from different perspec-
tives. Perhaps one of the over-looked and under-addressed aspects of learning about 
teaching through research is the researcher’s interpretation of complex variables 
and designing research questions and approaches that seek to reveal that which is 
not known, but clearly sought. Christine Edwards-Groves examines one of the most 
commonplace, features of classroom interaction – talk – and highlights the ways in 
which research about classroom interaction can lead to more dialogic, rather than 
‘monologic or teacher dominated talk’. She explains here the need to move away 
from a departmentalised narrow focus on a particular aspect of learning:

  It is argued that to know about the role of classroom talk in learning is simply not enough; 
what is required is an explicit practical focus on learning to listen, observe and interact with 
students in classrooms and be mentored in the process. Therefore, it will be proposed that 
developing a repertoire of learning focused, fl exible and academically enriching interaction 
practices requires overt designed-in opportunities for  pre-service teachers   to both learn 
about and to practise. 

3.2        Teacher Educators as Role Models for Research 

   The recent review of Teacher Education in Australia (Teacher Education Ministerial 
Advisory Group, TEMAG,  2014 )    highlights the imperative that teaching graduates must be 
classroom ready. While the recommendations of the report focus predominantly on the need 
for Teacher Education programs to enable the acquisition and mastery of skills and peda-
gogical content  knowledge  , there is minimal recognition of the role of Teacher Education 
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in shaping PSTs’ professional  identities  . Our contention is that graduates who are class-
room ready must also have a deep understanding of the contextual factors, personal dis-
courses and  emotions   that shape their professional self and appreciate that this identity is 
constantly changing. Often there is a disconnection between a graduate teacher’s profes-
sional  identity   and the lived reality of that identity as they experience the (often) challeng-
ing school context in which they work. (Brandenburg & Gervsoni, this volume) 

   As noted above, Teacher educator researchers provide role models for PSTs, who 
participate in research and thereby come to understand more about the  impact   of 
research on learning. Numerous courses in teacher education programs now focus 
on ‘student as researcher’, whereby PSTs design, implement and assess the impact 
of small and large scale research projects on themselves, their students and their 
communities. This induction into a teaching/research culture is imperative if PSTs 
are to become lifelong learners and acquire the research and refl ective skills needed 
for success as a teacher. 

 A key focus of the research presented in this volume relates to the ‘sociality of 
teaching’ and the ways in which interaction underpins learning, and learning about 
teaching. Both Gutierrez and Elsden-Clifton, Carr, and Jordan present research that 
examines the  impact   of  paired placements   as an innovative adaption of the one-to- 
one  PST  /Teacher mentor model. As Le Cornu ( 2015 ) reports, the conceptualisation 
and structure of professional experience placements remains a contested space 
whereby consensus, on the establishment of the most effective approach, remains 
elusive. What is revealed in the research related to paired placements however is the 
powerful learning that can be fostered and shared with peers, including increased 
confi dence, development of problem-solving skills and belonging to a ‘community 
of learners’. 

 Teacher research is literature and theory informed. As Elsden-Clifton et al., state:

  the decision to buddy students was based on the literature around practicum to better facili-
tate professional conversations and learning that connect theory and practice. It was also 
informed by transition to university literature, with calls to foster learning communities and 
encourage social and professional networks. 

   Paired- placement   research also highlights the ways in which teacher educators 
design research that can be responsive to contextually identifi ed needs of both PSTs 
and teacher education programs. This fl exibility and professional judgement is criti-
cal if teacher education programs are to meet the needs of all learners.  

3.3     Disruptive  Innovations and Interventions 

 Mansfi eld et al., in their chapter, highlight one of the key  features   of the work of 
teacher educators – that they seek to  challenge   and disrupt assumptions, knowledge 
and understandings as part of an ongoing process of learning and development. 
Disruptive innovations and interventions in teacher education challenge ideas: about 
the structure of programs and professional experience; about the way we design-in 
opportunities; and how we challenge our understandings of roles and  identities  . 
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This concept of disruption is embedded in work with PSTs and in teacher educators’ 
own practice, with Loughran ( 2014 ) arguing that teacher educators’ work is not only 
about responding to policy and  curriculum   change, but is “about an ongoing process 
of learning, development, and change driven by the players central to that work – 
teacher educators” (p. 3). Loughran also argues that teacher educators must trans-
form teacher education and lead change. The development of innovations and 
interventions that seek to disrupt conventional understandings about the nature of 
teaching, learning and teacher education cause us to question our assumptions about 
education. 

 Some of these assumptions relate to the nature and structure of  initial teacher 
education   programs with Korthagen, Loughran, and Russell ( 2006 ) contending that 
changes to the program structures of teacher education necessitate “an attitudinal 
shift” (p. 1038) that progresses beyond matters of organisation and teaching. These 
attitudinal shifts can disrupt our traditional conceptions of what teacher education 
might look like, widely represented in the research presented in this volume .   

4     Innovation   , Intervention and Impact 

 The contribution that this volume makes  to   innovation,    intervention and  impact   in 
teacher education is signifi cant. The themes of innovation, intervention and impact 
are addressed throughout all of the chapters, and while each chapter can be read in 
isolation, combined they present a narrative. Jennifer Gore further discusses reform 
and the reconceptualisation of teacher education programs in Australia. She high-
lights the contested nature of what constitutes  quality teaching    and   provides exam-
ples of successful teacher education programs that provides PSTs with a diverse 
range of learning and teaching experiences. Knipe, Miles and Garoni  challenge   us 
to consider new ways of structuring programs, including an F-12 teacher education 
qualifi cation. They further argue, “It is time to challenge the age-based divisions in 
 initial teacher education   and develop different programs that are fl exible and more 
responsive to the complexities of, and more appropriate to, the staffi ng needs of 
twenty-fi rst century schools”. In examining the feedback from graduates from an 
F-12 teacher education qualifi cation and from their employers, they prompt others 
to consider what knowledge, content and pedagogy might prepare PSTs to teach 
across F-Year 12 contexts. Josephine Lang also disrupts our traditional understand-
ings of the ways we have documented  evidence   of student learning in teacher edu-
cation, and encourages us to consider how we might make use of  digital credentialing   
to do this in the future. She argues that digital credentialing “offers promise and 
potential to address meaningfully the calls for  initial teacher education   reform”. She 
argues digital credentialing enables PSTs to demonstrate their learning and receive 
digital badges to recognize their achievements. Elsden-Clifton et al., also argue that 
reform and “change in the regulatory environment has encouraged innovation” par-
ticularly in relation to the ways we conceptualise professional experience. 
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4.1     Professional Experience 

 Professional experience is regarded as a key element of teacher education programs, 
with the  TEMAG   report ( 2014 ) contending that professional experience provides a 
critical opportunity for PSTs to integrate theory and practice. Le Cornu ( 2015 ) 
argues that there are a “multiplicity of political, professional, economic and prag-
matic issues that surround professional placements” (p. 5), with this multiplicity of 
challenges leading  teacher   educators to reconceptualise ways of structuring profes-
sional experience. The move towards collaborative sharing and knowledge genera-
tion in professional experience is present in the work of a number of authors in this 
volume with their research contributing to a broader understanding of the  chal-
lenges   and benefi ts of collaborative placement experiences for both PSTs and  men-
tor teachers  . For example, Elsden-Clifton et al., have responded to these challenges 
and the policy environment by developing a “Buddy Up” program that places 
cohorts of 12–16 PSTs in schools where they plan, teach and assess learning with 
partners. This concept of  paired placements   is also explored by Gutierrez with both 
identifying that these new models  challenge   PSTs to develop and understand more 
about the  sophisticated   nature of teaching. 

 Le Cornu ( 2015 ) argues that the  mentor teacher   is central in supporting  PST   
learning during placement, but they can be challenged with the dual role of being 
both mentor and PST assessor. Rachel Forgasz contends that “interest in working as 
a community to collaboratively mentor  pre-service teachers   marks a signifi cant shift 
in thinking about how to approach the mentoring task” however, she identifi es a 
further  challenge   for mentors as working within these communities can disrupt tra-
ditional practices. This use of interventions designed to shift thinking and pedagogi-
cal practices can provide the impetus for interpreting experiences in new ways.  

4.2     Transition to University 

 The transition to fi rst year university study is a critical experience for students (Kift, 
Nelson, & Clarke,  2010 ; Krause,  2007 ; Masters & Donnison,  2010 ), and  challenges   
academics to design programs that assist students in successfully navigating this 
transition. Christine Edwards-Groves and Robyn Brandenburg and Ann Gervasoni 
(consider how the fi rst year program can be reconceptualised. Edwards-Groves 
argues that talk as a pedagogical tool is overlooked in teacher education, contending 
that what is needed is a “new default; one that shifts our thinking and practice 
towards a more dialogic and participatory approach.” This disruption to our thinking 
and practice as teacher educators and PSTs occurs through “designed-in” processes 
that focus on classroom talk. This focus on designing in opportunities to  challenge   
ways of thinking is also refl ected in the research of Brandenburg and Gervasoni who 
also contend that teacher educators need to explicitly address  professional identity   
formation and reformation with  pre-service teachers  . They argue that inviting PSTs 
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to construct  visual representations   of teachers also provides opportunities for 
teacher educators to identify, and respond to, dominant and  marginalized discourses   
of teachers and teaching. All of the innovations and interventions outlined offer 
insight into the ways in which teacher education  curriculum   can be reconceptual-
ised and reformed to more adequately meet the needs of PSTs, teachers and other 
stakeholders.  

4.3     Partnerships 

   Complex   interrelationships exist within teacher education and universities seek to 
connect with a range of partners in order to establish programs that provide  PSTs   
with opportunities to engage in a diverse range of learning and teaching experi-
ences. Paula Jervis-Tracey and Glenn Finger describe the way that carefully con-
structed internships contribute to PST learning, while Ryan, Butler, Kostogriz, and 
Nailer explore the partnerships underpinned by “vision ( conceived space  ), its par-
ticular program and approach (perceived space) and the experience of participants 
( lived space  )”. Research that examines the ways in which collaborative partnerships 
are established prompts us to consider partnerships that focus on transformational 
rather than transactional outcomes (Butcher, Bezzina, & Moran,  2011 ). 

 The teacher educator research presented in this volume demonstrates an aware-
ness of the increased scrutiny of programs and of the policy agendas that demand 
that graduates are ‘classroom ready’. In considering these agendas, teacher educa-
tors argue for a complex, holistic approach to  PST   learning, with McGraw et al., 
arguing that  dispositions   for teaching cannot be developed in isolation or measured 
in simplistic ways. Similarly, Mansfi eld, et al., contend that we require a more 
nuanced understanding of teacher  resilience   and programs that support PSTs to 
develop a range of strategies they can employ in their teaching. Larsen and Allen 
describe an approach whereby they consider what it is that  beginning teachers   attri-
bute to their successes and failures, and offer us an opportunity to explore how we 
might effectively support  graduate teachers   as they enter the  profession   .   

5     Research  Methodologies in Teacher Education 

 In providing an  overview   of contemporary teacher education research in Australia, 
this volume represents research studies that utilize a broad array of research meth-
odologies and approaches to examine a variety of issues and questions that emerge 
from teacher education practice. This  diversity   is not unexpected, and as Skukauskaiti 
and Grace ( 2006 ) highlight, it is “virtually impossible” for “any one approach to be 
used to address the complex issues being explored through research in education” 
(p. xi). Sallee and Flood ( 2012 ) note the benefi ts of  qualitative research    to   the 
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education community as: (a) its focus on context, (b) its use of an emergent design, 
and (c) its use of thick description. 

 On closer inspection, the range of methodological approaches adopted by the 
scholars who have contributed to this volume, encompass both qualitative method 
and mixed method  research  , and include:  design-based research   methodology; case 
study research: content and  discourse analysis  ;     spatial analysis   and “bricolage”. The 
various chapters feature data collected through such research methods including: 
surveys; interviews; focus group discussions;  visual representations  ; document 
analysis, observations, fi lmed teacher-student interactions and fi eld notes and fre-
quently combinations of several methods. 

 The discipline of teacher education, interconnects with other disciplines such as 
Psychology, Information Technology, History, Sociology, Visual Arts and Spatial 
Geography. Shepard ( 2006 ) highlights that the inherent multidisciplinary nature of 
research in teacher education serves to broaden and shape the learning and perspec-
tives of those who engage in the fi eld, thus contributing to how various complexities 
are pondered, approached, challenged and understood. As Shepard states:

  Researchers in education work at the crossroads of multiple disciplines. Because of this 
interdisciplinarity, we are more aware than most social scientists of the ways in which nar-
row, disciplinary perspectives shape scholars’ understanding of substantive problems… We 
appreciate the need to study signifi cant issues at micro and macro levels of analysis and to 
synthesize research fi ndings across methods and contexts’. (p. xi) 

   Through her consideration of the importance of both macro and micro levels of 
analysis, Shepard ( 2006 ) also highlights the role played by both large and  small 
scale studies  . Two of the studies described in this volume are longitudinal however 
the majority of the studies were small scale. As Loughran suggests, there is an 
inherent danger in dismissing small scale research as introspective and of minimal 
 impact  . Small scale studies however can assist researchers to interrogate their 
 practice and to test new ideas. Through disseminating their research they assist oth-
ers connect with, and understand what was learnt. 

 Teachers, students of teaching and teacher educators can adopt the roles of “pub-
lic intellectuals and change agents” (Murray et al.,  2008 ) and thus teacher education 
as a fi eld of scholarship is reinforced, strengthened and extended. Furthermore, 
small scale teacher education research can speak back to policy and inform school 
reform. As Rust ( 2009 ) explains, “understanding what teachers do, how they do it, 
and why they do it is central to any effort at reshaping education policy around 
teacher education, teacher professional development, and school reform” (p. 1882). 

 As articulated in the National Research Agenda for  initial teacher education   
( AITSL  ,  2015 ), one purpose of research is to “create a clear direction for initial 
teacher education” and stimulate “collaboration and research activity to meet the 
identifi ed priorities articulated in  Action Now: Classroom Ready Teachers  (TEMAG, 
 2014 ,    p. 1). It is essential that teacher education in Australia retains the broad inter-
disciplinary and multi-focused emphasis that is evident in this volume. Researchers 
should pursue research that both aligns with and critiques the National Research 
agenda. Research practice in the fi eld of education involves “refl ective and imagina-
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tive work, situational understanding, deliberation, sensibility and voice” (Punch & 
Oancea,  2014 , p. xix), and has far more to offer the educational community than 
only supporting government initiatives and policy. Zeichner ( 2010 ) asserts that 
teacher education research should, importantly, assist those involved in the broad 
educational community to develop a critical consciousness, thus playing a pivotal 
transformational role within an  education system   in helping students to become 
critically aware and empathetic global citizens, knowing and understanding the 
sources and consequences of injustices .  

6     Key  Challenges for Teacher Education 

 Teacher  education   remains under scrutiny. What is clearly evident is that TEMAG 
( 2014 )    has provided a further stimulus and guidelines for future teacher education 
research, and in this volume  Teacher Education;    Innovation   ,   intervention     and 
impact , teacher educators have presented examples of the ways in which research is 
indeed informing and impacting practice and pedagogical development in universi-
ties. Teacher education is research-informed and is generative, indicating that new 
knowledge about teacher education is ever expanding. There  is   evidence   of  impact  , 
albeit is some cases localised, nuanced and contextually based. 

 However, a number of key challenges for teacher education, and teacher educa-
tors conducting research, have been identifi ed. These challenges relate to the con-
cepts of ‘linking research’ and focusing on the ways in which the  impact   of teacher 
education research can be measured. As Loughran ( 2013 ) suggests, “Approaches to 
sharing learning about pedagogical advances are important in pursuing scholarship 
of teaching and for inviting others to build on those advances in meaningful ways” 
(p. 8). Much of what is learnt through teacher education research remains as ‘silo- 
research’ and this remains an issue that teacher education researchers need to recon-
sider. Targeted, nuanced and context-driven research is critical as a means of 
responding to  PST  , teacher, course and student needs but more is required to pro-
vide both broad and deep responses. It is also imperative that teacher educators use 
their professional judgement, collaborative skills and pedagogical content  knowl-
edge   to determine what these needs might be. 

 While the  evidence   based focus might arguably be broadened, the attention and 
spotlight on the important role of research  in  and  for  teacher education is timely. It 
suggests an opportunity for the teacher education research community to consider 
the “goals of their programs and invent new ways to trace their  impact   all the way 
to the ultimate destination – the nation’s schoolchildren” (Cochran-Smith,  2005 , 
p. 10). The focus on research in teacher education also raises further important 
questions, including: What counts as  evidence   of effectiveness and  impact   and for 
whom?; what are the appropriate research approaches and designs to be utilised?; 
who might be the researchers, co-researchers and participants? and what methods 
will best foster and enable the teacher education research community to communi-
cate fi ndings to a wide public and policy audience? 
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 This volume,  Teacher Education:    Innovation   ,   intervention     and    impact    is a col-
lective snapshot in time of teacher education research across Australia. It not only 
illustrates the nuances and complexities associated with researching teaching and 
teacher education, but it also highlights the powerful learning that is revealed when 
the research is designed to meet the needs of learners and teachers. The research 
outcomes and analysis presents for scrutiny the  sophisticated   ways in which stu-
dents learn, and teachers teach and  learn .     
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1          The Australian Context 

 Reform of teacher education in Australia has been high on government, profes-
sional, and public agendas (Centre for Education Statistics and Evaluation,  2014 ; 
Louden,  2008 ; Mayer,  2014 ; Teacher Education Ministerial Advisory  Group   
[ TEMAG  ],  2014 ), intensifying during the past two decades. Underpinned by the 
view that improving the effi ciency and equity of schooling depends on getting and 
keeping good teachers (Barber & Mourshed,  2007 ; Organisation for Economic 
Co-operation and Development [OECD],  2005 ), major recent reforms have 
included: extended programs of teacher education; the development of a national 
approach to  accreditation   of teacher education programs; and tighter regulation of 
who can teach and who can enter teaching programs. Unlike in other contexts, such 
as  England   where schools play a much more direct role, Australian reforms have all 
centred on universities as the key providers of teacher education. 

1.1     Program Length and Professionalisation 

 From the late 1970s, the length of teacher education programs has been on the 
reform agenda, taking the majority of teacher education programs from 3-year 
diploma courses to 4-year baccalaureates (Aspland,  2006 ; Dyson,  2005 ). More 
recently, length of program concerns have targeted postgraduate teaching qualifi ca-
tions with most institutions moving from 1-year postgraduate diplomas to 2-year 
 Master of Teaching   awards, now a requirement for  accreditation   of postgraduate 
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teacher education programs (Australian Institute of Teaching and School Leadership 
[ AITSL  ]   ,  2011 ). 

 Modifi cations to program length form part of a broader professionalisation 
agenda (Australian Council of Deans of Education [ACDE],  1998 ) to increase the 
status of teaching as an occupation by requiring preparation to be structured in simi-
lar ways to other professional occupations (Lovat & McLeod,  2006 ). This kind of 
move saw the amalgamation of teachers’ colleges (at the time known as colleges of 
advanced education) with universities in 1988, to create a unifi ed national system of 
higher education. In so doing, a range of new opportunities and  challenges   opened 
up (Aspland,  2006 ), including ongoing concerns about the status of teaching as a 
disciplinary fi eld in higher education. 

 Since the vast majority of teacher education provision moved into universities 
during the late 1980s, public and political debate and academic commentary have 
focused more or less consistently on a range of desirable improvements to teacher 
education, mostly under the guise of  partnerships   with schools, time spent in 
schools, the discipline or content underpinnings of  teacher preparation  , and the 
adequacy of preparation particularly in relation to diverse student and community 
types. These kinds of issues have become constant  challenges   to teacher education 
in Australia – unresolved in part because each enhancement has signifi cant conse-
quences for government funding of teacher education, university student numbers, 
and the working conditions of teachers and teacher educators. For example, calls to 
increase time spent in schools as part of teacher education programs need to be bal-
anced with the costs to universities of meeting demands of the industrial award 
which requires payment to teachers, as well as the perceived costs to schools of 
accommodating large numbers of student teachers. In Victoria alone, it is estimated 
that up to 25,000 placements are needed each year, highlighting the scale of the 
 challenge   (Victorian Department of Education and Early Childhood Development, 
 2013 ).  

1.2     National Regulation 

 Regulation of teacher education has intensifi ed throughout the period since amalga-
mation and especially with the establishment by the federal government of the 
Australian Institute for Teaching and School Leadership ( AITSL  ) in 2010 as a pub-
lic company funded by the  Australian Government and the Minister for Education 
and Training   as the sole member. While  AITSL   operates under its own constitution, 
with decisions made by an independent board of directors, and is intended to pro-
vide relatively independent national oversight of teacher education, its reliance on 
government funding and its need to be responsive to tasks and targets set by the 
Minister has signifi cant consequences for the development of policy and processes. 
For example, a recent media release announced that “the Australian Government 
will provide an additional $16.9 million over 4 years to the Australian Institute for 
Teaching and School Leadership ( AITSL  ) to improve  initial teacher education   and 
to ensure teacher graduates are ‘classroom ready’” (Department of Education and 
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Training,  2015 ). The Minister said: “ AITSL   will also  be instructed  to monitor and 
revise  accreditation   arrangements on an ongoing basis to make sure the stronger 
quality assurance actually  impacts   on the  classroom readiness   of graduates” (empha-
sis added). 

 Furthermore, arguably, many of  AITSL  ’s policy outputs are underpinned by calls 
for submissions and opinion pieces rather than empirical  evidence   (not surprisingly 
given the timelines and budget restrictions on more rigorous forms of analysis to 
inform its policy statements), an irony not lost in the context of criticisms of teacher 
education for its inadequate  evidence   base (Riddle,  2015 ). At the time  AITSL   was 
established, several states in Australia had already set up their own regulatory 
authorities with responsibility for assuring the quality of teacher education (includ-
ing Queensland, South Australia, New South Wales, and Victoria), but the national 
push through  AITSL   aimed to assure consistent high quality teacher education 
across the nation. 

 The development and implementation of teacher education program  standards   
  Accreditation     of    Initial Teacher Education     Programs in Australia :  Standards and 
procedures  ( AITSL  ,  2011 ) produced a tightening of program components and struc-
tures, with rigid requirements for program length, days of professional experience 
in schools (80 days in 4-year programs, 40 days in 2-year programs), specifi c 
amounts of discipline content, and attention to such matters as teaching Aboriginal 
and Torres Strait Islander students and students with special needs. In addition the 
program  standards   dictate who should be allowed entry into  preservice teacher   edu-
cation programs, who should be employed as a teacher educator, and who can pro-
vide supervised teaching in schools ( AITSL  ,  2011 ). 

 National policy has been notoriously diffi cult to implement in Australian educa-
tion. Despite all State ministers of education agreeing to the establishment of  AITSL   
and signing up to national  standards  , some states insist on stamping their own char-
acter (Tuinamuana,  2011 ). In NSW for example, so-called “elaborations” of the 
 standards   have been imposed, in the areas of classroom management, special needs, 
Aboriginal and Torres Strait Islander education, ICT, and literacy and numeracy, 
despite all of these matters being attended to in the articulation of the national  stan-
dards  . While perhaps trivial in the larger scheme of things, such additional require-
ments that  impact   directly and rather onerously on the already-cumbersome 
documentation required of teacher education providers, are illustrative of the over- 
regulation of teacher education not only through national requirements, but also 
state requirements, both of which also sit alongside already rigorous internal and 
external program development requirements within universities (Tertiary Education 
Quality and Standards Agency [TEQSA],  2014 ). The national effort by teacher edu-
cators to meet all of these requirements amounts to millions of dollars annually, in 
part because of the sheer scale of the teacher education enterprise in Australian 
universities with, for example, 8.7 % of all commencing university enrolments in 
Education in 2014 (Australian Government Department of Education and Training, 
 2015b ). 1   

1   For all domestic students, total EFTSL in “Teacher Education” in 2014 was 52,536 (36,573 was 
at undergraduate level). Total EFTSL for all domestic students across all disciplines in 2014 was 
719,363 – 7.3 % (Australian Government Department of Education and Training,  2015a ). 
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1.3     Current State of Teacher Education 

 Indeed, the scale of  initial teacher education   across Australia is signifi cant. In 2013, 
there were more than 450 programs in 48 institutions ( AITSL  ,  2014 ) (mostly uni-
versities, with a few colleges and TAFE providers also involved). While this number 
is sometimes derided as indicative of a foolhardy proliferation of programs, it is 
easily explained by the listing of discrete programs for each secondary specialisa-
tion – mathematics, science, physical education, English, social sciences, visual 
arts, languages, and so on – with considerable overlap in program requirements 
within each institution. Nonetheless, in 2013 there were 79,623 students enrolled as 
 pre-service teachers   (Australian Government Department of Education and 
Training,  2014a ) in Australia. In the same year, higher education providers gradu-
ated 17,900  initial teacher education   students, entering a workforce of 261,585 full 
time equivalent teachers (Australian Government Department of Education and 
Training,  2014b ). This volume of activity poses signifi cant  challenges   for  accredita-
tion   and other regulatory processes which currently end up relying on “truckloads” 
of documentation (Mockler,  2015 ) comprised substantially of box-ticked matrices 
relating teacher education program  assessments   to the  Professional Standards   for 
Teachers. 

 With the increased regulation of both teacher education and teaching (through 
the Australian  Professional Standards   for Teachers ( AITSL  ,  2011 )), to qualify as a 
 graduate teacher   and be eligible for employment in Australian schools, participants 
must now hold a 4-year full-time equivalent higher education qualifi cation, struc-
tured in one of the following ways:

•    A 3-year undergraduate degree plus a 2-year graduate entry teaching 
qualifi cation;  

•   An integrated qualifi cation of at least 4 years combining discipline studies and 
professional studies;  

•   A combined degree of at least 4 years;  
•   Other combination approved by teacher regulatory authorities in consultation 

with  AITSL   deemed equivalent to the above.    
•  While the “other approved combination” leaves room for alternate modes of 

teacher education, there are currently very few such pathways into teaching in 
Australia, and even those existing, such as Teach for Australia, rely on strong 
university involvement. 

 Despite a strong system of  initial teacher education   in Australia, political and 
public dissatisfaction remains a prevalent feature of the discursive terrain. As put by 
the-then Minister for Education, the Honorable Christopher Pyne:

  There is  evidence   that our teacher  education system   is not up to scratch. We are not attract-
ing the top students into teacher courses as we once did, courses are too theoretical, ideo-
logical and faddish, not based on the  evidence   of what works in teaching important subjects 
like literacy.  Standards   are too low at some education institutions – everyone passes. (Knott, 
 2014 ) 
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   The adequacy of  evidence   for such statements aside, there are consistent calls for 
reform in teacher education, with the most recent federal government report  Action 
Now :  Classroom Ready Teachers  ( TEMAG  ,  2014 ) calling for an “overhaul” of 
teacher education in Australia:

  The  evidence   is clear: enhancing the capability of teachers is vital to raising the overall 
quality of Australia’s school system and lifting student outcomes. Action to improve the 
quality of teachers in Australian schools must begin when they are fi rst prepared for the 
profession. (p. viii) 

   The articulated goals of such reform, as with nearly all reform of teacher educa-
tion, centre squarely on enhancing the quality of teaching in schools in order to 
improve outcomes for students (often meaning performance on standardised 
national and international tests), including more equitable outcomes. 

 Key strategies advocated in this context include restricting entry to teacher edu-
cation to the best quality students (the top 30 % of the population) (Wilson, Dalton, 
& Baumann,  2015 ), improving the quality of teacher education programs, and 
enhancing  partnerships   with schools in order to ensure a better integration of theory 
and practice. The  TEMAG   ( 2014 ) report also concluded that many higher education 
providers and practitioners adopt strategies which refl ect populist thinking ( TEMAG  , 
 2014 ), have not been linked with student learning, and are not well understood by 
those teaching them (Parliament of Victoria,  2005 ), rather than being informed by 
research (National Inquiry into the Teaching of Literacy,  2005 ). This view is echoed 
by Roberts-Hull, Jensen, and Cooper ( 2015 ) who declare that many programs are 
teaching obsolete or ineffective practices or strategies. Moreover,  TEMAG   reported 
that many  teacher preparation   programs are not modeling the practices they expect 
from students. Nor are they integrating theory and practice throughout program 
components. Note that the  evidence   for these claims comes primarily from submis-
sions to reviews and the opinions of (often vocal) commentators or well-known 
critics of teacher education, including external companies with strong links to the 
federal government. 

 The  Action Now :  Classroom Ready Teachers  ( TEMAG  ,  2014 ) report named as 
key problems in Teacher Education (or more accurately, summarized as key con-
cerns articulated by those who made submissions):

•      Australian Professional Standards for Teachers     are weakly applied ;  
•    Australians are not confi dent that    initial teacher education     entrants are the best 

fi t for the job ;  
•    not all programs are equipping graduates with    evidence   - based teaching 

strategies ;  
•    teacher education providers are not assessing    classroom readiness     against the  

  Professional Standards   ;  
•    insuffi cient support for    beginning teachers   ;  
•    a lack of useful information on the effectiveness of the teaching program which 

hinders continuous improvement  (p. viii).    
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 These concerns are poised to  impact   on the ongoing reform of teacher education 
in Australia.  Accreditation   of teacher education programs with a focus on outputs 
rather than inputs ( AITSL  / TEMAG  ), addressing the quality of entrants (e.g., 
Bowles, Hattie, Dinham, Scull, & Clinton,  2014 ), and gathering  evidence   of the 
 impact   of teacher education programs ( AITSL  ,  2015a ; see also Dinham,  2015 ; 
Gore,  2015a ; Mayer,  2015 ) are at the forefront of the most recent pronouncements. 

 The  impact   of these latest government/public pushes for reform of teacher edu-
cation in Australia remains to be seen. A focus on restricting entry to the ‘best and 
brightest’ (Smith, 2014) makes for persuasive government policy but its enactment 
alongside other (equally?) appealing calls to widen participation in higher educa-
tion, including among historically under-represented groups (Bradley, Noonan, 
Nugent, & Scales,  2008 ), will test the resolve of reformers. This is especially so at 
a time when universities are under considerable fi nancial strain and when attrition 
from teaching remains high (both among  beginning teachers   and with large num-
bers expected to retire in the near future) (McKinnon,  2016 ; Weldon,  2015 ). 
Focusing on outputs and the  impact   of teacher education programs also makes for 
compelling government  rhetoric  , but the enactment of such processes is enormously 
challenged by unresolved international efforts to measure the quality of teaching 
and the quality of teacher education (e.g., Darling-Hammond,  2015 ; Goldhaber, 
 2015 ; Goldring et al.,  2015 ; Teachers College Columbia University,  2015 ). 

 It is against this backdrop that local teacher education programs in Australia are 
developed and refi ned. Within the tightly regulated program  standards  , and despite 
concerns about homogenising effects (Gannon,  2012 ) there is scope for  innovation   
as illustrated in the following two case studies from the University of Newcastle – 
its implementation of the  National Exceptional Teachers for Disadvantaged Schools 
(NETDS)   Program and its development of a revised  Master of Teaching   ( MTeach  ) 
Program. In the remainder of this chapter, I outline these ‘new’ teacher education 
programs in which I am involved and interrogate how far they go in providing ‘solu-
tions’ to key ‘problems’ identifi ed in and with teacher education. I consider the 
extent to which it is possible to create forms of teacher education that are profes-
sionally defensible from a higher education perspective while responding to public 
and political concerns.   

2     Case Study 1. The  Exceptional Teachers for Disadvantaged 
Schools   Program 

   The Exceptional Teachers for Disadvantaged Schools ( ETDS  )    program was pio-
neered by Jo Lampert and Bruce Burnett at Queensland University of Technology 
(Lampert & Burnett,  2011 ). It provides a pathway for high quality early career 
teachers to be professionally and personally prepared for roles within schools situ-
ated in low socio-economic areas, thus placing the “best” teachers into the most 
challenging schools (Rice,  2008 ). This program was developed in response to the 
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fi nding that top-performing education graduates are far less likely to accept posi-
tions in disadvantaged schools (Cochran-Smith, Davis, & Fries,  2004 ), given that 
they are often snapped up quickly by independent schools or offered ‘more attrac-
tive’ positions at ‘easier’ schools within government school systems. 

 The  ETDS   program, funded by Social Ventures Australia (SVA), 2  identifi es the 
highest-achieving education students at the end of their second year of study, com-
bines this with data about student teachers’ initial attitudes,  dispositions  , academic 
record, and social history, and then selects the top 5–10 % for invitation into the 
program (Lampert & Burnett,  2011 ). Mostly, GPA determines whether an invitation 
is issued. 

 Entry to the program provides participants with a specialised  curriculum   and 
practicum, partnering with low-SES schools, for part of their teacher education pro-
gram, which otherwise is identical to that of their non- ETDS   peers. Focus groups 
and interviews are conducted throughout the program to explore participants’ per-
spectives and understandings of the  impact   on their teaching practice. As these 
‘exceptional’  pre-service teachers   fi nish their  initial teacher education   program, 
they are encouraged to pursue employment in low-SES schools. Designed to address 
both the distribution of ‘effective’ teachers in low-SES schools and the attrition of 
early career teachers/ preservice teachers   from those contexts through better prepa-
ration,  ETDS   offers extra support for working in disadvantaged contexts through 
focussed content in a cohort-based tutorial and extra academic visits and phone 
contact while on practicum. 

 According to SVA, three barriers to transformational social change on the scale 
required are addressed through the  ETDS   program: a lack of capital, experienced 
talent, and  evidence   to prove what works (Social Ventures Australia,  2015 ). Pitched 
as offering solutions to equity and workforce issues,  ETDS   is careful to avoid a 
‘missionary’ or defi cit model (Flessa,  2007 ; Labaree,  2010 ), instead emphasising 
academic excellence. 

 Tracking of the  ETDS   program, now with its fourth cohort of graduating stu-
dents at QUT, is evaluating graduates’ employment destinations, retention data, and 
performance. Preliminary data indicate a higher employment rate for  ETDS   gradu-
ates (from 85 % in 2011 to ~93 % in 2014) and a signifi cantly increased proportion 
of EDTS graduates working in low-SES schools (from 35 % in 2011 to 88 % in 
2014). Initial analysis by the program pioneers has suggested: student teachers in 
the program must have a passion for teaching in disadvantaged schools; they must 
have knowledge of low-SES contexts; and, although personal qualities such as resil-
ience are desirable, a high grade point average is a strong measure of success 
(Lampert & Burnett,  2011 ). A question Lampert and Burnett ( 2011 ) seek to explore 
through  ETDS   is the capacity of the program to ‘teach’ social justice. 

 The early successes of the program, particularly in terms of employment destina-
tions of graduates, has led to its expansion to other states and universities in the 
form of the ‘ National’ Exceptional Teachers for Disadvantaged Schools (NETDS)   

2   SVA is a non-profi t organisation that describes itself as “leading practitioners of venture philan-
thropy in Australia” (Social Ventures Australia,  2015 ). 
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program. Given its strong performance in equity with 27 % of students from low- 
SES backgrounds (well above the sector average of 16 %), the largest ‘enabling’ 
program in the country (University of Newcastle,  2016 ), and around 23 % of the 
nation’s Aboriginal teachers despite being one of 40 universities in Australia (Lester, 
Heitmeyer, Gore, & Ford,  2013 ), Newcastle was invited to be one of the fi rst two 
universities to participate in this wider implementation of  ETDS  . The fi rst cohort of 
34 students was identifi ed late in 2013 and commenced the program in 2014, the 
third year of their teacher education. Characteristics of the Newcastle cohort include 
26 % who attended low-SES high schools themselves (ICSEA 3  <1000), with 14 of 
the 31 for whom we have information the fi rst in their family to attend university. 
The age of participants ranges from 19 to 47 years, with 65 % of the cohort ‘mature 
age’ (over 25 years of age). The average GPA of the cohort is 5.88 (maximum pos-
sible is 7). As these students graduate, important comparisons with the Queensland 
and other cohorts will provide stronger  evidence   of the program’s  impact  . 

2.1     The Case for Reform 

 How far does NETDS take us in the reform or reconceptualisation of teacher educa-
tion? To what extent does it address public and political calls for reform? In what 
ways does it move beyond traditional approaches to  teacher preparation  ? What 
 challenges   does it face? 

 The program clearly responds to enduring concerns for the quality of teachers 
and quality of teaching, particularly for their role in improving outcomes for stu-
dents from low-SES schools and communities. Unlike programs like Teach for 
Australia, which seek to attract graduates from any relevant degree program into 
teaching, NETDS builds on an existing vocational commitment to teaching as a 
career by targeting students in their second year of an undergraduate teacher 
 education program. This is an important distinction with potential benefi ts in terms 
of satisfaction with, and retention in, teaching as a career. 

 By identifying and supporting high-achieving education students with additional 
academic content and additional contact with academic staff while on practicum in 
low-SES schools, the program also addresses concerns about the readiness of grad-
uates, especially for more challenging teaching environments ( TEMAG  ,  2014 ), thus 
setting them up for greater success. The numbers of  ETDS   graduates accepting 
employment in low-SES schools certainly suggests a level of confi dence, poten-
tially attributable to the program. 

 While providing extra support for the highest achieving teacher education stu-
dents might be an effective strategy for delivering more equitable outcomes in 

3   ICSEA is the Index of Community Socio-Educational Advantage created by the Australian 
Curriculum, Assessment and Reporting Authority (ACARA), which enables meaningful compari-
sons of NAPLAN test achievement by students in schools across Australia. See  http://www.
myschool.edu.au/AboutUs/Glossary/glossaryLink  for more details 

J.M. Gore

http://www.myschool.edu.au/AboutUs/Glossary/glossaryLink
http://www.myschool.edu.au/AboutUs/Glossary/glossaryLink


23

schools, it raises questions about equity within the teacher education program itself. 
The extra support provided to a cohort of already high-achieving students is made 
possible through the special funding attached to the program. A more substantial 
reconceptualisation of teacher education, would require fi nding ways to make such 
support available for all teacher education students, not only for the chosen cohort. 

 Another limitation of NETDS might be the use of high academic achievement in 
the fi rst two years of the teacher education program as a proxy for quality. Are these 
students ‘exceptional teachers’ or will they become ‘exceptional’ teachers? The 
international  evidence   of a relationship between academic achievement and success 
as a teacher is weak at present, although most studies have used academic achieve-
ment on entry to teacher education as the key measure. In the Republic of Ireland, 
admission to teacher education is highly selective (Department of Education and 
Skills,  2012 ) yet the country’s performance on PISA in 2009 was indistinguishable 
from that of the  United Kingdom  , who maintain broader admission to teacher edu-
cation. In Shanghai, teachers typically do not have high educational qualifi cations, 
but are given extremely high quality training both before and during their careers 
(Wiliam,  2014 ). In Sweden, higher university entry scores are not associated with 
higher performance by school students on standardised tests (Grönqvist & Vlachos, 
 2008 ). These fi ndings, together with current debates about the adequacy of aca-
demic performance measures in the selection of teacher candidates (Bowles, Hattie, 
Dinham, Scull, & Clinton,  2014 ), raise questions about using academic perfor-
mance as the key criterion for selection into the NETDS program. 

 There is also a risk that a program such as NETDS which encourages commit-
ment to teaching in low-SES schools can err on the side of indoctrination, dogmati-
cally exerting moral pressure on these high achieving students to make career 
choices with potentially negative consequences for some of its graduates. That is, if 
some of these exceptional teachers enter schools where they struggle to achieve 
their ‘mission’ of achieving good outcomes for students from low-SES back-
grounds, attrition from teaching might even be greater. This ‘social reconstruction’ 
orientation of some teacher education programs (Zeichner,  1993 ) is particularly vul-
nerable to setting students up to fail unless they also have strong practical knowl-
edge and support (Gore,  2001 ,  2015b ). A ‘reconceptualised’ teacher education 
program would ensure the support provided includes practical know-how as well as 
deep theoretical underpinnings for understanding disadvantage, poverty, equity, and 
social justice. 

 Acknowledging these  challenges   is not to undermine the potential value of 
NETDS to those students who participate or the students they subsequently teach. 
They may well be better positioned to make a greater difference in low-SES school-
ing than graduates without this experience, delivering the high  quality    teaching   and 
more equitable outcomes advocated across political, academic, and public dis-
courses. As a model for the reconceptualisation of teacher education however, 
NETDS appears to face some substantial limitations. 

 Nonetheless in its reclamation of ideologically-driven government initiatives to 
ensure talented students are employed in the disadvantaged schools where ostensi-
bly they are needed most by recruiting such students from within Education rather 
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than without (as in the case of Teach for Australia) and to position NETDS within a 
teacher education program that conforms to all  accreditation   requirements, NETDS 
skilfully creates a more professionally defensible way of achieving the same kinds 
of goals. This defensibility of the NETDS program structure, at least from the per-
spective of the vast majority of teacher educators, sits in stark contrast to the abbre-
viated preparation of Teach for Australia candidates.  

2.2     Summary 

 In short, NETDS represents a reconceptualisation of existing teacher education pro-
grams in a number of ways. It unapologetically identifi es and supports the highest 
achieving students and encourages them away from the ‘cushy’ jobs they would 
easily win into more challenging and arguably more rewarding teaching careers in 
disadvantaged schools. This commitment interrupts traditional employment path-
ways whereby the ‘best’ students typically end up with the ‘best’ jobs and in so 
doing responds to national concerns about the quality of teaching in schools and 
equity of outcomes, particularly for groups that have traditionally not fared well in 
Australian schools (Indigenous and poor students). NETDS also reconceptualises 
the responsibility of the higher education provider to prepare graduates who will 
succeed and be sustained in some of the toughest schools. Addressing national lev-
els of attrition by preparing graduates with the knowledge, skills, and experience to 
thrive in low-SES schools takes seriously this aspect of teacher education and begins 
to demonstrate what might be needed to prepare more teacher education candidates 
for success, wherever they may teach.     

3     Case Study 2. The  Master of Teaching   Program 
at the University of Newcastle 

  The  Master of Teaching   program at the University of Newcastle was explicitly 
designed to address the quality of teaching. 4  It aims to develop  beginning teachers   
who are not only well prepared when they arrive in schools, but are also adaptive 
and resilient learners and leaders. The  MTeach   ambitiously seeks to re‐vision 
teacher education in ways that respond to enduring concerns about the quality and 
unique theory-practice nexus of teacher education. In so doing, it directly addresses 
the views encapsulated in various contemporary policy statements on teachers and 
teaching (such as the NSW Government’s  Great Teaching ,  Inspired Learning  and 
 AITSL  ’s  Australian Teacher Performance and Development Framework ). It utilises 
knowledge derived from our own research into  Quality    Teaching   and  Quality 

4   The redesign of the existing  Master of Teaching  program at Newcastle took place in 2013 and 
2014, with the fi rst cohort enrolling in the revised program in 2015. 
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Teaching    Rounds   (see for example: Bowe & Gore,  in press ; Gore,  2014b ; Gore & 
Bowe,  2015 ; Gore, Griffi ths, & Ladwig,  2004 ; Gore, Ladwig, & King,  2004 ; Gore 
et al.,  2015 ; Ladwig,  2007 ; Ladwig, Smith, Gore, Amosa, & Griffi ths,  2007 ). It 
operationalises its aims through the following deliberate moves: the use of a specifi c 
pedagogical model to frame knowledge and analysis of practice; the explicit inte-
gration of course components; an emphasis on teaching as  clinical practice  ; and 
specifi c engagement with local schools. Each of these innovations is outlined below. 

3.1     The Knowledge Base for Teaching 

 A perennial problem of teacher education is the lack of an agreed knowledge base 
for understanding teaching practice (Shulman,  1986 ), which results in weak 
teacher education program effects (Zeichner & Tabachnick,  1981 ) and relatively 
poor student satisfaction (Gore, Griffi ths, et al.,  2004 ), with graduates lacking con-
fi dence in their abilities and unsure of how well prepared they are (McKenzie, 
Weldon, Rowley, Murphy, & McMillan,  2014 ). While some Australian universities 
have moved to  initial teacher education   programs that incorporate either an 
inquiry‐based or clinical approach (most publicly The University of Melbourne) in 
order to strengthen the knowledge base for teaching, the  MTeach   at Newcastle 
draws on its ‘signature’ pedagogical framework,  Quality    Teaching  , an empirically‐
tested model of good teaching developed by University of Newcastle academics 
(Ladwig and Gore). 

 This three-dimensional pedagogical framework, 5   Quality    Teaching   (NSW 
Department of Education and Training [NSW DET],  2003a ,  2003b ), has been the 
focus of more than a decade of research in schools with practising teachers. The 
studies have demonstrated positive  impacts   of the framework on teaching quality, 
teacher satisfaction, and student outcomes, whilst also narrowing achievement gaps 
for Aboriginal students and students from low‐SES backgrounds (Gore,  2014a , 
 2014b ; Gore & Bowe,  2015 ; Gore, Griffi ths, et al.,  2004 , Gore, et al.  2015 ; Ladwig 
et al.,  2007 ). All of these outcomes align precisely with the kinds of improvements 
sought by governments wanting to improve Australian schooling and so respond 
directly to the concerns of critics and reformers. Replicating these kinds of effects 
on the quality of teaching produced by preservice, rather than inservice, teachers is 
a major goal of the program. The framework itself, while seen as foundational in 
providing a fi rmer knowledge base for teaching, is only part of the  MTeach   pro-
gram design. How the framework is used within the program is also critical, as 
elaborated below.  

5   The model focuses on intellectual quality, a quality learning environment, and signifi cance. 
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3.2     Program Coherence 

 The  MTeach   program was designed to address longstanding criticisms of the frag-
mentation of knowledge in teacher education (Liston & Zeichner,  1991 ) which is 
seen to weaken the knowledge base and reduce students’ confi dence in their readi-
ness to teach. The  MTeach   seeks to strengthen program coherence by using the 
 Quality Teaching      framework as a lens through which to analyse, interrogate, syn-
thesise and evaluate other aspects of the teacher education program. Because the 
framework itself draws attention to what, how and who is being taught, it provides 
a lens with which to consider psychological, sociological, philosophical, historical, 
and policy perspectives on teaching and schooling. Moreover, it provides a frame-
work for organising the discrete pieces of information that students typically 
encounter in teacher education. 

 In order to make this integration of knowledge explicit the program includes 
‘conferences’ at the beginning of each semester and ‘showcases’ at the end, in 
which the various subjects studied during the semester are brought together. The 
conferences are intended to provide students with an overview of their studies for 
the semester and help them to see the relationship between discrete subjects. The 
showcases provide a forum for students to demonstrate their learning, with aspects 
of their  assessment   requiring integration of knowledge gained during the semester. 

 Essential to the success of this aspect of the program is a shared  conceptual 
framework   among the teacher educators involved and an agreed vision of what con-
stitutes good  quality    teaching  . In this respect, the  Quality Teaching   framework 
becomes a means of helping students to integrate the various components of their 
teacher education program, including its most theoretical and most practical 
components.  

3.3      Clinical Practice   

  Another key component of the  MTeach   is its specifi c form of clinical work, designed 
to produce teachers who have superior diagnostic and strategic capacities for ana-
lysing and improving practice, reporting their  impact   on student learning, and lead-
ing their colleagues in continuous improvement. Other ‘clinical’ approaches to 
 initial teacher education   tend to focus either on diagnosing the needs of individual 
learners (e.g., Melbourne Graduate School of Education (MGSE) [MGSE],  2016 ) 
or on discrete teaching skills (as per approaches derived from ‘clinical supervision’ 
models (Glickman,  1981 ; Goldhammer,  1969 )). The  MTeach   goes beyond such 
‘atomistic’ approaches emphasising instead that  professional practice   requires neo-
phyte teachers to draw on a full range of skills and insights to create meaningful 
learning experiences for whole classes of students within the complex multidimen-
sional, unpredictable, simultaneous environments of classrooms (Jackson,  1968 ; 
Doyle,  1977 ). 
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 Drawing on the University’s research into teacher development and specifi cally 
its work on  Quality Teaching Rounds   as a way of effectively implementing the 
 Quality Teaching      model in schools (Bowe & Gore,  in press ; Gore,  2014a ,  2014b ; 
Gore & Bowe,  2015 ; Gore et al.,  2015 ), the  MTeach   seeks to prepare knowledge-
able and confi dent graduates with the clinical skills to help them deliver high  quality 
teaching   to students in all contexts and to continuously refi ne their practice in col-
laboration with colleagues.  MTeach   students thus work in ‘professional learning 
 communities  ’    in which traditional conceptions of teachers working in relative isola-
tion in their own classrooms are supplanted by extensive experience in approaching 
teaching problems in collaboration with colleagues.   

3.4     School-University Alignment 

 Another feature of the  MTeach   lies in its alignment with goals of both the NSW 
Department of Education (NSW Government,  2013 ) and NSW Catholic school sys-
tems to identify clusters of schools as showcase environments for high  quality pro-
fessional experiences   for  pre‐service teachers  . Both organisations have articulated 
commitments to enhancing this core component of teacher education. Leveraging 
existing strong relationships with local schools built through the federal govern-
ment’s National Partnerships (Low SES,  Teacher Quality  , and Literacy and 
Numeracy) program, and other research relationships, the  MTeach   is partnering 
with a group of schools where there is a shared interest in  Quality Teaching      and 
willingness to work with student teachers in undertaking  Quality Teaching Rounds  . 
This university-school alignment in both substance ( Quality Teaching  ) and process 
( Quality Teaching   Rounds) lays the foundation for a smooth transition of graduates 
to employment and ongoing professional learning.  

3.5     Possible Limitations 

 One  challenge   of the  MTeach   relates to the logistics for students, especially in fi nd-
ing times to meet with their  PLCs   outside of class. This is of particular concern 
when many of the students are mature aged with busy lives and families. Buy-in 
among teacher education colleagues could also  impact   on the program’s delivery if, 
after agreeing to the program at the point of conceptualisation, some feel less sup-
portive when the program requires changes to their own practice, integrating  Quality 
Teaching      or the new processes that characterise the program (professional learning 
 communities  , conferences and showcases). Such potential resistance would echo 
broader contestation throughout the fi eld of teacher education over what constitutes 
and how to judge good teaching, and good teacher education. Arguably such con-
testation, manifest in longstanding paradigmatic differences (Gore,  2001 ; Zeichner, 
 1983 ), is a major impediment to the reform and success of teacher education and 
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contributes to an ongoing mistrust of teacher education evident in the endless cycle 
of review, reform and government  intervention   – a topic for another paper.  

3.6     Summary 

 The  MTeach   program seeks to overcome fragmentation of knowledge through its 
 curriculum   structure (conferences, showcases) and embedded use of the  Quality 
Teaching   framework. It seeks to prepare graduates for collaborative/inquiry- 
oriented/problem-solving  professional practice   through  Quality Teaching Rounds   
and the experience of working in  PLCs  . It directly addresses the knowledge base for 
teaching through its theory/practice integration (Darling-Hammond, Hammerness, 
Grossman, Rust, & Shulman,  2005 ) and school/university continuity, and it devel-
ops productive relationships with partner schools through common understanding 
and shared practices ( Quality Teaching Rounds  / PLCs  ). Strongly aligned with peda-
gogical policy reform in schools (NSW Government,  2013 ), the program is well- 
positioned to support graduates in making a smooth transition between university 
teacher education and  professional practice   in schools. 

 While grounded more in our own research than in ideologically-driven govern-
ment initiatives, the  MTeach   shares espoused government commitments to improv-
ing the quality of both teaching and teacher education, and addressing high levels of 
teacher attrition (Gore & Bowe,  2015 ; McKinnon,  2016 ). In this way, the  MTeach   
offers a strong exemplar for the reform of teacher education; an exemplar that is 
professionally defensible through its basis in academic research on teaching and 
teacher education. The capacity of the newly-established program to deliver these 
outcomes remains to be seen. 

 In terms of reconceptualising teacher education, the  MTeach   confronts the 
knowledge base for teaching, the theory-practice nexus, and the preparation for 
ongoing learning about teaching through collaboration with colleagues. While none 
of these represent new concerns or practices among teacher educators, the  MTeach   
brings them together in ways that offer new hope of genuine improvement. The 
recent success of the  Quality Teaching Rounds   approach for producing signifi cant 
improvement in the quality of teaching among practising teachers (effect size 0.3–
0.4) in the context of a randomised controlled trial (Gore et al.,  2015 ) makes this 
hope seem tangible.    

4     Discussion 

 Considerable commonality is evident, broadly speaking, in approaches to the reform 
of teacher education in Australia, both at the level of policy and at the level of 
teacher education program design and implementation. As the two case studies 
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illustrate, efforts to improve teacher education remain centred on the quality of 
entrants, enhancement of teacher education programs, and a revised role of schools. 

 The NETDS program takes a new tack on the quality of teacher education stu-
dents, not at the point of recruitment into teacher education, but by selecting the best 
performing students who are already enrolled and enhancing their preparation in a 
way that seeks to increase the likelihood that some of the best quality teachers will 
be successfully employed in low-SES schools. As a postgraduate program, the 
 MTeach   indirectly addresses the quality of entrants. Program enhancements for the 
NETDS focus on providing, for the selected cohort, a deeper understanding of the 
lives and learning needs of students from disadvantaged communities and addi-
tional support for students to practise teaching in schools in these areas. These 
enhancements respond directly to concerns about the adequacy of preparation and 
teacher attrition, particularly in these contexts. The  MTeach   takes a whole of pro-
gram focus on coherence built through a shared vision and pedagogical  knowledge   
base. The program enhancements are embedded in all aspects of the teacher educa-
tion program. As a result, the potential benefi ts, for whole cohorts of graduates and 
their students, are far-reaching. Both the NETDS and the  MTeach   programs rely on 
the involvement of schools where there is a shared vision of and commitment to the 
specifi c program goals. Such continuity between schools and universities promises 
a substantial shift away from perceptions of teacher education programs as irrele-
vant to the realities of contemporary schools and classrooms. 

 The purported goals of nearly all reform in teacher education have consistently 
been to enhance the quality of teaching in order to improve outcomes, including 
(and sometimes especially) equity outcomes. These goals appear to encapsulate the 
discursive underpinnings of nearly all  teacher education reform  , despite varying 
political and professional agendas. The goals themselves are enduring and defensi-
ble. However, defi ning what counts as  quality    teaching   and what counts as student 
outcomes remains contested and problematic. The strong  evidence  -based views of 
education academics are crucial to debates about such fundamental issues. 

 At this critical juncture, the future of teacher education appears poised to rely 
heavily on stronger  evidence   of program  impact  . New and more robust forms of 
research, including experimental studies, are being advocated from all quarters 
( AITSL  ,  2015b ; Louden,  2015 ; Nuttall, Murray, Seddon, & Mitchell,  2006 ). Unless 
teacher educators can rise to this  challenge  , we may fi nd ourselves stuck in a down-
ward spiral of reform imposed externally, or left with the kind of serial fatigue that 
comes as (questionably) ‘good’ ideas are tried for a time and abandoned or replaced 
by the next good idea, following the next government review. 

 While high level policy  rhetoric   remains important in legitimating new policies 
in the political arena, the two case studies provided above demonstrate that teacher 
educators are able to occupy the space the reforms offer to reconceptualise our own 
practice in ways that go beyond (the sometimes simplistic) policy responses. Of 
course, robust  evidence   of the effects of these programs, as cohorts of students com-
pete their studies, will strengthen the capacity of such innovations to play a role in 
pushing back against blunt reform initiatives. Nonetheless, what should be striking 
to  policy makers   about our case studies is that teacher educators are clearly grap-
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pling with issues of the quality of classroom practice and quality of teacher educa-
tion, regardless of the overall reform ideology. These and other case studies 
(Darling-Hammond,  2006 ), including others provided in this volume, provide a 
helpful basis for professional discussion among stakeholders about the best way of 
fostering excellent teaching in diverse settings across Australia and further afi eld.     
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1          Introduction 

   The  dominant    model   of initial teacher education refl ects the longstanding divisions 
in the organisation of schools based on the age and grade level of children. The 
structure of schools in the twenty-fi rst century is changing and the way that teaching 
staff are allocated to teaching responsibilities is a model that does not always refl ect 
the qualifi cations that teachers have acquired. It is time to  challenge   the age-based 
divisions in initial teacher education and develop different programs that are fl exible 
and more responsive to the complexities of, and more appropriate to, the staffi ng 
needs of twenty-fi rst century schools. 

 Historically, the formal years of school education began with primary schooling 
provided for children up to 12 years of age.  Teacher preparation   courses were estab-
lished to provide training for teachers considered to be appropriate for this age 
group. As secondary school education developed,  teacher preparation   was expanded 
and designed to qualify teachers to teach adolescents. Primary school was separated 
into “infants” or preparation grade, the forerunner of early childhood education with 
training offered to prepare teachers to teach very young children. Teachers were 
organised in teaching positions based on their  teacher preparation   courses and 
restricted to employment in either a primary or secondary school, or a position in 
either an infants’ school or the infants’ section of a primary school (Hyams,  1979 ). 

 As school education expanded in the twentieth century, the majority of schools 
were organised as either primary or secondary schools, with primary schools having 
designated early childhood grades and in some cases separate schools. These long-
standing models of schooling, however, are now being challenged by changes in 
school organisational structures and the need for greater fl exibility in the way staff 
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are allocated to teaching duties within a school. The growth of a range of different 
school structures, such as middle schools, F – Year 10 or F – Year 12, fl exible learn-
ing schools, and senior colleges for Year 11 and Year 12 (and sometimes Year 10), 
has distorted the historic divisions of early childhood/primary/secondary (Knipe, 
 2012 ,  2015 ; Knipe & Johnston,  2007 ).  Principals   face on-going  challenges   deploy-
ing teachers to classes or particular programs within a school from a group of staff 
with restrictive age-based qualifi cations. This situation is further compounded when 
there is a shortage of qualifi ed teachers, such as secondary mathematics, secondary/
primary languages teachers or secondary science teachers (Australian Secondary 
Principals Association Incorporated,  2007 ; Productivity Commission,  2012 ). 

 In turn, universities experience pressure from teacher registration authorities 
regarding the specifi c content requirements expected of initial teacher education 
programs. These program  standards   predominantly refl ect the age-based criteria of 
a primary or a secondary  teacher      (Reid,  2010 ). Given the evolving nature of school 
organisations, it may be time for universities to develop more fl exible course struc-
tures in initial teacher education programs which remove the age-based divisions of 
early childhood, primary and secondary, and see schooling, and in turn a teaching 
qualifi cation, as an educational continuum which spans a young person’s schooling. 
This would produce teaching graduates with qualifi cations that better refl ect the 
fl exibility required for staffi ng schools and a teacher who has a good understanding 
of the school  curriculum   from Foundation to Year 12 (Knipe,  2012 ,  2015 ). 

 This chapter presents the perspectives of school supervisors who have recently 
employed graduates with qualifi cations to teach from the fi rst year of school to Year 
12. To enhance a discussion of current tensions affecting the design and models of 
initial teacher education courses, it is worthwhile to present a brief review of the 
historical evolution of  teacher preparation   courses in Australia to understand infl u-
ences and changes on current course structure and content.  

2       Teacher Preparation   in Australia 

 The establishment of Colleges of Advanced Education (CAEs) in 1968 saw the 
subsequent transfer of teacher education to these institutions. Prior to this, teacher 
education had been undertaken in single purpose institutions (teachers’ colleges or 
teacher institutes) typically dedicated to training teachers for a particular age group 
of schooling: primary, early childhood (infants/preparatory), secondary and techni-
cal (Mayer,  2014 ). The age group specialist nature of teacher training refl ected the 
growth of  education systems   which had begun as education for children to acquire 
literacy and numeracy skills. Eventually, legislation was introduced to designate a 
school leaving age, so that all children received a basic education (Campbell & 
Proctor,  2014 ). As demand for educating older students rose, Years 7 and 8 were 
added to compulsory schooling. Eventually this led to the establishment of second-
ary schools, or high schools, with additional years up to Year 11 and ultimately Year 
12 (Campbell & Proctor,  2014 ). 
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 The documented history of teacher  preparation   in Australia from the early 1900s 
to the 1970s depicts a tightly controlled system with limited recruitment practices 
and training programs with varied quality (Hyams,  1979 ). In the early 1900s, teach-
ers’ colleges replaced the pupil teacher model that was established during the 1800s. 
The majority of graduates from teachers’ colleges were employed in primary 
schools, with growing demands for teacher training through a 1-year Primary 
Teacher Certifi cate course. By the late 1930s, these teachers’ colleges operated in 
most capital cities, with a few rural locations throughout Australia (Aspland,  2006 ). 
In 1930, a 2-year course was introduced; however, these did not become prevalent 
until the 1950s. 

 Teacher preparation for secondary  teachers    developed   in a number of ways. 
Early secondary teacher preparation provided multiple pathways, including pro-
grams for  primary teachers   to acquire further training for a position as a secondary 
teacher, or employment for university graduates in combination with some on-the- 
job support. Post-graduate 1-year Diploma of Education courses for secondary 
teachers were not established until 1911 and were confi ned to the disciplines offered 
at universities, for example, English, mathematics, science, history and geography. 
For secondary teachers,    the “apprentice”    model remained the dominant pathway for 
some time, with a small percentage of secondary  teachers    with   a university degree 
(Hyams,  1979 ). As the secondary school  curriculum   expanded, other disciplines 
such as music, physical education and visual arts were offered as electives not as 
compulsory subjects. In the 1940s, teachers’ colleges introduced specialist qualifi -
cations for teachers of these subjects, effectively expanding the teacher training 
program of predominantly primary-focused teachers’ colleges into the secondary 
arena. 

 The end of World War II saw a growth in population leading to increased school 
retention rates. This saw a demand for qualifi ed primary school teachers as well as 
an increase in teachers qualifi ed to teach in secondary schools (Reid,  2011 ). The 
number of places in Graduate Diploma of Education programs offered at universi-
ties increased and teachers’ colleges, for the fi rst time, began to offer Graduate 
Diploma of Education courses (Polesel & Teese,  1998 ). As a result, these teachers’ 
colleges, that were already  training    secondary   teachers in  curriculum   areas such as 
visual arts, music, and domestic science, expanded their secondary teacher training 
program into subject areas previously only offered at universities.  

2.1      A New Era in  Teacher   Preparation: 1965 to Present 

 The Commonwealth Advisory Committee on Advanced Education was established 
in 1965 and this committee recommended the establishment of Colleges of 
Advanced Education (CAEs) to provide a non-university tertiary  education system   
that would bring together a wide range of post-secondary courses that had devel-
oped as an outcome of the rapid expansion of the workforce after World War 
II. CAEs were to provide a “greater breadth of education” than technical colleges 
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and would focus on “training in professional and technical skills” rather than 
 postgraduate education and research which was the province of the university sector 
(Baker,  1975 ). 

 In 1972, teachers’ colleges were absorbed into the CAE sector, which resulted in 
greater academic freedom and autonomy for these colleges, diminishing the infl u-
ence and control of individual state departments of education (Knight, Lingard, & 
Bartlett,  1994 ). The setting up of the Commonwealth Schools’ Commission, in 
1994, arose from a policy on the part of the federal government to have greater 
involvement in school education, which was the responsibility of the states and ter-
ritories. A major change for primary and early childhood teacher education courses 
was the increase in teacher training courses from 2 to 3 years, superseding the 
2-year certifi cate courses that that had been a feature of the teachers’ college pro-
grams since the 1950s. By the end of the 1970s, Tasmania CAE and Canberra CAE 
were offering a 4-year degree for both primary teaching and secondary teaching 
(Auchmuty,  1980 ). 

 Signifi cant reform and restructuring of the tertiary education sector, consisting of 
universities, CAEs and Technical and Further Education (TAFE) Institutes, was 
undertaken by the federal government under the Commonwealth Minister for 
Education John Dawkins, with a view to develop CAEs into universities in 1987. 
During this time, the alignment of teacher preparation programs with universities 
was a contentious issue because CAEs were perceived as being sub-university in 
quality, and teacher education courses within CAEs were viewed with disdain due, 
in part, to the limited qualifi cations of some staff (Mayer,  2014 ). 

 With teachers’ colleges amalgamated or absorbed into CAEs, a large number of 
staff were also absorbed, many of whom were now considered to be no longer 
appropriately qualifi ed. This included those holding 2-year teaching certifi cates 
which had been superseded by 3-year primary Diploma of Education or a 4-year 
primary  Bachelor of Education   degree. These staff were mainly from the primary 
and early childhood sectors refl ecting the longstanding differences between the 
divisions. Despite the development of university degree programs for teachers, the 
infl uence of the teachers’ colleges remained, and it would be many years before 
teachers with 2-year teaching certifi cates were phased out of the school system. In 
the early 1990s, all teachers with a 2-year teaching certifi cate were required to ‘up- 
grade’ to a 3-year qualifi cation, and from 2009 all teachers were required to be 
4-year qualifi ed; however, there was some variation in this timeline between states/
territories and  education systems  .   

2.2      Current Contexts  for   Teacher Preparation 

 Teacher preparation courses offered in Australian universities typically involve vari-
ations of two qualifi cations. Undergraduate  Bachelor of Education   degrees vary 
from a minimum of four years to four and half years. Postgraduate degrees, such as 
a Graduate Diploma in Education, a post-graduate Bachelor of Teaching or a  Master 
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of Teaching  , involve 2-years of post-graduate coursework following completion of 
a 3-year, discipline-based undergraduate degree. There has been a trend to phase out 
1-year post-graduate Diploma of Education programs in favour of 2-year  Master of 
Teaching   courses ( Australian Institute of Teaching and School Leadership (AITSL)   
 2015 ; Hatton,  1996 ). Both the undergraduate  Bachelor of Education   degree pro-
grams and the post-graduate degree courses in education offer options for candi-
dates to pursue a teaching qualifi cation for the various stages of schooling such as 
early childhood, primary and/or secondary courses. 

 Further to this, universities have developed courses that are designed as “double 
degrees” as an alternative to a 4-year  Bachelor of Education  , enabling a secondary 
teacher  to    qualify   concurrently with a  Bachelor of Education   degree and a Bachelor 
Degree in a discipline area (such as science). The alternative post-graduate degree 
pathway for later entry to the profession offers  access   to teaching after completion 
of a university degree. However, with the phasing out of 1-year post graduate 
courses in education the post-graduate pathway will now constitute 5 years of study 
(AITSL,  2015 ). 

 The early childhood sector remains the most complex. With recent national poli-
cies regarding early childhood education, and the expansion of the child-care and 
before-school age sector, the development of specialist early childhood courses has 
been growing. With changed qualifi cations required for staff employed in the 
before-school-age sector, courses are being developed for teaching the age-groups 
of birth to aged 8 years or birth to aged 12 years. Restrictions remain, however, 
regarding teacher placement, with graduates of early childhood courses acceptable 
for employment in teaching across early childhood and primary school settings 
from birth to Year 6. Primary trained teachers, however, are not accepted as teachers 
of children younger than the Foundation year.   

2.3      Recent Developments Impacting on  Teacher   Preparation 

 Teaching degrees in Australia have undergone a wave of change especially in regard 
to structure, content and duration, compared to the early models of teacher prepara-
tion that were largely practitioner based, particularly for early childhood and  pri-
mary teachers   (Campbell & Proctor,  2014 ; Mayer,  2014 ; Williams, Deer, Meyenn, 
& Taylor,  1995 ). The debate concerning course design and course content has been 
signifi cantly infl uenced by teacher registration institutes and the development of 
national guidelines and state requirements for teacher certifi cation and registration, 
which is also supported by education departments as employing authorities. 
Guidelines for the  accreditation   of courses have placed demands upon course 
designers required to structure programs that satisfy initial teacher education 
 accreditation   requirements (Parkes,  2013 ). 

 Initial teacher education programs are now required to contain specifi c skills and 
understandings including: content  knowledge   and how to teach that knowledge; 
theories underpinning how students learn; planning for and implementing  effective 
teaching   and learning; classroom management including challenging behaviours; 
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assessing and reporting student learning; engaging in professional learning; engag-
ing with colleagues, parents and the community as well as mandatory studies in 
areas such as literacy and numeracy, teaching English language learners, teaching 
Indigenous students, inclusive education; and technology education together with a 
specifi c number of teacher  practicum   days (AITSL,  2015 ). 

 Despite the expansion in post-graduate pathways for teacher preparation, enrol-
ments in initial teacher education programs tend to refl ect the longstanding differ-
ences between teacher preparation pathways for secondary and primary/early 
childhood. Data from the Department of Education, Employment and Workplace 
Relations ( 2012 ) indicates that there are greater numbers of Year 12 leavers enrolled 
in early childhood/primary undergraduate degrees than in undergraduate secondary 
programs. In addition, there are a greater number of students enrolled in post- 
graduate teaching qualifi cations for secondary teaching than for early childhood/
primary teaching (as cited in Initial Teacher Education: Data Report,    AITSL,  2014 ). 

 The growth in initial teacher education courses that have deviated from the more 
traditional teacher education structure of “ primary teacher education”   or “ second-
ary    teacher education”   and,    qualify a candidate to teach across the primary and 
secondary school sectors has been gradually increasing. This trend has challenged 
models of what constitutes an initial teacher education program. There are currently 
30 undergraduate courses that qualify teachers across the primary/secondary school 
divide, a rise over the past several years. As indicated on the  Australian Institute of 
Teaching and School Leadership   website, at the post-graduate level there are seven 
programs that qualify a candidate to teach primary and secondary education, which 
is signifi cantly fewer than at the undergraduate level (  http://www.aitsl.edu.au/
initial- teacher-education/accredited-programs-list    ). The number of undergraduate 
and post-graduate courses that qualify a graduate to teach from Foundation to Year 
12 are signifi cantly less than the number of initial teacher education programs that 
qualify a teacher to teach in the age-based divisions of “primary only” and “second-
ary only”. 

 This plotted history  of   initial teacher education in Australia provides an under-
standing of how the current proliferation of age-based teacher education courses has 
evolved. We argue, however, that there is a need for conceptualizing, and delivering, 
teacher education which prepares teachers to have discipline content  knowledge   and 
pedagogy across the breadth of F – Year 12. Presenting  evidence   to support this 
argument, the remainder of this chapter reports on fi ndings from a project tracking 
graduates from initial teacher education programs that qualify teachers to teach 
from the fi rst year of school through to Year 12 from one Australian university. The 
results reported here provide the perceptions of these graduates and supervisors 
regarding the benefi ts of  graduate   teachers qualifi ed to teach across the primary and 
secondary sectors.    
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3     Method and Participants 

 The participants involved in this project were drawn from a purposive and conve-
nient sample of  graduate teachers   and their school supervisors. All graduates dis-
cussed in this paper came from an initial teacher education program that graduated 
Foundation to Year 12 qualifi ed teachers and were selected from government and 
Catholic schools located across Victoria. The school supervisors were mostly  prin-
cipals   but in some secondary settings the supervisor was a head teacher. Approval to 
conduct this research was gained from the presiding university, the Department of 
Education in Victoria, and the four Victorian Catholic Education Offi ce dioceses. In 
total there were 14 graduates and 8 supervisors involved in these interviews. 

 Some of the authors had been involved in teaching the graduates therefore a 
project offi cer was employed to interview the graduates and their school supervi-
sors. Following transcription, initial data was coded by a research assistant using 
NVivo to identify themes and patterns in the data. Due to the author’s involvement 
in the teaching of the graduates, this was considered an important element in estab-
lishing credibility in data analysis. Using multiple analysts, as well as multiple 
sources allowed for the data to be triangulated providing the results of the study 
with credibility.  

4     Analysis and Discussion 

 A number of themes have emerged from the data relevant to teachers with a F – Year 
12 teaching qualifi cation. Specifi cally, much of the focus of the discussion centred 
on: graduate employment opportunities and the fl exibility of staffi ng; a breadth of 
understanding of the teaching and learning continuum, including  curriculum   and 
pedagogy; and the benefi ts of knowing the developmental needs of young people in 
regard to their work as a teacher. These themes are discussed in the following 
sections. 

4.1     Employment Opportunities and Flexibility of Staffi ng 

 Several of the supervisors highlighted the benefi ts of employing a  graduate teacher 
  with a qualifi cation to teach primary and secondary students, particularly in terms 
of the fl exibility for staffi ng and the opportunities for greater employability. It was 
acknowledged that “a F – Year 12 qualifi cation produced a graduate that is more 
employable and can apply for more jobs” (Supervisor I-1). There was recognition 
that F – Year 12 qualifi ed teachers can draw from a range of  curriculum   knowledge 
and pedagogical experiences to enhance their work as a teacher, something that was 
seen as a major benefi t to employment, as indicated by the following quote: “He’s 
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teaching from Foundation through to Year 6 this year so his teaching qualifi cation 
(it’s) has enabled him to pick that up and roll with that. I can see that [he’s] brought 
a lot to the table” (Supervisor E-1). 

 There was also recognition amongst supervisors that graduates with a F – Year 12 
teaching qualifi cation and with diverse personal experiences and skills were able to 
make a positive contribution to the school and to teaching teams. In particular, 
Supervisor J-1 highlighted that in the school teaching team, several staff held a F – 
Year 12 teaching qualifi cation. This, along with having an initial undergraduate degree, 
was seen as an advantage to school staffi ng, as indicated by the following quote:

  [I] think that it’s a real positive. Those F – Year 12 graduates bring a lot more skill into the 
school system. So here we’ve got staff including myself, Cherie and April, so 4 out of 6, 
went through that (F – Year 12) course. And as a group we’ve got backgrounds in health 
science, April was an accountant and so was Cherie. So that expertise makes a difference. 
The wealth of knowledge that comes into our team is fantastic (Supervisor J-1). 

   The opportunity for employment was consistent with the graduates’ perspec-
tives, where most of the participants discussed the increased options for employ-
ment that were available to them with a F – Year 12 qualifi cation, as indicated by the 
following quotes:

  I thought if I ever change my mind and move into another sector I have the option available 
(Graduate F-1). 

 A F – Year 12 qualifi cation (it’s) given me more opportunities I guess to get extra work. 
And also what it’s like to work in a high school. It gives you that insight, so that’s good. So 
if I don’t get a job in primary schools, it’s given me more options. I can go to high school. 
That’s good (Graduate G-1). 

 I think it’s really about the options. When coming into the course, I didn’t really know 
where to go. So having that F – 12 is a really good option and gave me a little bit of experi-
ence in all year levels and helped me to fi gure out exactly what I wanted to do (Graduate J-1). 

 The thing that attracted me to the F – 12 to begin with was that I wasn’t quite sure 
whether I wanted to do primary or secondary teaching. And so the F – Year 12 was going to 
give me exposure to both (Graduate K-1). 

   There was recognition from several graduates that although they had initial “set 
ideas” regarding the school sector they wished to teach in when they commenced 
the course, experiences and opportunities during their studies and exposure to dif-
ferent stages of schooling served to show the strengths and benefi ts of teaching 
across the different year levels, as indicated by the following quotes:

  By being forced to do something else, I really found what I’m supposed to do. So that was 
good. Like, I never planned to go to primary (Graduate D-1). 

 I was [only interested in] teaching secondary, I wouldn’t have known if my skills were 
adaptable to primary school. Now I know I’d be great and it opens up opportunities for me 
because I can apply anywhere (Graduate E-1). 

   Given the changing nature of schools in the twenty-fi rst century, the complexity 
of employment and the need for a more diverse and fl exible workforce, it is time 
that initial teacher education programs better refl ect the staffi ng needs of schools. 

 As indicated by Knipe ( 2012 ,  2015 ), the development of teacher education pro-
grams have been signifi cantly infl uenced by divisions that refl ect the evolution of 
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education rather than the developmental pedagogical and organisational needs of 
schools. Therefore, it was not surprising that that some supervisors expressed con-
cern about the breadth of content that is needed to be covered in a F – Year 12 
degree. Some secondary school supervisors expressed a perceived concern about 
the diffi culty in covering course content in suffi cient depth to be a F – Year 12 quali-
fi ed teacher, as indicated by the following comments:

  I think that we often teach different skills in the secondary and perhaps  graduate teachers   
may not be getting that exposure on their  teaching rounds   to lots of secondary students. If 
they’ve done primary experiences, then they won’t be doing the secondary school ones. 
That’s a huge expectation, a huge ask on the students because of the broad spectrum Prep 
through to 12. I like more the idea that you specialise in secondary and that’s where you do 
your  teaching rounds   and that’s where you have your experience (Supervisor B-1). 

 I think you could spread yourself a little bit thin in terms of what you’re really develop-
ing and what you think is the most valuable kind of information for students that teachers 
need to have when they’re in schools. And when you go on professional experience, you’re 
essentially over such a broad range it becomes a little bit diffi cult to really develop those 
specialised skills you need (Supervisor A-1). 

   Universities that have developed F to Year 12 degree programs are appealing to 
 graduate teachers   who may not wish to be “locked in” to a particular age group. The 
fl exibility of the school’s teaching staff can be critical for  principals   managing work-
loads, school programs and subject availability. These fi ndings support the need for 
more initial teacher education programs to  graduate teachers   who are fl exible in the 
sectors in which they can be employed. However, there are still some in the profes-
sion who endorse the more traditional view of what constitutes initial teacher educa-
tion. This is not surprising given the long-standing and entrenched model of how to 
qualify a teacher, a model that is currently refl ected in most university programs.  

4.2      The Teaching/Learning and  Curriculum   Continuum 

 A teacher who can teach across the foundation grades, primary and secondary is a 
great benefi t to schools in adapting to the teaching and learning needs of young peo-
ple. Teachers with generic pedagogical skill, discipline knowledge in one or two sec-
ondary teaching areas were acknowledged by supervisors as having a deeper 
understanding of the teaching and learning continuum and the benefi ts that under-
standing offers both sectors. It was clear that for many of the  supervising teachers  , the 
distinction that exists between primary and secondary schooling is ingrained, which is 
not surprising given that the majority of initial teacher education programs continue to 
be age-based. The distinctions between primary and secondary school teaching have 
been highlighted with primary teaching considered to be more pedagogical, whereas 
secondary teaching is more content focused (Williams et al.,  1995 ). This was also 
evident in the interviews with the supervisors, as indicated by the following quotes:

  The opportunity to be qualifi ed F – Year 12 and seeing more classroom settings would give 
you a greater appreciation of different styles of teaching. Primary teaching is very different 
to senior secondary but we can certainly learn from  primary   teachers and use that as an asset 
(Supervisor F-1). 
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 I work closely with my local primary school and the one thing I notice is that primary 
school teachers know so much about learning as an art but my degree in secondary educa-
tion was primarily content focused. Historically in secondary schools, it’s probably covered 
a great deal of content and I feel, if I could change anything over the last couple of years, it 
would be about focusing on the learning (Supervisor D-1). 

   Overall, the  graduate teachers   felt that one of the key benefi ts of a F – Year 12 
qualifi cation was their understanding of the F – Year 12 learning continuum. This 
understanding enabled them to develop their approach to student engagement, as 
well as a strong  curriculum   knowledge across the primary and secondary contin-
uum, which was a great advantage when teaching students with diverse cognitive 
development and abilities, as indicated by the following quotes:

  The continuity of learning; how learning can be scaffolded to meet different students’ 
needs. That’s really helped with that … scaffolding it for all learners, so everyone can 
 access   the  curriculum   in the best possible way (Graduate C-1). 

 Knowing where each year level could lead to. Having experience in all the year levels. 
When I was with Year ones on placement, I could see where this was going to lead to, the 
concepts. We did a narrative section and knowing where that was going to lead to. Having 
that continuity of learning is a great benefi t (Graduate J-1). 

   Understanding and knowing the primary curricula and approaches to different 
teaching styles, as well as understanding and knowing specialist discipline/s for 
secondary teaching was acknowledged by graduates especially by those who had 
gained teaching positions in secondary schools. Graduates indicated that their 
awareness and understanding of the general “prior” learning and  curriculum   experi-
ence of their students was an asset and assisted them with their approach to second-
ary teaching, as indicated by the following quotes:

  [It’s] given me an understanding of how that learning journey starts. From the younger 
years and all the way through. So it’s been very much more holistic view of teaching and in 
that way it’s been quite benefi cial (Graduate F-1). 

 I defi nitely can see the benefi t of having a P to 12 degree as opposed to pure secondary 
or primary. It’s given me a better understanding to some degree of what’s been built up prior 
to when they get to me. This I wouldn’t know if I hadn’t have done the primary  curriculum   
stuff (Graduate I-1). 

   Given the evolving nature of school organisations especially in terms  of   curricu-
lum implementation it is time for universities to develop more fl exible and innova-
tive course structures for initial teacher education programs that removes the 
age-based divisions. This would enable universities to produce teaching graduates 
with qualifi cations that better refl ects the school  curriculum from   Foundation to 
Year 12  (Knipe,  2012 ,  2015 ).  

4.3     Child Development 

 Biological, psychological and environmental factors impacting on the transition 
from childhood to adulthood require understanding by those involved in teaching 
young people. There are a range of individual differences in the emotional, 
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cognitive and behavioural development of young people that manifest in numerous 
ways, including interpersonal and intra-personal confl ict, risk-taking behaviour and 
biological changes (Hollenstein & Logheed,  2013 ). Teachers qualifi ed to teach from 
F – Year 12 are well placed to understand the various stages of development of 
young people no matter what age group or developmental differences that may be 
present in a group of young children and adolescents (Knipe,  2015 ).  Principals   and 
school supervisors and  graduate teachers   discussed the benefi ts that F – Year 12 
qualifi ed teachers have in regard to “having an awareness of the whole development 
of a child” (Graduate A-1), as indicated by the following quotes:

  Learning all about the cognitive and physical development; that really made sense to me 
and helped me understand how students learn. So how I learn now as an adult is really dif-
ferent to the way I learnt [as a child] (Graduate C-1). 

 Even though he’s teaching younger children now that always won’t be the case and the 
work he’s done on adolescents will come in handy (Supervisor A-2). 

 As a teacher (you) have a better understanding of those students in higher grade levels 
and in-classroom stuff (Supervisor G-1). 

   As children grow throughout the compulsory years of schooling, changes in their 
emotional, social and intellectual development become an ever increasing  challenge   
for teachers. The traditional separation of school years into primary and secondary, 
with a break between the two that occurs in the middle of the adolescent years, cre-
ates a disruption for many students  coping   with these changes (Haynie,  2003 ). 
Concerns about the need for different school structures and programs to improve the 
educational and overall school experience for young people, especially those in the 
10–15 year age group, was the focus of several research and government reports 
during the 1990s and 2000s (Barratt,  1998 ; Carrington,  2004 ; Chadbourne,  2001 ; 
Cumming & Cormack,  1996 ; Schools Council,  1992 ). Over time, many schools 
have introduced programs to address the issues associated with the primary/second-
ary school separation with many new schools now being purpose built such as F 
-9/10/12.   

5     Conclusion 

 A teacher education degree that qualifi es a candidate to teach from the fi rst year of 
school through to Year 12  challenges   the restrictions of the traditional early child-
hood/primary/secondary school model and facilitates greater fl exibility with teacher 
employment. The advantage of F – Year 12  teacher preparation   programs to a range 
of stakeholders, such as potential candidates, graduates and employers, lies in the 
fl exibility of employment pathways for those interested in teaching as a profession, 
and the options for a graduate to expand their teaching experience within a school. 
This perspective has been endorsed by many of the  principals   and supervising man-
agers interviewed as part of this study. Reservations by some of the school supervi-
sors regarding the pressure that F – Year 12 qualifi cation places on teacher education 
candidates, was negated by the overwhelming support for such teachers. 
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 The longstanding age-based/grade-based divisions in teacher education have 
been challenged for some considerable time whereby teacher shortages in particular 
in secondary school disciplines, have resulted in employing teachers from primary 
schools or other secondary disciplines to fi ll staffi ng gaps. More recently the intro-
duction of middle schools or middle school programs and the rise of F-9/10/12 
school structures requires teaching staff with broad generic teaching skills. A F – 12 
teaching qualifi cation provides opportunities for teachers to move through the 
school system and increase their employment opportunities, as well as meeting the 
diverse staffi ng needs of learners and schools. A teacher qualifi ed to teach across the 
foundation grades/primary and secondary sectors, is of great benefi t to schools pro-
viding fl exibility in terms of staffi ng. In many high schools in Australia, where 
fl uctuating student enrolments place pressure on staffi ng for different subject areas, 
fl exibility of staffi ng can be critical. The fi ndings from this study indicate that 
schools are keen to employ graduate teachers who have  the   fl exibility to teach 
across primary and secondary schools, endorsing the F to Year 12 qualifi cation 
model. 

 Some universities have responded to changes with the development of degree 
programs that equip graduates to teach across different age sectors and to expand 
options for teachers to develop different career paths in education. Universities that 
have developed F to Year 12 degree programs are appealing to  graduate teachers 
  who may not wish to be “locked in” to a particular age group. This study has pre-
sented the perspectives of employers and graduate teachers regarding the benefi ts of 
employing a teaching  graduate   who can teach across the primary and secondary 
school sector. These fi ndings support the need for more initial teacher education 
programs to  graduate   teachers who are fl exible in the sectors in which they can be 
employed and have developed a sound understanding of the continuum of F-12 
schooling from pedagogical, developmental and  curriculum   perspectives.       
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      Digital Credentialing: Does It Offer 
a Meaningful Response to Initial Teacher 
Education Reform?                     

     Josephine     R.     Lang    

1          Introduction 

 The purpose of this chapter is to highlight key features of the disruptive technologi-
cal  innovation   identifi ed as  digital credentialing   and also known as digital badging 
or Open Badges. The chapter discusses the current policy  reform   landscape in 
Australia for the  initial teacher education (ITE)   context and then offers the possibil-
ity of how  digital credentialing   may create opportunities to meaningfully address 
policy recommendations, particularly in relation to the concepts of graduates being 
‘classroom ready’. While not an extensive review of the literature about  digital cre-
dentialing  , the chapter discusses the  disruptive innovation   and emerging under-
standings and design frameworks that can support new ways of approaching initial 
teacher education.  

2     What Is Initial Teacher Education (ITE) Reform? 

 There are national and international calls for improving the quality of initial teacher 
education, which is creating a policy landscape seeking innovative frameworks and 
processes to rethink how to represent teacher professional learning and demonstrate 
 impact      on school student learning that have been embodied, for example, in national 
teaching  standards  . 1  In the current Australian regulatory policy context, initial 
teacher education is required to meet the academic  standards   outlined in the 

1   http://www.aitsl.edu.au/australian-professional- standards -for-teachers/ standards /list 
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Australian Qualifi cations Framework (AQF) 2  and the teaching profession as defi ned 
by the national  accreditation   program  standards   including the graduate teaching 
 standards  . The most recent call for improving initial teacher education in Australia 
is the Australian government’s advisory committee’s report released in early 2015 
entitled  Action Now :  Classroom Ready Teachers  (Teacher Education Ministerial 
Advisory Group ( TEMAG  ),  2014 ). A key pillar informing ‘initial teacher education 
reform’ 3  is the attempt to make direct links between  pre-service teachers  ’ learning 
and their practice through an  evidence  -based approach that also incorporates the 
 impact   of that teaching on student learning. While this policy (linear) direction may 
superfi cially appear as issues of  accreditation   and accountability, there is scope to 
re-think how this can trace back to the more ‘enduring questions’ in initial teacher 
education (Cochran-Smith, Feiman-Nemsar, & McIntyre,  2008 ) such as teacher 
professional learning (Feiman-Nemser,  2008 ). In particular, how do the interrela-
tionships between learning, theory and practice manifest as  professional    knowledge   
and practice for our initial teacher education graduates i.e., that enduring quest in 
teacher education to bridge the  theory-practice gap   so often associated with the 
messiness (or swampy lowlands) of learning within the professions (Schön,  1983 , 
 1987 ). With  innovation   in teacher education pedagogy (Loughran,  2006 ), can we 
re-frame how initial teacher education conceptualises  evidence   of  pre-service 
teacher   professional learning by exploiting the affordances of disruptive technolo-
gies such as  digital credentialing  ?  

3     What Is Digital Credentialing? 

  Digital credentialing   is based on the metaphor of earning and issuing (physical) 
badges, which is embedded in the traditions and culture of youth organisations such 
as Scouts and Guides (e.g. see the ‘profi ciency badges’ for South Australian Scouts: 
  http://scouts.sa.scouts.com.au/profi ciencybadges    ). Alternatively, the video-based 
game industry has also enculturated the badge metaphor to provide a meta-level 
architecture outside the game itself to allow players to showcase their achievements 
via “merit badges”. This contributes to the player’s online profi le of “achievements” 
in gaming that can be seen by others via the internet Achievements (video gaming), 
 2015 ). Similarly, innovative businesses in health-oriented personalised gadgets also 
issue badges to wearers to recognise daily or weekly health goals (e.g., see Fitbit 
wristband that monitors health indicators such as number of steps taken daily:   http://
help.fi tbit.com/articles/en_US/Help_article/How-do-I-manage-my-  Fitbit-badges    ). 
As has been seen in these examples of gaming and health, the concept of digital 
badges is re-imaging what and how achievements might be recognised. The process 
of earning and issuing digital badges can be known as digital or open badging or, 
increasingly in the education sector, as  digital credentialing  . 

2   AQF:  http://www.aqf.edu.au/ 
3   Refer to AITSL’s webpage:  http://www.aitsl.edu.au/initial-teacher-education/ite-reform 
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 In recent years,  digital credentialing   has gained momentum and has entered the 
fi eld of education, often as a tool to motivate or reward learning and recognise 
achievement of knowledge or skills; and, in other contexts, evoking a game based 
approach (Abramovich, Schunn, & Higashi,  2013 ; Gibson, Ostashewski, Flintoff, 
Grant, & Knight,  2015 ; Randall, Harrison, & West,  2013 ). Digital credentialing 
often uses Open Badges 4  platforms (such as Mozilla or Credly) to recognise learn-
ing, which may be formal or informal, and validated by the issuer of the digital 
credential (badge) through rigorous  assessment   process. The (l)earner of the digital 
credential is required to curate artefacts of her/his  evidence   of the learning, knowl-
edge and/or skill to gain the credential. A series of digital credentials may be inter-
linked or necessary to demonstrate achievement of signifi cant learning. In the fi eld 
of education,  digital credentialing   is an emergent and  disruptive innovation   that may 
signify opportunities to respond meaningfully to the recent calls for demonstrating 
and re-imagining what and how  evidence   of  impact   may be exhibited by  pre-service 
teachers  , graduates and initial teacher education providers. This may move initial 
teacher education reform from one of a “problem of policy” to re-focus to the  chal-
lenges   of working towards “teacher education as a learning problem” (Cochran- 
Smith,  2012 , pp. 30–31). How might the affordances of  digital credentialing   go 
beyond compliance and focus on learning-to-teach within a purposeful,  evidence  - 
based framework? This use and approach to  digital credentialing   is just beginning 
to emerge as a research issue in the literature (e.g., Abramovich et al.,  2013 ; 
Devedzic & Jovanovic,  2015 ; Gamrat, Zimmerman, Dudek, & Peck,  2014 ). 

3.1     What Are the Characteristics of a Digital Credential? 

 Similar to the badge metaphor, the digital credential is a symbol of the recipient’s 
achievements. These achievements are not like a scrapbook of experiences pasted 
together; rather the series of digital credentials should refl ect a narrative of the  pre- 
service teacher  ’s learning to teach journey, representing her complexity of her  pro-
fessional knowledge  , practices, beliefs and  dispositions   to illustrate her passion for 
teaching and her students’ learning (Gamrat et al.,  2014 ). The affordances of the 
online environment that a digital credential operates within, creates the opportunity 
for the [l]earner to use the online environment to manage, curate and display the 
 evidence   of that achievement for others to observe, such as educators, prospective 
employers or peers. This strong link to demonstrating  evidence   of the (learning) 
achievement is signifi cant within the education context and goes beyond the limita-
tions of past symbolic representations of achievements such as a degree testamur, 
certifi cate or a letter grade in a transcript. In this way, the digital credential provides 
a space to represent within an online environment a claim of the learning achieved 
as well as its particular details of the  evidence   (O’Byrne, Schenke, Willis, & Hickey, 
 2015 ). 

4   Open Badges (Mozilla):  http://openbadges.org/  or Credly:  https://credly.com/ 
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 Like the physical badge, the  digital credential   (or badge) develops an interrela-
tionship between a tripartite  partnership   between the earner (or recipient), issuer (of 
the credential), and observer (who is reviewing the recipient’s representation of an 
achievement) and where trust, validity and value of the achievement, represented by 
the digital credential, must underpin the  partnership  . If the  digital credential   is not 
valued by all in the  partnership  , the digital ‘currency’ within the  digital credentialing   
ecosystem is lost or becomes invalid. The trust and validity are created through care-
ful  design   of how the  evidence   is embodied within the  digital credential  . Therefore, 
 digital credentialing   offers “a socially constructed and valued encapsulation of 
[learning] experiences through metadata” embodied in the credentialing framework 
and processes such as criteria,  assessment   processes and issuer (Gamrat et al.,  2014 , 
p. 1136). Table  4.1  outlines the characteristics of a  digital credential   that assists in 
developing high value or currency (Finkelstein, Knight, & Manning,  2013 ).

3.1.1       Is There a Connection Between  Portfolios   and Digital 
Credentialing? 

  In the  TEMAG   ( 2014 ) report, three of the 38 recommendations pertain to or imply 
the use of a  portfolio   within initial teacher education as a key strategy to “assure 
 classroom readiness  ” (refer to Section four of the TEMAG report). The 

   Table 4.1    Characteristics of the  digital credential     

 Characteristic  Function 

 Recipient/earner of 
digital credential 

 Identifi cation of who earned the achievement 

 Issuer  Individual, consortium or organisation taking the responsibility for 
issuing the badge into the OBI (Open Badge Infrastructure) to the 
required specifi cations; usually an entity that has fi rsthand 
knowledge or  evidence   of the earner’s achievement 

 Criteria and description  Criteria to be demonstrated by the recipient to achieve the 
recognition associated with the digital credential 

  Evidence    Authentic representation, or connection (often in the form of a url to 
a website/digital  portfolio  ) to the work performed or contribution 
made by the recipient to earn the badge 

 Date  Precisely when the badge was awarded 
 Expiration  When, if ever, the credential issued is no longer valid; e.g., if the 

knowledge/skills have to be refreshed such as First Aid certifi cate is 
valid for 3 years 

 Certifi cate or assertion  A connection to an offi cial form of verifi cation vouching for the 
validity of the award 

 Endorser/signer  An organisation, consortium or individual who validates the badge/
digital credential by signing it with their private encryption key. 
Trusted third party signers may emerge in the design or 
implementation process 

  Adapted from Finkelstein, Knight and Manning ( 2013 ), p. 7; and Mozilla Open Badge Infrastructure 
(OBI) Wiki 2011, viewed 17 Nov 2015,   https://wiki.mozilla.org/Badges/infrastructure-tech-docs      
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recommendations suggest that the  portfolio   will illustrate how  pre-service teachers   
provide  evidence   of meeting the graduate level of the  Australian Professional 
Standards for Teachers  , and thus be ready to enter the teaching profession. Table  4.2  
outlines these three recommendations to assure  classroom readiness   through the 
 portfolio  .

   Portfolios have formed a basis in teacher education pedagogies since at least the 
1980s (Loughran & Corrigan,  1995 ) and particularly in the US where it became 
associated with teacher licensure (Zeichner & Wray,  2001 ). While acknowledging 
that the  portfolio   is appropriated from other disciplines such as artists and archi-
tects, teacher educators continue to see its potential to support refl ection in order to 
improve teaching and help  pre-service teachers   bridge the  theory-practice gap  . With 
the  TEMAG   ( 2014 ) recommendations as highlighted in Table  4.2 , it is apparent that 
 policy makers   also share this aspiration for the value of portfolios within initial 
teacher education. 

 An in-depth critical appraisal of portfolios presents the arguments as to why 
 portfolio   use in initial teacher education has been ineffi cient as a tool for learning or 
 assessment  , and highlights that there is little research to understand the  impact   of 
portfolios used for employment purposes (Delandshere & Petrosky,  2010 ). 
Reviewing and building on the work of other researchers in initial teacher educa-
tion, Delandshere and Petrosky review the research literature to unpack the incon-
sistencies between the hopes for portfolios in initial teacher education and the 
pedagogical practices that seem to consistently fall short of meeting the goals. A 
number of factors are attributed to the contested space of  portfolio   claims and what 
portfolios may achieve in the reality of practice. Three potential purposes are identi-
fi ed for the  portfolio   in initial teacher education: learning,  assessment   and 
 employment. A fundamental factor contributing to tensions and poor  curriculum   
constructive alignment between purpose,  curriculum   and outcomes are exposed par-
ticularly when the one  portfolio   is used for more than one purpose within a program. 
Moreover, the  portfolio   is frequently attributed to enabling  pre-service teachers   to 
refl ect deeply on their practice and learning. In their review of the  portfolio   research 

    Table 4.2    Recommendations to embed a  portfolio   of  evidence   in ITE within the  TEMAG   ( 2014 ) 
report   

  TEMAG   
recommendation no.  Description 

 Recommendation 26  The  Australian Institute for Teaching and School Leadership   develop 
a national  assessment   framework, including requirements for a 
Portfolio of  Evidence  , to support higher education providers and 
schools to consistently assess the  classroom readiness   of  pre-service 
teachers   throughout the duration of their program 

 Recommendation 27  Pre-service teachers develop a Portfolio of  Evidence   to demonstrate 
their achievement of the Graduate of the  Professional Standards   

 Recommendation 28  Higher education providers and schools work together to assist 
 pre-service teachers   to develop and collect  sophisticated    evidence   of 
their teaching ability and their  impact   on student learning for their 
Portfolio of Evidence 
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Delandshere and Petrosky ( 2010 ) argue that the creation of portfolios by  pre-service 
teachers   doesn’t guarantee deep refl ections and connections with the teaching being 
represented and there are further limitations if the  portfolio   is viewed as a repository 
for ‘pasting’ in teaching events or artefacts. “A scrapbook of uninterrupted teaching 
artifacts, even if varied and sampled over time, is not very useful for the  assessment   
or understanding of someone’s teaching” (Delandshere & Petrosky,  2010 , p. 21). 

 Like others before (Zeichner & Wray,  2001 ) and since their literature review 
(Boulton,  2014 ; Chung & van Es,  2014 ; Moran, Vozzo, Reid, Pietsch, & Hatton, 
 2013 ), Delandshere and Petrosky ( 2010 ) argue for the need to develop teacher edu-
cation pedagogies (Loughran,  2006 ) associated with the use of portfolios in initial 
teacher education. Such pedagogies need to develop the knowledge and skills (e.g., 
understanding the role of  evidence   to support professional learning and how to use 
 evidence   to refl ect on practice and inform future teaching and student learning) to 
engage deeply with the act of creating meaningful portfolios that articulate the  pre- 
service teachers  ’ professional  identities   and practices as teachers. Consequently, 
identifying a ‘ portfolio   of  evidence     ’ in the   TEMAG   ( 2014 ) report is not necessarily 
a new insight into the potential of portfolios to demonstrate “ classroom readiness  ”. 
Yet, despite more than two decades of  portfolio   use in initial teacher education, 
there is still the need for research to better understand how ‘ evidence  ’ is identifi ed, 
analysed and curated to represent a pre-service or  graduate teacher  ’s professional 
understanding and practice of their teaching and students’ learning in its multifac-
eted complexity. 

 Ultimately, the use of  digital credentialing   is underpinned and strengthened by 
the appropriate use of digital portfolios in initial teacher education. For this reason, 
the lessons learned from the use of portfolios are important to the work of  digital 
credentialing   within initial teacher education. In contrast to the practice of using 
portfolios, from the outset,  digital credentialing   needs to focus on the roles that 
 evidence  ,  assessment  , moderation and judgements are made to validate the curated 
work that the pre-service or  graduate teacher   represents in order to create value and 
trust of the digital credentials being earned, issued and endorsed. To successfully 
generate a ‘currency’ of value within the teacher education sector, the  digital cre-
dentialing   ecosystem necessitates consideration of how to engage all stakeholders 
in the system  design  . Such a multidimensional approach to  digital credentialing   
ensures that issues of “ evidence   of  impact  ” and “ classroom readiness  ” are examined 
and challenged within and beyond the sector to develop common understandings 
and shared practices.    

3.2     Why Might Digital Credentialing Be a  Disruptive 
Innovation  ? 

    Disruptive  innovation   adopts cutting edge technology and ideas that enable new and novel 
applications to sustain exponential growth. A disruptive  innovation   increases long term 
productivity and changes the way people experience and live daily life (Baughman, Pan, 
Gao, & Petrushin,  2015  p. 5). 

J.R. Lang



55

   According to Baughman and his colleagues ( 2015 ), disruptive innovations are 
characterised by three dimensions that lead to change for creating highly function-
ing and productive societies:

•     imagine  – (re)imagine the future  
•    innovate  – innovate to achieve the imagined future through, for example (innova-

tive), technologies and processes  
•     impact    – understand the (positive)  impact   of the disruptive  innovation   on society 

and the need for it to create a better or desirable environment.    

 Digital credentialing meets all three dimensions of disruptive innovations. It is a 
new technological  innovation   recently adopted within education and consequently 
it is re-imagining the future of the educational landscape (Randall et al.,  2013 ). The 
new affordances of the  digital credentialing   technologies presents new possibilities 
of representing  evidence   in multimodal and expansive ways. The positive  impact   of 
establishing  digital credentialing   within ITE will, for example, enhance the gradu-
ates’  capabilities   to provide  evidence   of their  classroom readiness   on entering the 
teaching profession. More signifi cantly is the potential for  digital credentialing   to 
disrupt what and how  evidence   is represented and incorporate new positive ways of 
learning and  assessment   within schools. The disruptive  innovation   is readily mani-
fested once  design   of  digital credentialing   frameworks enable, for example: learners 
to create their own learning pathways; nurture life-long learning habits; encourage 
transdisciplinary learning; and re-think the way learning achievements may be 
assessed and recognised including incorporating knowledge and skills achieved 
through formal and informal learning contexts (e.g., Ahn, Pellicone, & Butler,  2014 ; 
Bowen & Thomas,  2014 ; Finkelstein et al.,  2013 ).   

3.3     How Is Digital Credentialing Being Used in Education? 

 Digital credentialing is a new  innovation   in education, and particularly in teacher 
education as is readily confi rmed by a systematic review of research literature using 
ERIC EBSCO Host  database and key words of  badges  OR  digital credential  AND 
  pre - service teacher     education . The initial search result yielded 181 articles and yet 
a quick scan suggested that many items were not directly related to the above key-
word fi elds. Since Mozilla announced the Open Badge Infrastructure Project   https://
blog.mozilla.org/blog/2011/09/15/openbadges/     in 2011, which signifi ed the badging 
technology becoming available in a form that was open and transparent, further fi l-
tering the literature review data by years (2009–2016) resulted in 50 literature items. 
Of these 50 item results, 25 related directly to Open Badges (or  digital credential-
ing  ) within a broad, education context. This means that the Open Badges was 
referred to across diverse education sectors: formal schooling such as higher educa-
tion; primary and secondary school  curriculum  ; and also in informal or non-formal 
learning contexts. Of these 25 items, six items were linked to Open Badges but were 
not peer reviewed items; the remaining 19 items were peer reviewed articles. Out of 
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the 25 items with Open Badges in an education context two articles were related to 
teacher education. One article was based within the in-service teacher education 
context and discussed using  digital credentialing   to foster personalised, professional 
development for teachers within their work environments (Gamrat et al.,  2014 ). The 
other article included a discussion of initial teacher education at Purdue University 
working with secondary  pre-service teachers   to develop their ICT literacies (Randall 
et al.,  2013 ). This literature review illustrates the concept and practice of  digital 
credentialing   within teacher education is in its very early stages and other education 
sectors may provide insights of what may be possible within initial teacher educa-
tion. A further analysis of the literature suggests that there is a higher proportion of 
theoretical articles often discussing the conceptualisations and debating the benefi ts 
or otherwise of  digital credentialing  ; and case studies, representing empirical data 
of implementation, are only beginning to surface in the research literature. 

3.3.1     Recognition of Complexity of Learning 

 Central to the emergence of  digital credentialing   technologies is the necessity to 
acknowledge the complexity of learning within the twenty-fi rst century and that 
these technologies offer a granular system for recognising the achievements of that 
learning. The complexity of learning involves active learning, often based on social, 
collaborative and inclusive principles and incorporates progressive acquisition of 
knowledge and skills that can be applicable and transferable into new contexts; as 
well as growth and development of attitudes and  dispositions  , (professional) beliefs 
and values that can be adapted in real world scenarios (Knight & Cassilli,  2012 ). 
Such learning is often ‘inter’ or ‘trans’ disciplinary in nature and, in formal education 
such as initial teacher education, disrupts the conventional ways  pre-service teachers   
can demonstrate and represent their learning and for teacher educators to have alter-
native ways for assessing the  pre-service teachers  ’ learning achievements. In partic-
ular,  digital credentialing   offers the prospect of assessing and evidencing learning 
across the initial teacher education course, for example between university course 
work and professional experience.  Digital credentialing   has the potential to create a 
system for this kind of  assessment  , recognition and representation of learning 
achievements. In particular, the potential for a  digital credentialing   ecosystem to 
offer new opportunities for working with employers, the profession and evidencing 
learning in authentic ways via the online platform calls for new ways to assess and 
validate learning achievements and recognition of mastery (e.g., Gibson et al.,  2015 ).  

3.3.2     Fostering Deep Engagement for (Professional) Learning 

 A constant theme within the literature is the role that  digital credentialing   plays in 
 motivation   and engagement for learning; a link often associated with its roots in 
gamifi cation (e.g., Codish & Ravid,  2014 ; Jovanovic & Devedzic,  2015 ; O’Byrne 
et al.,  2015 ; Tunon, Ramirez, Ryckman, Campbell, & Mlinar,  2015 ). Advocates for 
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 digital credentialing   argue that it can support students to develop aspects of deep 
engagement for learning through the development of metacognitive skills such as 
self-regulation (e.g., Devedzic & Jovanovic,  2015 ; Randall et al.,  2013 ) and cross 
curricular deep learning skills such as critical thinking, cross disciplinary learning 
and team work (e.g., Bowen & Thomas,  2014 ; Davies, Randall, & West,  2015 ). 

 Abramovich and his colleagues’ ( 2013 ) seminal work in this area analysed and 
identifi ed two types of models for badges refl ective of the sources that inspired the 
creation of digital credentials. One model is based on merit associated with the 
Scouts’ conceptualisation of badges that represent achievement of specifi c knowl-
edge and skills, which acts as a type of certifi cation. Within this merit-based model 
there is a theoretical assumption that the  motivation   and curiosity for earning a 
badge will transfer to intrinsic  motivation   for setting goals for future learning of 
knowledge and skills. The second model is based on playfulness and the “meta- 
gaming features common to videogames…[that allow] players to earn recognition 
of their in-game achievements outside of the game itself” (Abramovich et al.,  2013 , 
p. 219). In this model, there is a theoretical assumption that the extrinsic  motivation   
of publicly displaying your virtual profi le of your mastery for others to see will sup-
port the player to continue his/her quest to earn further badges. Abramovich and his 
colleagues ( 2013 ) argue that educational digital badges blend the features of these 
two models. 

 In their empirical study, Abramovich and his colleagues examine students’  moti-
vation   for learning from the perspectives of goal theory and mastery in conjunction 
with the  impacts   of students’ prior knowledge and how these factors interact with the 
overlay of earning digital badges. The context for the empirical study is based in 
measuring the motivation of junior secondary students in a low socioeconomic, 
urban school while earning digital badges during a computer-based mathematics 
program. Using Elliot’s (Elliot,  1999 , cited in Abramovich et al.,  2013 ) goal theory 
as a key theoretical framework to analyse their data, Abramovich and his colleagues’ 
empirical study found that various badge types (participatory or mastery of knowl-
edge/skills) affected the  motivations   of learners differently. A key conclusion these 
authors presented is that low performing students tended to gravitate towards earn-
ing participatory badges and provided  motivation   for learning that was often extrin-
sic or reward based. In contrast, the high performing students tended to choose to 
earn the mastery badges that highlighted an intrinsic  motivation   to learn content and 
often interacted negatively with the participatory badges that represented low level 
engagement with mathematical content learning. Hence, Abramovich and his col-
leagues argued that this fi nding has implications for instructional and  curriculum   
designers in their development of the types of badges that are integrated into the 
 curriculum  . They suggest that participatory badges should be limited, or even 
removed, from the  curriculum   because of the negative patterns associated with them 
for low performing students (fostering extrinsic  motivation   learning behaviours) and 
high performing students (often led to a negative correlation with  motivation  ). This 
fi nding provides the basis of one of their key recommendations to designers of  digi-
tal credentialing   ecosystems within curricula: that they “must consider the ability 
and  motivations   of learners when choosing what badges to include in their curricula” 
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(Abramovich et al.,  2013 , p. 230). A similar conclusion has been reached by another 
research team, Codish and Ravid ( 2014 ), who studied personality differences and 
interactions with playfulness in a program that had an overlay of digital badges 
using a gamifi cation approach and its effects on undergraduate engineering stu-
dents. They concluded that to successfully increase playfulness in the learning envi-
ronment,  digital credentialing   and  curriculum   designers need to consider the right 
mix of “game mechanics” and these might need to be changed through the program 
to accommodate the needs of learners such as introverts and extroverts as each 
group responded differently to the gamifi cation use of badges (Codish & Ravid, 
 2014 , p. 144). They also recommended further research is needed to better under-
stand the learners and their learning processes when using  digital credentialing   
embedded in formal learning contexts. These studies begin to advance the concep-
tion that learning within  digital credentialing   ecosystems is complex with many 
interacting factors.  

3.3.3     Personalising the (Professional) Learning Journey 

 Digital credentialing can also act positively as a signifi cant disruptive innovative 
technology in its capacity to create opportunities for personalising the learning jour-
ney. This design principle gives  agency   to learners to make choices about how they 
gain their learning experiences and provide  evidence   to demonstrate and be recog-
nised for their learning achievements. This is particularly useful to support lifelong 
learning and there are instances where  digital credentialing   is being used for profes-
sional learning and development of staff, such as librarians attending conferences 
and earning digital badges to consolidate and demonstrate their professional learn-
ing (Fontichiaro, Ginsberg, Lungu, Masura, & Roslund,  2013 ); and library staff 
undertaking a non-award training program related to customer service (Ippoliti, 
 2014 ). Another example is the proposal to design an Open Badge system and frame-
work to certify a professional association’s (i.e., American Evaluators Association 
[AEA]) members who are evaluators (Davies et al.,  2015 ). The proposed digital 
certifi cation system would focus on recognising the fi ne-grained skills, knowledge 
and experience of an AEA evaluator using valid and reliable  assessment   processes 
and provide the evaluator a platform to showcase the quality of their expertise to 
potential clients using an  evidence   based approach. 

 Being able to draw on lifelong and life-wide learning experiences to curate into 
 evidence   of mastery of knowledge, skills and  dispositions   that are needed for work-
ing in particular careers, provides a powerful platform for the learner to make strong 
connections between formal, informal and non-formal learning. Such potential 
affordances of the  digital credentialing   ecosystem and its associated processes 
builds on authentic or real world learning and developing valuable employability 
skills enabling demonstration of career readiness (Bowen & Thomas,  2014 ; Knight 
& Cassilli,  2012 ; O’Byrne et al.,  2015 ; Thigpen,  2014 ). This type of learning 
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achievement and ability to represent digitally through a rigorous, valid and trusted 
 assessment   process illustrates the divergence of the  digital credentialing   framework 
and processes from conventional course transcripts and testamurs. The  evidence   
curated and represented via a  digital credentialing   system has the potential for trans-
parency of  assessment   process and far more fi ne-grained detail, or  evidence   base of 
learning achievement and experience that is not often associated with modularised 
learning, but rather refl ective of connected learning, building bridges between learn-
ing experiences (Bowen & Thomas,  2014 ).    

4     Can Digital Credentialing Be a  Disruptive Innovation   
in ITE Reform? The  Challenges   and Future Research 
Possibilities 

   At the heart of the most recent call for initial teacher education reform in Australia 
through the  TEMAG   ( 2014 ) report is the requirement to seek graduates who are 
able to provide  evidence   of their professional learning and practice and demonstrate 
how student learning is enhanced in order to illustrate their  classroom readiness  . 
This policy requirement is no small endeavor. In identifying this goal, the Advisory 
Group has recommended the use of the digital  portfolio   as cornerstone (e.g., forma-
tive  assessment  ) and capstone (e.g., summative  assessment  ) strategies that will sig-
nifi cantly work towards addressing the challenge of preparing graduates that are 
‘classroom ready’ as they enter the teaching profession. As previously discussed, 
the  portfolio   approach has an extensive history within initial teacher education since 
at least the 1980s and while ‘going digital’ has signifi cantly increased the potential 
affordances of the  portfolio  , the pedagogical approaches have been shown to have 
critical limitations of success; particularly in relation to its use to demonstrate  class-
room readiness  . 

 The intention of the TEMAG ( 2014 ) reform is to seek new ways of learning and 
working to build enriched and stronger bridges between diverse, high quality learn-
ing experiences for  pre-service teachers   in their coursework and professional expe-
rience contexts. To take up such a reform intention is to call for a disruptive 
 innovation   that re-imagines future teacher education pedagogies rather than return 
to past practices such as the digital  portfolio   that has constraints to deliver on the 
policy intention. This chapter has outlined some of the potential for  digital 
 credentialing   to offer a disruptive  innovation  . This includes the potential of the digi-
tal credential ecosystem and its associated processes to strengthen metacognitive 
 capabilities   to nurture refl exivity within the ‘learning to teach’ for our  pre-service 
teachers  . Such pedagogical use of the  digital credentialing   ecosystem can also facil-
itate greater experiential learning opportunities leading  pre-service teachers   to con-
nect their learning across and between their diverse formal, informal and non-formal 
learning experiences. 
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 However, as with any new digital technology and  innovation  , there are   challenges   
for the teaching profession should they engage with the  digital credentialing   
approach to respond meaningfully to the call for using  evidence   to demonstrate 
 classroom readiness  . A number of these  challenges   and tensions are already surfac-
ing in the research literature (e.g., Devedzic & Jovanovic,  2015 ; Finkelstein et al., 
 2013 ) and as these are yet to be explored in the teaching profession, there will be 
nuances and, no doubt, new  challenges   that will emerge to refl ect the profession’s 
particularities. Issues of designing the digital ecosystems are paramount to embed-
ding the technology within teacher education sector and many of the lessons already 
learned can be used to guide attempts within the sector. For example, through their 
comprehensive Open Badges development framework, Devedzic and Jovanovic 
( 2015 ) provide multiple lenses to consider during the design process within a sys-
temic approach. Others provide further insights into the design such as identifying 
successful and challenging design principles associated with recognition,  assess-
ment   and  motivation   (O’Byrne et al.,  2015 ); and discuss the value and potential of 
disruptive  innovation   and design frameworks within specifi c contexts such as adult 
literacy in the  USA   (Finkelstein et al.,  2013 ). The issue of status of the recognition 
(i.e., what value are afforded by the digital credentials and by whom) and subthemes 
of equity and privacy are also raised by these research teams and others in their 
frameworks (e.g., Gibson et al.,  2015 ; Thigpen,  2014 ). A particular useful discus-
sion of  challenges   and tensions that further these debates of what should be consid-
ered in  design   of  digital credentialing   frameworks is offered by Ahn and her 
colleagues ( 2014 ). They add further complexity through the lenses of  motivation  , 
pedagogy and credentials; and then overlay it with a discussion about the nature of 
openness in the digital credential, which has implications for how far the digital 
disruptive technology may extend. 

 Digital credentialing offers promise and potential to address meaningfully the 
calls for initial teacher education reform; particularly in areas of  evidence   and  class-
room readiness  . Yet as a disruptive technological  innovation   it also presents its own 
sets of  challenges   and tensions. In addition to the technical and pedagogical issues 
that have been discussed here, the overarching issue is one of learning for all stake-
holders within the sector and building a culture of shared understanding of  digital 
credentialing   frameworks that respects the value of what this new digital  innovation   
may bring to enhancing initial teacher education. Such change requires a multifac-
eted approach. It requires re-imagining our cultures and the ways we work as well 
as examining how we can make  digital credentialing   work purposefully for our sec-
tor’s (learning) needs in order to enhance the learning of students in our schools. As 
an emerging fi eld, this chapter indicates there are many possibilities for research to 
underpin and support implementation of  digital credentialing   frameworks in ITE, 
for example: examining and developing pedagogies; gaining a better understanding 
of the complexities of learning processes; exploring effective  design   frameworks, 
principles and processes; investigating the cultures of learning; the role of formative 
feedback and  assessment  ; and exploring the potential for  collaborative learning  .       
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1          Introduction 

  Professional experience (placement/practicum) describes the aspect of Teacher 
Education whereby  PSTs   spend time in schools to observe practice, gain authentic 
 experience   and develop their  professional identity  . Professional experience is recog-
nised as an essential part of  initial teacher education   programs (Le Cornu,  2015 ; 
Ure, Gough, & Newton,  2009 ) yet it is also the site of contestation around how it is 
conceptualised, structured and supervised (Le Cornu,  2015 ). Professional experi-
ence takes multiple forms across universities from block placements (PSTs are sent 
to schools for a set number of weeks at a time) to models such as one day a week 
over a period of time, internships and more extended placements. There are also 
examples of different placement location settings such as virtual placements, over-
seas placements and placements in alternative educational settings. 

 Despite the diverse constructions of practicum across universities, national 
reports into  initial teacher education   continue to question the quality of  professional 
experience   programs. In 2007, the Australian House of Representatives Standing 
Committee on Education and Vocational Training tabled the  Top of the Class  
(Commonwealth of Australia) report into teacher education. In this report, it iter-
ated that “high quality placements for school-based  professional experience   are a 
critical component of teacher education courses” but that there was little consensus 
around “how much practicum there should be, when practicum should begin and the 
best structure for practicum” (p. 67). 

 Despite calls for reform, any  innovation   in  professional experience   is infl uenced 
by regulatory, political and historical contexts. In 2011, the Australian Government 
introduced a national approach to  accreditation   for  initial teacher education   
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 regulated by the  Australian Institute for Teaching and School Leadership   ( AITSL  ). 
Teacher education providers are now required to meet a set of national program 
 standards   that relate to the development, structure and delivery, as well as student 
selection of their courses. Currently,  professional experience   needs to consist of at 
least 80 days for undergraduate programs and 60 days for graduate entry and must 
involve “well-structured, supervised and assessed teaching practice in schools” 
( AITSL  ,  2011 , p. 15). Providers need to document the practicum component of their 
programs including  partnership   relationships with schools. For some universities, 
change in the regulatory environment has encouraged  innovation  . It has meant a 
rethink in the way  professional experience   is conceptualised, a reconsideration of 
the  curriculum   and pedagogy of placement-based courses and the development of 
different practicum models. 

  Innovation   in the area of  professional experience   is also bound by historic notions 
of what practicum is. Stakeholders such as school leadership, teacher mentors and 
the teacher education students themselves have formed, and hold, values and expec-
tations based on their own experiences and “by history and tradition and by the 
universal qualities that are embedded in the tradition of the profession” (Mattsson, 
Eilertsen, & Rorrison,  2011 , p. 3). This history can “facilitate as well as hamper 
certain practices” (Mattsson et al.,  2011 , p. 3) and  innovation  . 

 It is within these histories, regulatory environment and political times that  inno-
vation   around placement in fi rst year courses discussed in this chapter was intro-
duced. The site-based  professional experience   model reported in this chapter has 
been developed by the School of Education at RMIT University and 13 partner 
primary schools in Melbourne, Victoria, Australia. Drawing on a view that learning 
is fundamentally a social process (Brown, Collins, & Duguid,  1989 ; Vygotsky, 
 1978 ), where context or situatedness is key in knowledge construction (Lave & 
Wenger,  1991 ), this model involved placing 209 fi rst year  PSTs   in small groups 
(12–16 students) in partner schools, then pairing the students, their buddy, for their 
 professional experience   placement. Whilst in schools, the small groups were taught 
course content by a school-based tutor. 

 Two sets of literature informed the development of this model including: litera-
ture related to  professional experience  , the importance of  partnerships   between uni-
versity and schools, and the value of  paired placements  ; and literature related to 
transition into higher education and best practice strategies for supporting fi rst year 
students. This chapter begins by examining these two sets of literature then describes 
the elements of the  innovation  , its method of delivery and examines, through focus 
group data,  PSTs  ’ perceptions of being paired/buddied. A number of key implica-
tions in relation to buddies are then discussed.  
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2     Literature 

2.1     Professional Experience  Partnerships   

  Numerous reports into  initial teacher education   in Australia refer to the need to 
improve the quality, with consistent concerns about the lack of connection between 
theory and practice (Ure et al.,  2009 ). This  rhetoric   drives political commentary and 
has been the premise for a number of reports and initiatives. For instance, the  Top of 
the Class  report (Australian Parliament House of Representatives Standing 
Committee on Education and Vocational Training, 2007), argued that at the centre 
of the issue around interconnection was the “current distribution of responsibilities 
in Teacher Education” (p. 2); whereby theoretical components are typically taught 
on campus by faculty and the teaching practicum undertaken on-site in schools by 
practising teachers. The more recent  Teacher Education Ministerial Advisory Group 
(TEMAG)   report ( 2014 ) shared similar sentiments; schools and universities need to 
form closer  partnerships   and practising teachers should be more involved in prepar-
ing  PSTs  . 

 Practicum is generally acknowledged as one site where universities and schools 
can connect, as well as being vital for the development of practical skills for future 
teachers (Ure et al.,  2009 ). Yet, how the practicum should be designed and imple-
mented, and its relationship to university coursework is heavily contested by  policy 
makers  , practising teachers, university educators as well as students. Zeichner 
( 2010 ) is critical of the way universities approach the practicum, arguing that they 
typically have very little involvement in its details, leaving these to be worked out 
between  PSTs   and their teacher mentors. Drawing on his own extensive experience, 
Zeichner suggests that practicum is often perceived by universities as an administra-
tive task. Another problem with the practicum he suggests is that schools and 
teacher mentors know very little about the university coursework, and university 
educators have little knowledge of what happens in schools. Darling-Hammond 
( 2010 ) similarly suggests that:

  … [ the practicum ]  side of teacher education has been fairly haphazard ,  depending on the 
idiosyncrasies of loosely selected placements with little guidance about what happens in 
them and little connection to university work . ( p. 40 ) 

   While there is acknowledgment by  policy makers  , academics, researchers and 
practitioners alike, that university-based coursework and practicum should be more 
connected, achieving this connection is complex. As noted by Grossman, 
Hammerness, and McDonald ( 2009 ):

  …  though scholars of teacher education periodically revise the relationship between theory 
and practice ,  teacher education programs struggle to redesign programmatic structures 
and pedagogy to acknowledge and build on the integrated nature of theory and practice as 
well as the potentially deep interplay between coursework and fi eld placements . (p. 276) 

   In response,  initial teacher education   providers have attempted to improve  pro-
fessional experience   through various innovations involving  partnerships   with 
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schools, including versions of a teaching schools, site-based  curriculum   (Lang, 
Neal, Karvouni, & Chandler,  2015 ) and teacher residencies between universities, 
schools and school districts (Klein, Taylor, Onore, Strom, & Abrams,  2013 ). This 
chapter adds to research around innovations that connect schools and universities 
and focuses on how this  partnership   has been structured to support the transition of 
fi rst year students to university and the profession.   

2.2     Transition to Higher Education 

 Many of the pedagogical and organisational decisions around this  innovation   were 
infl uenced by the literature in relation to transitioning to university that is under-
stood as challenging. This is particularly challenging within  initial teacher educa-
tion  , as  PSTs   often feel vulnerable in their placements (Le Cornu,  2009 ). Given this 
course was located in fi rst semester of fi rst year, it was designed to acknowledge 
both the transition to university and the profession. 

 Studies have repeatedly shown that transition to university, whether entering uni-
versity directly from school or from other starting points, is characterised by stress, 
 challenges   and a sense of being overwhelmed (Harvey, Drew, & Smith,  2006 ; Kift, 
Nelson, & Clarke,  2010 ; Tinto,  1993 ). Indeed, the highest academic failure and 
attrition occurs in the fi rst year of tertiary education (McInnis, James, & Hartley, 
 2000 ) and brings with it substantial social and economic costs (Kuh, Cruce, Shoup, 
Kinzie, & Gonyea,  2008 ). 

 Institutional changes to higher education have also infl uenced transition to uni-
versity. The shift to blended and online models of learning and teaching within the 
university sector also means fewer days on campus (James, Krause, & Jennings, 
 2010 ). The massifi cation of higher education, that is the move to larger and larger 
class sizes, is placing small group teaching practices under threat (Black & 
MacKenzie,  2008 ). Students also face external pressure from the need to take 
employment alongside their study, which may reduce attendance on campus for 
both formal classes and networking with fellow students (Bowles, Dobson, Fisher, 
& McPhail,  2011 ; Hillman,  2005 ; James et al.,  2010 ). The combined effects of these 
recent trends means that students spend less time on campus compared to 10 years 
ago, and less time interacting with one another. There has also been a signifi cant 
decline in the proportion of fi rst year students who feel confi dent that they are 
known by name by at least one teacher, and only 26 % of students believe that staff 
take an interest in their progress (James et al.,  2010 ). The potential for social isola-
tion that results from these trends is concerning since social connectedness is 
increasingly recognised as key to successful transition (James et al.,  2010 ; Kift 
et al.,  2010 ; Masters & Donnison,  2010 ). 

 To counter these effects, the literature suggests that there needs to be an effective 
transition strategy for both student well-being and academic success (Bovill, Bulley, 
& Morss,  2011 ). Some specifi c strategies include creating a  curriculum   where stu-
dents have a sense of belonging and address the personal, social and academic 
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 literacies of fi rst year students (Krause,  2007 ; Reason, Terenzini, & Domingo, 
 2007 ). Other strategies include: orientation activities; academic support programs 
such as study skills (Harvey et al.,  2006 ); formal and informal social events (Kift 
et al.,  2010 ); and explicit forms of peer support through year levels, with more expe-
rienced students mentoring fi rst year students (Bowles et al.,  2011 ; James et al., 
 2010 ). More recent initiatives designed to support the fi rst year experience involve 
creating learning communities, where students are allocated to a specifi c learning 
community for tutorials and seminars and remain in that learning community, shar-
ing common classes for a semester or longer (Black & MacKenzie,  2008 ; Bowles 
et al.,  2011 ; Masters & Donnison,  2010 ).   

3     The  Innovation   

  In 2014, the School of Education at RMIT University reconceptualised  professional 
experience   for its 4 year  Bachelor of Education   program. Drawing on the literature 
outlined above, the new program centres on forming  partnerships   with schools to 
bring about better connections between theory and practice including a co- 
constructed  curriculum  . Each year of the program has a different model/approach to 
 professional experience  . 

 The fi rst year model focuses on providing effective transition to university and to 
the profession in the course  Orientation to Teaching . The course content and  assess-
ment   has been designed collaboratively by practising teachers and teacher educa-
tors. The course begins at university, with  PSTs   undertaking eight two hour 
workshops involving tasks recommended in the transition literature including aca-
demic skills development, getting to know you activities, and scaffolded tasks 
which progressively introduce students to key teaching skills, such as questioning 
and feedback. 

 Based on the transitional literature, we encouraged peer engagement and social 
support through a number of social activities, including establishing a shared 
Facebook page between university staff and students. In keeping with research that 
supports fostering belonging and improving engagement through creating commu-
nities of learners (Black & MacKenzie,  2008 ; Harvey et al.,  2006 ), we placed the 
 PSTs   into small groups of 12–16. We “buddied” them with a peer for support, both 
socially and academically. 

 The course then continued at 13 partner primary schools in Melbourne. Two 
hundred and nine  PSTs   observed and experienced teaching fi rst-hand for two weeks, 
supported by fi ve two hour tutorials taught by a school-based tutor (a practicing 
teacher employed by the university) who customised the core  curriculum   to the 
individual school context. As they undertook the course they applied their knowl-
edge and skills in a teacher mentor’s classroom through activities such as audits and 
observations. The PSTs were required to complete a number of tasks that were 
assessed by the school-based tutor. 

 While there were many aspects of this  innovation  , such as co-constructed  cur-
riculum   with schools, site-based learning, peer learning communities in schools, 
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audits that critically question observation, this chapter examines the key element of 
pairing up  PSTs  ; which was referred to as “buddies”. This pairing was random and 
no effort was made to match partners although PSTs were given some direction as 
to how to work together as “buddies”. 

 Previous approaches to buddied practicum experiences suggest that the benefi ts 
include overcoming the sense of isolation that many fi rst time  PSTs   report (Lang 
et al.,  2015 ) by providing a source of personal and professional support in a situa-
tion where PSTs often feel vulnerable and intimidated (Lang et al.,  2015 ; Le Cornu, 
 2009 ). Being paired fosters opportunities for critical refl ection on practice 
(Manouchehri,  2002 ) in the belief that refl ecting with a peer is not as intimidating 
as refl ecting with a  mentor teacher   (Smith,  2004 ; Walsh & Elmslie,  2005 ). PSTs 
were also exposed to other approaches and perspectives about the same observed 
experiences, helping to broaden their teaching repertoires (Smith,  2004 ). Sharing 
the classroom with a buddy also enculturates PSTs into a profession increasingly 
characterised by team teaching,  refl ective practice  , collegiality, collaborative rela-
tionships and socialised knowledge (Le Cornu,  2009 ; Manoucherhi,  2002 ).   

4     Method 

 The course,  Orientation to Teaching  was delivered in Semester 1, 2014 to 209  PSTs   
who were predominantly preparing to be generalist primary school teachers. The 
majority of the PSTs were female (86 %), aged between 18 and 39 years (mean age 
of 21), and Australian-born (89.3 %) with English as their language spoken at home 
(81.3 %). Following the completion of the course, we invited the PSTs to participate 
in a variety of focus group discussions led by an independent facilitator. Some 42 
PSTs participated across the four focus groups that were held on separate days over 
a two week period. The focus group discussions used a number of open questions to 
prompt discussion around their experiences in the course and its design. The four 
focus groups included:

    1.    a random sample of  PSTs   who were buddied from a cross section of schools 
(only one of the buddies was invited to participate);   

   2.    a selected group of  PSTs   who had not been buddied (due to student withdrawal 
or uneven numbers);   

   3.    a selected group of international  PSTs  ; and   
   4.    an open forum where everyone was invited to attend.    

  Discussions were audiotaped and transcribed. The research team then identifi ed 
in the transcript when being buddied was discussed. Findings from each focus group 
are presented in Sect.  5 . The main issues identifi ed are then discussed thematically 
to examine the buddy role in placements in fi rst year courses.  
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5      Findings 

5.1       Focus Group: Buddied Group 

 This focus group included 12  PSTs   participated in this focus group. When asked 
specifi cally about having a buddy, several of the PSTs commented favourably. 
“Loved it” was one response, and “I had a really good buddy experience,” was 
another. Often, as each  PST   gave their response they offered a justifi cation for their 
response, and these differed from supporting learning to personal reasons. For 
example, in terms of learning, one PST commented that having a buddy enabled her 
“just to clarify my views and things that were happening in the classroom.” Another 
PST commented that having a buddy exposed her to other ways of handling 
situations:

   I thought it interesting ,  like I ’ d see some of the ways my buddy would approach the kids 
about certain things ,  topics. I was like ,  I hadn ’ t thought about it like that before but it ’ s 
really interesting to see . 

   This  PST   also added:

   At the end of the day we would always like debrief ,  how we felt about the day and  …  upcom-
ing tasks and stuff ,  what we ’ re going to do to prepare ,  do we need help with this . 

   Another  PST   perceived that having a buddy enabled her:

  …  to fi nd out as well how you work best. Like sometimes there are certain activities where 
we do decide we ’ re going to do this because that ’ s what works for us. So ,  I think just as a 
learner as well ,  it ’ s good to work out how you like to do this . 

   However, other  PSTs   provided less favourable responses to being paired with a 
buddy. One  PST   commented that having a buddy “took away from the work”. 
Another PST elaborated on this theme and added:

   I was really having to help her get through the task and just constantly supporting her. All 
my focus was on her most of the time and not actually what I’m supposed to be doing . 

   Not all the  PSTs   had a defi nitive view; one  PST   highlighted this tension. Initially, 
when he had not been assigned a buddy he was pleased. “I was really lucky because 
I didn’t have a buddy” adding that as a result, “It was about me all day long. 
Whatever I needed I got. I had all the attention on me and I loved that. I didn’t need 
to compete with anybody else”. 

 When he realised that a buddy was being assigned he commented, “it was the 
fi rst day panic set in.” As he elaborated, he became very suspicious and quite ner-
vous about the motives underpinning the buddy design, commenting “I thought that 
they designed this buddy system for a reason. Maybe  PSTs   in the past weren’t very 
confi dent?” and this possible  motivation   seemed to make him anxious. Later in this 
same conversation he turns full circle commenting that when his buddy was 
assigned, he realised there were benefi ts:
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  …  because I got to not keep so many things to myself. Like if I thought about what was hap-
pening with the kid or interaction between the student and the teacher I could go to my 
buddy and ask him what did you think of this ?  What did you think of that ? 

   Many of the negative comments about having a buddy were mostly personality 
based, including “I was with a lovely girl but I found her very hard to work with and 
although I was patient and professional at all times, I know there was a lot of extra 
stress”. 

 Others felt that even if the pairing was not ideal, it was a reality of what they may 
experience in schools. One  PST   commented, “if you’re put with someone who 
doesn’t work well with you, you’d have to take that on board as an experience in 
itself.” Another commented, that experiencing such a pairing could prepare for the 
workplace “because there is always going to be people in your profession that you 
might not be best friends with, you might not get along with, so experiencing that 
now, you’re sort of more prepared for it”. 

 Another  PST  , who acknowledged that while she didn’t “have the best experi-
ence” added that “you’ve got to think of everybody else in the course and how it can 
benefi t them.” 

 The issue of whether  PSTs   should have been able to choose their own buddy was 
one that generated considerable discussion in this focus group. This is typifi ed in the 
following comment:

   the buddy system was a huge hit and miss  …  it was pretty much pot luck for all of us 
because we didn ’ t know who we were going to be partnered with and I don ’ t think that ,  you 
know ,  the coordinators of this course researched all of us and our personalities and said 
let ’ s mash these two up together and create this awesome union. So ,  it was really just 
random . 

   The issue of choosing your own buddy didn’t come up in the non-buddy group 
or the international group, but was raised in the open forum discussed in Sect.  5.4  
(below). 

 When asked about how they specifi cally related with their buddy, again mixed 
views were expressed. One  PST   responded that she thought this relationship was 
one-sided and felt under pressure and assumed more of a parental relationship with 
her buddy:

   I was always having to touch base with her and make sure that she understood what was 
required of her to do. And yeah ,  I emailed her like every night just to remind her about little 
things because I was a buddy. I felt like that if she didn ’ t do something it would let us both 
down ,  so I always feeling that pressure that I had to keep on ,  that things were getting done. 
It ’ s a joint effort and at times I felt like I was doing more work . 

   Another commented that her relationship with her buddy was very different:

   I think it helped that I already knew my buddy ,  so like I would pick her up from the bus every 
morning and we would go together ,  everything together. As far as our assignment went ,  we 
would send emails back and forth , ‘ oh I ’ ve added this ,  what do you think of what I ’ ve added 
in that ’. 
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   And yet another  PST   commented that she and her buddy worked rather indepen-
dently from one another; “we had a lot of discussion and that but when it came to 
actually teaching and doing class stuff we were very independent.” 

 In summary, members of this focus group found benefi ts in using their buddies 
as a sounding board, to explore ideas and different perspectives about the same 
experiences. Being with a buddy exposed them to different approaches to situations 
and helped to develop their own practice. Many buddies worked in highly collabora-
tive and supportive ways, whereas other buddies supported each other, but operated 
at more independent levels. For some, however, particularly where  PSTs   perceived 
themselves to be more experienced or capable, buddies were seen as a burden.  

5.2     Focus Group: Non-buddied Group 

 This group of eight  PSTs   was not assigned a buddy. We were interested to research 
their views to see how not having a buddy may have infl uenced their experience. For 
this group being placed in the one school with a peer group rather than having a 
buddy seemed to matter more, “I think that having a buddy isn’t necessary but hav-
ing a group of teachers like learning teachers is a really good thing.” 

 This group of  PSTs   commented that they liked not having a buddy. As one of 
them said, “I preferred being alone” as she thought that having a buddy would 
restrict what she was able to do. As she elaborated, “I was by myself in the class-
room, I really felt like I can just do everything as my teacher mentor wanted me to 
do by myself and just like, be more me than both of us”. As another  PST   similarly 
commented, “I got to do so much more than they got to do because it was simply 
that there was one of me”. Not surprisingly, this focus group paid minimal attention 
to the issue of buddies, preferring to discuss other core aspects of the course.  

5.3     Focus Group: International Pre-service Teachers Group 

 To this group of four  PSTs   having a buddy was one of the best features of the 
course. For the most part, PSTs in this group commented that they felt anxious 
about placement, and that having a buddy provided them with support:

  …  for me ,  stepping into a new environment like a primary school in Melbourne ,  I was really 
daunted by the prospect. I was really worried about what I was going to do in that environ-
ment. But having a buddy was really helpful in the sense that she motivated me and encour-
aged me to do well . 

   Also commenting that, “I know nothing about Australia’s schools. When I fi rst 
met her, she just tell me, no worries, I’ll help you. That actually comforted me a lot.” 
The buddy feature was seen as important: “Especially for the fi rst placement for fi rst 
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year. Because we’re so confused. We worry about what we are going to do, just in 
class by ourselves, but with two persons, we can talk to each other, discuss”. 

 This assistance and support was a common theme throughout the comments:

   My buddy just assists me and helps me a lot. So she  [ my buddy ]  tells me if there ’ s something 
I don ’ t know ,  just ask her. Sometimes in some classes I have to ask her to explain what the 
teacher is talking about ,  or the process. I am really glad and thankful for the buddies . 

   Having a buddy to some also meant that they could work as a team:

   He [my buddy] doesn’t have experience with the children like I had experience with chil-
dren, so I could help him with the children, but he could help me with how to organise my 
work, put my lesson plan together.  

   However as one of the  PSTs   commented, not all pairs worked in teams.

  … there was no team work. They were just doing it for themselves ,  working in competition 
with each other. This moved on to the others in the school. Everyone started to become more 
competitive. Even my buddy started to become more competitive. There was a lot of change 
over the weeks. She started to become a bit rude to me in front of the teachers : “ It ’ s your 
turn now ,  come on !” 

   Buddies, for the international students, were a conduit to understanding the unfa-
miliar culture of Australian classrooms. However, varying perceptions of ability by 
some of the Australian  PSTs   over the period of the practicum lead to a sense of 
competitiveness.  

5.4      Focus Group: Open Group 

 This group was the largest focus group with 42  PSTs   in attendance. Many of their 
opinions echoed that of the buddied focus group (Sect.  5.1 ) and tended to support 
the notion of being paired, especially as this was their fi rst placement: “For fi rst year 
students and fi rst placement in primary school, it was just a huge support for my 
buddy and we helped each other a lot”. It was also seen as providing support from a 
peer: “It was really good to have someone at the same level as you so it’s not quite 
as scary because you are not there by yourself being shoved into that situation”. 

 Similar to the buddied focus group (Sect.  5.1 ), the reasons for liking the buddy 
ranged from personal, learning and professional understanding, and for some  PSTs   
multiple reasons, for example:

   Initially when I found out we were going to have buddies in the classroom with us I was a 
little bit disappointed …  in the end I ended up loving it because I actually felt more confi dent 
more than I probably would have done on my own in the classroom. I would have really  … 
 I could stand up there and I could do the questioning and I really felt a lot more confi dent. 
We did things that I probably wouldn ’ t have done otherwise. I found it really good . 

  I spent the fi rst week with a buddy ,  I spent the second week alone and I did not like that 
at all. It was ,  I just ,  it was all right ,  it was good because I got more opportunities to learn 
but I didn ’ t have that person to lean on and sort of help me through it all as well . 
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   An issue that didn’t arise in any of the other focus groups was around self- 
imposed comparisons when buddied. For example, one  PST   commented:

   During class time I found that I would watch my buddy and how he interacted with the kids 
and I would kind of refl ect on myself. So I was constantly comparing myself  …  I thought he 
was a little bit more ahead. So ,  I was like all right ,  how can I ,  you know ,  change my teach-
ing so I ’ m on par with him . 

   In a similar vein, another noted:

   I found at certain times I would again watch my buddy and how she was reacting and I ’ d 
kind of sometimes I ’ d feel ,  I think the kids like her a little bit better or they are just becoming 
a little bit more attached or she ’ s acting more natural and fl uent with them than I am . 

   As with the other groups, there were a number of  PSTs   who weren’t supportive 
of the buddy model:

   I think in our classroom especially it was very crowded and like its exactly like you have 
different views and you just go about things totally differently  …  I would much prefer to just 
like for the fi rst day sit back and be able to watch the teacher interacting with the student . 

   Again, however, the issue of uneven relationships with a buddy arose:

   My buddy was lovely. It ’ s nothing against her but having years of experience in early child-
hood and teaching we weren ’ t on the same level. And although she was here to support me 
and that was great and if I had a question that was fi ne ,  but working together we had very 
different views and I get that that ’ s a great introduction into teaching because there will 
always be somebody in your teaching staff that is different ,  but different levels of profes-
sionalism ,  different levels of what I would expect from a buddy and what I expect to be as a 
buddy . 

   The fi ndings demonstrate that the relationships between buddies are complex 
and variable. Focus group data suggests that a number felt that buddying had advan-
tages such as overcoming the sense of isolation, providing support and being able to 
share ideas and debrief on lessons with peers rather than teacher mentors. Others 
were less favourable. The issue of whether  PSTs   should be able to choose their 
buddy generated considerable discussion. Focus group data also suggested that 
working in a pair, or even in a group, requires more support and planning than was 
originally assumed. However, a number of themes arose that need further discus-
sion (see Sect.  6 ) to better understand this  innovation   being utilised in a fi rst year 
placement.   

6      Discussion 

6.1     Buddy Up: Learning Potential 

 This study reinforces much of the research around the benefi ts of pairing  PSTs   for 
placement as identifi ed in the literature. 
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 Many of the  PSTs   in this study felt that the  paired placement   allowed them to 
share problems, concerns and worries with a person in the same situation who was 
not assessing them (Smith,  2004 ) and they valued the support of a peer (Gardiner & 
Robinson,  2010 ). This support came in multiple forms: practical support, “picking 
me up from the bus”; personal support, “I felt more confi dent”; supporting  refl ective 
practice  , “just to clarify my views”; and support with learning. This was similar to 
King’s ( 2006 ) research that found that pairing students increased confi dence, pro-
vided a peer to share problems, the highs and lows of the classroom, and to share 
resources. 

 Some  PSTs   reported that they learned vicariously from watching each other 
teach (Smith,  2004 ) and provided different perspectives about the teaching process, 
“I hadn’t thought about it like that before” and helped each other take pedagogical 
risks, “we did things that I probably wouldn’t have done otherwise” (Gardiner & 
Robinson,  2010 ). It seemed that working in pairs provided PSTs with an additional 
layer of support that enabled them to make meaning from their early teaching expe-
riences; “it’s not quite as scary.” Working in pairs also helped them gain confi dence 
in their ability as teachers and they began to see themselves as teachers as they 
engaged in learning conversations with their partners (Harlow & Cobb,  2014 ). This 
may not have been the case if they had been placed alone with their mentor as 
research has found that often the dialogue between PSTs and their mentors tends to 
be “directive and focused on pragmatic tasks, such as which lessons to teach, what 
to do to differently next time” (Gardiner & Robinson,  2010 , p. 204). There was 
 evidence   that some PSTs engaged in more open-ended brainstorming and problem 
solving as well as feedback on each other’s teaching. This may be because the peer 
relationship is more equal than the mentor/student relationship and the peers were 
more comfortable questioning and analysing each other’s teaching than they would 
be engaging in similar talk with their  mentor teacher   (Gardiner & Robinson,  2010 ). 
This was evident in comments where PSTs felt they might “annoy” their mentor 
with questions and concerns but felt more “on the same level” as a peer.  

6.2     Buddy Up: Transition Potential 

 The buddy approach, set within learning communities of students placed in schools 
and taught by a school-based tutor, supports elements of a transition pedagogy. The 
 innovation   supported social networks amongst fi rst-year  PSTs   and many of the stu-
dents spoke about how the intimacy of buddying up acted to promote close bonds 
and a sense of belonging to a community of learners in ways that larger, university 
tutorial classes may not have supported. 

 The focus group with the most positive views about the buddy system was the 
international focus group. International students, particularly those from non- 
Western backgrounds, face signifi cant  challenges   that can impede their successful 
transition to their new university environment (Goldingay et al.,  2014 ). Teacher 
education students can struggle with communication issues, cultural differences, 
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fi nancial burdens, heavy workloads and diffi culty in developing relationships with 
local students. This can lead to high levels of anxiety. One of the benefi ts of the new 
fi rst year program is that, whilst on placement, international students are with stu-
dents who are familiar with the culture of Australian classrooms and, through peer 
and group discussions both formally and informally, support is there for the interna-
tional students to understand and interpret what they were seeing and 
experiencing.  

6.3     Buddy Up: Potential for Competition 

 Pairing worked well when both  PSTs   had a positive attitude to learning, were 
respectful and helpful towards each other and the teaching staff (Walsh & Elmslie, 
 2005 ) and perceived each other as being on relatively equal footing (Gardiner & 
Robinson,  2010 ). However, competitive individualism (Schniewind & Davidson, 
 1998 ) emerged in some instances. Being buddied made it diffi cult for some PSTs to 
avoid comparison, either overtly or covertly, “I was constantly comparing myself”. 
They buddying system was less successful where there were perceived differences 
in ability, either academic or practical; “we weren’t on the same level” which cre-
ated a sense of competition (King,  2006 ). Perceptions of disparity emerged from a 
PSTs’ comparison of their own performance and ability with their buddy’s, or if one 
 PST   perceived that the teacher mentor favoured their partner over them, or had not 
created a balance of individual and shared learning experiences within the class-
room. Feelings of competition and comparison (Walsh & Elmslie,  2005 ) also 
emerged in relation to  assessments  . Tensions sometimes arose where PSTs were 
encouraged to work as a team but were assessed individually. 

 Universities often pre-suppose that students arrive with the maturity and skills 
necessary to work in a professional setting with peers, but such skills are rarely 
explicitly taught. Many fi rst year  PSTs   generally come from backgrounds where 
individualism and winning is valued, rather than from a more collectivist or colle-
gial stance.  

6.4     Buddy Up: Potential for Teacher Education 

 While some of the literature tends to report pairing of  PSTs   for organisational or 
pragmatic reasons, for example, the relative scarcity of school placements and 
teacher mentors (King,  2006 ), in this study they were purposefully paired to support 
transition and the belief that working together may build “collegiality, peer feed-
back and socialised knowledge” (Manouchehri,  2002 , p. 735). The idea that from 
fi rst year, we are embedding professional dialogue, peer feedback, working in 
teams, collaboration and  refl ective practice   in initial teaching education may make 
it more likely to become a foundation of their practice (King,  2006 ). However, the 
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focus group data revealed that  paired placements   present complexities such as 
unprofessional behaviour, individualised competition and at times seeing peers as a 
burden. PSTs questioned the random buddying of students and recommended that 
we spend more time researching personalities and capabilities to engineer more 
productive buddying. However, setting aside the practical and resource implications 
from this suggestion, one of the foundations of teaching is working with others, 
therefore it is imperative that we provide opportunities, especially for fi rst year 
PSTs, to collaborate and develop these skills. We acknowledge that we have our role 
to play in preparing them for this  challenge  . We may have to focus time and energy 
in teaching collaboration skills, problem solving, active listening, and overcoming 
personality  challenges   as this will be a feature when they enter the teaching 
profession.   

7     Conclusion 

    So ,  I guess the constructive criticism would be then for the coordinators to emphasis so no 
matter who you ’ ve been paired with there are positives …  because if  [ they ]  don ’ t get along 
with their buddy and they are not working together they could be really  …  let down ,  and 
saying  “ this sucks I don ’ t get along with this person ”…  There are always positives … (  PST   , 
 buddied group ) 

   This chapter provided comment and research around  PSTs  ’ perceptions of the 
buddy model for  professional experience   using data from four focus groups. The 
decision to buddy students was based upon the literature around practicum to better 
facilitate professional conversations and learning that connect theory and practice. 
It was also informed by the transition to university literature, with calls to foster 
learning communities and encourage social and professional networks. 

 The fi ndings from the focus groups offer insights into the complexities involved 
in buddying  PSTs   on practicum. Some PSTs felt there were positives including: 
learning possibilities,  professional engagement   through dialogue and personal ben-
efi ts such as increased confi dence. Others were less favourable, often citing person-
ality clashes or differences in workplace experience, commitment or knowledge of 
course requirements as well as competitive individualism. Focus group data sug-
gested that working with a buddy does require a certain skill-set. There is much we 
can do in an  initial teacher education   program to support the development of teach-
ing professionals that goes beyond classroom instruction, behaviour management 
and content. Given the current demands of the teaching profession, we will need to 
create innovative  professional experience   models such as buddying to prepare them 
for the  challenges   of collaboration. Further, it is necessary that we provide develop-
ment opportunities for PSTs to learn about themselves and strategies for working 
with others and the skills to become refl ective practitioners.      

J. Elsden-Clifton et al.
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1          Introduction 

   I didn’t realise that listening, really listening to the children, was pretty hard. I really had to 
focus and practise it. So having the chance to interact with the children in small groups gave 
me the opportunity to interact with a focus and apply theory we have learnt in lectures and 
workshops. (Melanie, First Year Pre-service Teacher, 2013). 

   This chapter calls for teacher education programs to reconceptualise approaches 
for developing and enacting quality pedagogical interactions among  pre-service 
teachers   ( PSTs  )   . This focus emerged from a concern that research examining what 
PSTs learn through authentic experiences in classrooms is overwhelmingly domi-
nated by reports on what they learn from  supervising teachers  . Coupled with this 
there is a dearth of research specifi cally investigating what PSTs learn through 
classrooms interactions with students; an issue of practical concern for education 
globally (Grossman, Hammerness, & McDonald,  2009 ; Woodruff & Brett,  1999 ; 
Zeichner,  2010 ). To counter this tendency, the specifi c  innovation   reported in this 
chapter was premised on a need for PSTs to overtly focus on [re]conceptualising the 
effi cacy of pedagogical interactions with students in professional experience 
classrooms. 

 A central argument of this chapter is that a focus on classroom talk must be 
‘designed-in’ to teacher education. This attention would provide a strategic pathway 
for  PSTs   to understand classroom interaction practices in a strongly reasoned and 
grounded way. Such a policy direction would ultimately launch practical founda-
tions for developing and implementing quality lessons initially across their teaching 
degree, but in the longer term form a strong platform for  PST’s   teaching effi cacy in 
their future profession. To make the argument, the chapter draws on fi ndings from a 
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3 year empirical study conducted at a regional Australian university that called for 
an explicit focus on developing quality classroom interactions and dialogic pedago-
gies. The overarching emphasis was for PSTs to examine the particular interactive 
practices or strategic  talk moves  required to achieve the outcomes of the  curriculum   
at the same time create a more dialogic and participatory classroom culture. 

 This chapter re-theorises the development of  quality teaching      practices in teacher 
education by illustrating how a focus on practising interacting with students in 
classrooms infl uences what  PSTs   learn about teaching from listening to and inter-
acting with students in fi rst year school placements. Taking a 360° view, accounts 
from classroom teacher mentors, teacher educators and PSTs, such as Melanie in 
the opening quote, will be presented as illustrative empirical material that suggests 
that learning teaching practices is not only informed but formed through interrogat-
ing the theory-practice nexus  in enactment  (Edwards-Groves,  2014a ).  

2     Research Context 

 The research is set against both a political context and a social context. Politically, 
teacher education is increasingly subject to and challenged by standardised neolib-
eral approaches characterised by a globally-infl uenced, accountability-driven, per-
formative culture. Socially, teacher education is entrenched within a media climate 
that pushes education towards a ‘back to basics’ line in the quest to raise the quality 
of teaching, sometimes at the expense of creativity and  innovation  . However, to 
understand teaching as it is developed there is a pressing need to understand that it 
is fundamentally anchored in sociality. 

 The sociality of teaching is well documented. In fact, the essence of teaching has 
long been associated with language and interaction (Bakhtin,  1981 ; Mehan,  1979 ). 
The role of teacher-student talk in classrooms has been the topic of educational 
research for many decades, and connections between teacher talk and student’s 
learning have been well researched (Alexander,  2008 ; Barnes,  1976 ; Cazden,  2001 ; 
Edwards & Westgate,  1987 ; Freiberg & Freebody,  1995 ). Despite the attention ped-
agogical talk receives in academic and professional literature, there have been rela-
tively modest  impacts   on the interactive practices of teachers (Fisher,  2010 ). This 
may well be because explicit instruction about the role of talk as a pedagogical tool 
receives little prioritised space in teacher education. Consequently, this lack of 
attention often leaves  PSTs   to interact with students in classroom lessons in a default 
mode of practice based on replicating known or ‘remembered’ patterns of interac-
tion from their own schooling (Love,  2009 ). Such default practices (seemingly more 
traditional, didactic, prescribed, teacher dominated talk) limit the scope for student 
participation in their lessons and so, in their learning. What is needed is a new 
default; one that shifts thinking and practice-in-action towards a more dialogic and 
participatory approach.  
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3      An Overview of the “Talking to Learn” Research 
and  Innovation   

  The  Talking to Learn  was an  intervention   designed to raise the profi le of classroom 
interaction as critical for producing lesson talk with highly focused intellectual 
rigor. In the project, fi rst year  Bachelor of Education    PSTs   were guided by teacher 
educators and classroom teacher mentors to pay explicit attention to the details and 
patterns of discourse in teacher-student exchanges. The focus on interaction 
practices- in-interaction is critical since it is at this level of granularity that the ways 
that classroom talk works pedagogically is made visible. 

 The project involved fi ve layers of  talking to learn : fi rst,  PSTs   learned about 
classroom talk and interaction; second, they observed and listened to talk between 
teachers and students in classrooms; third, PSTs observed talk between students; 
fourth, they practised, initially in pairs, interacting with small groups of four to fi ve 
students in classrooms; and, fi fth, they participated in mentoring conversations. 
Each layer was interconnected in its underlying focus to provide PSTs with oppor-
tunities to:

    1.    participate in overt instruction about classroom interaction and the role of talk 
for learning;   

   2.    focus their observations on the teacher’s repertoire of interaction practices in 
classrooms;   

   3.    listen to students;   
   4.    develop their own quality dialogic practices through authentic, situated interac-

tion experiences with small groups of students;   
   5.    talk with peers and classroom teacher mentors in mentoring conversations 

involving focused refl ection, feedback and debriefi ng (adapted from Timperley, 
 2001 ); and to   

   6.    systematically monitor and record  evidence   of individual learning (Edwards- 
Groves & Hoare,  2012 ).    

  Specifi cally,  PSTs   focused on how lessons unfolded interactionally to pay atten-
tion to particular pedagogical “talk moves” (Edwards-Groves,  2014b ) that infl u-
enced classroom learning experiences. 1  This formed the basis for feedback offered 
in mentoring conversations centred on how teachers  and  PSTs:

•    Engaged in whole class, small group and individual interactions  
•   Focused on building dialogue  
•   Invited students to sustain and extend responses  
•   Encouraged other children to expand on the responses of others  
•   Demonstrated active listening by reframing, repeating or revoicing  
•   Allowed appropriate wait time for thinking and rehearsing  

1   This focus was initially based on the collective work of Alexander ( 2008 ), Churchill et al. (2010) 
and Anderson, Chapin, and O’Connor ( 2011 ). 
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•   Gave timely and learning focused feedback  
•   Provided specifi c [and stage appropriate]  curriculum   information  
•   ‘Vacated the fl oor’ so students had opportunities to direct their talk, and  
•   Enabled refl ection    

 Prior to the in-school experience, volunteer classroom teacher mentors partici-
pated in three 2 h workshops conducted by participating university academics 
(including the author). These sessions focused on classroom interaction, enacting 
dialogic approaches for classroom participation and facilitating mentoring 
conversations.   

4     Aims/Objectives 

 This chapter aims to illustrate the nature and extent of  PSTs   learning about dialogic 
teaching from observing, listening to and interacting with students in classrooms. 
Research examining the development of a repertoire of classroom interaction prac-
tices among PSTs is limited. Indeed, research reporting on PSTs observations of 
teaching interactions appears to be mainly located in analysing videoed lessons 
(Xio,  2013 ), or in lessons focused on mathematics (Harkness & Wachenheim,  2008 ) 
or music (Haston & Russell,  2012 ). This chapter argues that unless teacher educa-
tors directly lead PSTs to look deeply beyond the surface level ‘activity’ of class-
room teaching and view interactive practices as the object of overt instructional 
focus, understandings about effective pedagogy will simply remain superfi cial 
(Edwards-Groves,  1999 ).  

5     Background Literature 

 Classroom talk, in practice, remains a taken-for-granted routinised dimension of the 
everyday activity of the classroom.

  But herein lies the key point, it is so commonplace, so regular, so ordinary and mundane 
that as teachers we often take-for-granted its purposes, its power and its position in peda-
gogy. We often neglect to consider it as our practice – and as a core practice – so it slides 
into the background as a focus of our deliberate refl ection, critique and development. 
(Edwards-Groves, Anstey & Bull,  2014 , p. v) 

   In one way, its everyday ness  has rendered classroom talk to be rarely the subject 
of overt, continuing and in-depth focus in teacher education courses. Indeed, ‘if 
students [ PSTs  ] are striving after a form of knowledge, which they believe to be ‘out 
there’, rather than mutually constructed [through talk], and subject to change, they 
may well undervalue dialogue as a cognitive stepping-stone and fail to use it in 
practice’ (Fisher,  2010 , p. 38). So, to claim a focus on purposeful classroom talk 
within the realm of teacher education, this section will foreground its purposes, its 
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power and its position as an important pedagogical resource for enacting  quality 
teaching     . As this chapter argues, if as suggested by decades of research it is impor-
tant for teaching and learning, then purposeful classroom talk  must hold a central 
place in teacher education programs. This section will describe:

•    the sociality of teaching and learning,  
•   the nature of classroom talk,  
•   talk as a pedagogical resource; and  
•   mentoring conversations for learning teaching practice.    

5.1     The Sociality of Teaching and Learning: Intersubjectivity, 
Interaction and Interrelationships 

 Participating in interaction is a locally produced social accomplishment among 
speakers and hearers (like teachers and students). In these interactions teachers and 
students encounter one another in intersubjective spaces as interlocutors (or co- 
participants in dialogues), in interactions and in interrelationships (Kemmis et al., 
 2014 ). These intersubjective spaces form particular communicative avenues for par-
ticipating in lessons that unfold in moment-by-moment teacher-student interactions 
(Barnes,  1976 ). From this, lessons are evolving interactive events (Edwards-Groves, 
 1999 ) comprised of simultaneously constituted language, activities and relation-
ships that, as a social enterprise, take place in:

•     semantic space  whereby through ‘sayings’ a shared language, in which meanings 
are shared and mutually understood in talk exchanges, is possible;  

•    physical space - time  whereby through ‘doings’ in shared locations and activities 
in space and time are possible; and,  

•    social space  whereby through ‘relatings’ shared encounters with others afford 
different kinds of interrelationships, roles,  agency   and power are possible. 
(Kemmis et al.,  2014 )    

 These spaces are always and ever interconnected, intertwined and mutually con-
stitutive; each forming, reforming and transforming the space of the other. As les-
sons unfold in these three spatial-temporal dimensions teachers and students 
encounter one another in an interlocutory activity of meaning making that simulta-
neously creates the social-political context in which they rely (Edwards & Furlong, 
 1979 ). As meaning makers, participants in interactions orient towards one another 
and the world through language as a mechanism to come to shared understandings 
about, or make sense of, what one another is saying, doing or how they are relating 
to each other and the world. To  accomplish   lessons, teachers and students use lan-
guage to make sense of and to comprehend what is necessary and relevant to the 
particular classroom context, community and discipline at the moment of enact-
ment; thus forming a discourse that is shared, mutually produced and understood.  
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5.2     The Nature of Classroom Talk: Language Games, 
Learning and Lessons 

 Participating in classroom talk is distinctive from participating in everyday conver-
sations. Decades of research into the nature of classroom talk have identifi ed a 
number of patterned ways language is used to orient teachers and students towards 
one another and the world (in their lessons). Lesson talk is easily recognisable by 
its dominant three-part turn-taking exchange system described as the Initiation- 
Response- Feedback (IRF) structure (Mehan, 1978; Sinclair & Coulthard,  1975 ). 
Typically teachers orchestrate the IRF by taking the fi rst turn formulated as an ini-
tiating question (I); the second turn is generally allocated to students to respond 
(R); the third turn generally returns to the teacher who provides feedback or an 
evaluation (F). As a result the IRF creates an exchange structure that provides two 
turns for teachers and one for students; and it is the teacher who generally controls 
who gets a turn to talk, the development of a topic and what counts as relevant to it 
(Cazden,  2001 ). Consequently, lesson-talk “involves a largely subordinate com-
municative role in which turns are allocated by the teacher” (Edwards & Westgate, 
 1987 , p. 175). 

 Classroom talk is characterised by other distinctively patterned and routinised 
social exchange systems, for example ‘asking pseudo questions and right-answer 
seeking’ (Edwards & Westgate,  1987 ) or ‘trial  and collect’ (Freiberg & Freebody, 
 1995 ). 2  These patterns, forming recognisable classroom “language games” 
(Wittgenstein,  1958 ) 3 , often limit scope for extending thinking, displaying reason-
ing and exercising initiative through discussion or dialogue (Alexander,  2008 ). 
Noting, that the IRF structure remains the default pattern of classroom talk; its place 
in organising students behaviourally and socially is undisputed. 4  In fact, it is consid-
ered important for managing instructional interactions. Nonetheless, it remains a 
covert taken-for-granted pattern in classroom talk. In its most basic form, it can lead 
to a very teacher-centric pattern of interaction unless deliberate  and  conscious 
moves are made by the teacher to achieve more dialogic practices rather than mono-
logic or teacher dominated talk.  

2   Note: for a fuller description see Edwards-Groves, Anstey, & Bull,  2014 . 
3   According to  Wittgenstein ( 1958 ) a language game is a shared, collective, intersubjective achieve-
ment involving one or more interlocutors who share broad ‘forms of life’ (like particular teachers 
and students participating in a particular lesson in a particular classroom). 
4   Note: It is not the intention of the author to criticise the IRF (it forms an important, and possibly 
necessary, organisational mechanism for teaching); the intention is to raise consciousness of its 
 taken - for - grantedness  and the constraints it can put on creating dialogic and participatory class-
room interactions. 
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5.3     Dialogic Talk as a Pedagogical Resource 

 Dialogic talk is considered a pedagogical resource that promotes thinking and 
 learning (Mercer & Littleton,  2007 ) with exchange structures that lead classroom 
interaction to be collective, reciprocal, supportive and inclusive, purposeful and 
explicit, cumulative and refl ective (Alexander,  2008 , p. 37–43). At its most infl uen-
tial, it opens up the communicative space to build currency that supports students to 
use language more fl exibly, productively and purposefully (Edwards-Groves, 
 2014b ). More dialogic approaches give students opportunities to vocalise, organise 
their thoughts into coherent utterances, hear how their thinking sounds out loud, 
listen to how others respond, and hear others add to or expand on their thinking 
(Anderson et al.,  2011 ); making thinking and learning empirically visible. 

 To develop participatory lessons, Edwards-Groves et al. ( 2014 ) outlined particu-
lar dialogic  talk moves  that build in interactive mechanisms that enable students to 
learn through both vocalising and listening (see pp. 88–105). Teacher practices such 
as pressing for reasoning, repeating and revoicing (O’Connor & Michaels,  1996 ), 
allowing wait time, using open ended questioning and vacating the fl oor to allow 
student-student interactions, “reduces unsubstantiated illogical reasoning and opens 
up the possibility for multiple interpretations to be explored and challenged, mini-
mises risk and error, and expedites the ‘handover’ of concepts and principles” 
(Alexander,  2008 , p. 103). Such practices form new language games that produce 
more rigorous, academically enriched, purposeful lesson talk that can accomplish 
high intellectual engagement. It is argued that  PSTs   need to be explicitly taught and 
then practice enacting these.  

5.4     Mentoring Conversations for Learning Teaching 

 Edwards ( 1995 ) suggested that mentoring is “the constant zigzag of action and dis-
cussion with someone more expert in the practice” providing a platform for  PSTs   to

  translate their experiences into frames provided by public knowledge and to acquire the 
more powerful language frameworks so that they become insiders in the professional dis-
course and able to articulate it and keep it public and open to scrutiny rather than tacit or 
private (p. 598) 

   From this, mentoring conversations have been defi ned as both

  dialogic and pedagogical. It is a communicative and transformative practice whereby two 
or more people engage in learning conversations facilitated by an experienced other. These 
conversations are focused on learning, are critical in nature, based on  evidence   from experi-
ences and actions, are accountable for making connections between theory and practice and 
involve timely responsive feedback and collaborative goal setting. The intersubjective 
dimensions of mentoring practice – their sayings, doings and relatings – are coherent and 
comprehensible to each interactive participant. (Edwards-Groves,  2014a , p. 163) 
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   Therefore, facilitating mentoring conversations ‘specifi cally focused’ (Hudson, 
 2004 ) on classroom dialogue requires conversations that are:

    (i)     critical  – whereby  PSTs   are challenged to be analytic, to justify or interpret, 
extend and critique their own and others’ actions and responses;   

   (ii)     focused on learning  – whereby  PSTs   are led beyond arbitrary descriptions of 
practice to examine their actions and interactions about:

    (a)    the learning of students in classrooms, and   
   (b)    their learning as novice teachers.    

      (iii)     based on    evidence    – whereby dialogues are substantive and utilise evidentiary 
talk (connected to authentic actions and interactions as experiences) to exem-
plify learning and extrapolate meanings;   

   (iv)     connected to theory  – whereby conversations are framed as being accountable 
to the professional discourse supporting  PSTs   to become insiders to the profes-
sion as they translate practices into language, activities and concepts informed 
by theory; and   

   (v)     responsive  – whereby timely feedback is provided and space is created for col-
laborative goal setting. (Edwards-Groves,  2014a , p. 163)    

  This chapter maintains that to be instructive, mentoring conversations conducted 
with classroom teacher mentors need to accompany the learning encountered in 
teacher education courses in the university setting. As interdependent learning con-
texts, both are pivotal in leading  PSTs   (through collaboration, support and guid-
ance) towards the development of knowledge and skills in interpreting, critiquing 
and adapting interactive practices for themselves (Edwards-Groves & Hoare,  2012 ).   

6     Theoretical Framework 

 Participating in classroom practices requires coherence and comprehensibility 
among the interactive participants about  what counts  as relevant at the time; that is, 
at the moment of saying particular things, doing particular things and relating to 
others in particular ways  in practice . From this, the chapter is positioned within the 
realm of practice theory and draws on the theory of practices architectures (Kemmis 
et al.,  2014 ) which seeks to describe, in fi ne-grained ways, the practices, arrange-
ments and spaces that infl uence and shape teaching and learning as it happens in 
particular sites in particular ways. 
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6.1     The Theory of Practice Architectures 

 The theory of practices architectures (Kemmis et al.,  2014 ) 5  pays close attention to 
the details of practices formed by interconnected sayings, doings and relatings. It 
attends to the interconnectedness between the dimensions of language, work and 
interrelational power found in particular intersubjective spaces where people meet 
one another. Kemmis and colleagues  2014  propose that broader education practice 
fi elds – like teacher education, teaching and student learning – are comprised of 
other constitutive practices that are always organised, informed and shaped by three 
kinds of mutually infl uential and interconnected practice architectures:

    1.     cultural - discursive  arrangements formed in semantic space and relate to  sayings , 
thinkings, language and discourse,   

   2.     material - economic  arrangements formed in physical space-time and relate to 
 doings , activities, material resources and the organisation of physical set-ups, 
and   

   3.     social - political  arrangements formed in social space, and relates to  relatings , 
interrelationships, power, solidarity and  agency  . (Kemmis et al.,  2014 )    

  These arrangements are always interconnected and overlapping (also described 
by Kemmis et al. as  enmeshed ). 

 The theory of practice architectures is fundamentally an ontological approach 
(after Schatzki,  2002 ) that emphasises that practices, like teaching and learning, 
need to be understood in relation to the place where they happen. These places (like 
classrooms) are distinctive, particular, unique and peculiar and because of this, the 
practices that take place there are also distinctive, particular, unique and peculiar.   

7     Methodology 

 The study was a three-year  qualitative    research   conducted by a regional university 
in New South Wales, Australia, in  partnership   with a local school system. The study 
(reported in Edwards-Groves & Hoare,  2012 ) investigated the implementation of 
the  Talking to Learn  project, outlined in Section  3  above. 

 Data collection periods were mainly in the fi rst semester in each year of the 
study. Semi-structured focus group interviews (Mertens,  1998 ) were conducted 
with volunteer  PSTs  , classroom teachers and academics at the end of the semester. 
Interviews were audio-recorded and transcribed to build participant accounts and 

5   The description of theory of practice architectures presented in this chapter is a necessarily brief 
and somewhat malnourished account of the theory; a fully articulated description can be found in 
Springer text: 

 Kemmis, S.,  Wilkinson , J.,  Edwards-Groves , C.,  Hardy , I., Grootenboer, P. & Bristol, L. (2014). 
 Changing Practices ,  Changing Education . Singapore: Springer 
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associated attributions of participant experiences and explanations of the interactive 
practices in focus (Freebody,  2003 ). Over the three-year period, total participants 
included 346 PSTs (participating in the in-class program) of which 24 PSTs 
(arranged in pairs) volunteered to video-record their small group interactions with 
students in classrooms. Other participants included 16 classroom teachers, six 
teacher educators and all PSTs who participated in the fi nal survey. 

 Classroom teachers and volunteer  PSTs   were issued with a small recorder (Flip 
Camera) for the duration of the study to record classroom  observatio  ns, mentoring 
conversations and small-group interactions. Additionally, all PSTs recorded their 
ongoing experiences, insights and learning in a refl ection journal. Informed consent 
was given by participating PSTs, teachers,  principals  , students, care-givers and 
teacher educators.  

8     Analysis and Discussion 

 This section draws on selected excerpts from the corpus including semi-structured 
focus groups with  PSTs  , and interviews with classroom teachers and teacher educa-
tors. These excerpts are typical of the accounts offered by others in each group. 
Thematic analysis of participant accounts reveals four central points: observing and 
learning to listen, practising and learning to interact, the role of mentoring conversa-
tions and what this means for reconceptualising teaching as interactive practice. All 
names are pseudonyms. 

8.1     Observing and Learning to Listen 

 Focused observations of classroom lessons, with the specifi c intention of listening 
to teacher-student interactions emerged as pivotal for  PSTs   conceptualising and 
framing views about what teaching entails. PST comments such as “I didn’t realise 
that really listening to the children was so hard. I really had to focus and practice it” 
(Bethany) directly connected to the value placed on intentional listening within the 
realm of developing listening pedagogies (Egan,  2009 ). For PSTs, it emerged as a 
dynamic aspect of learning about teaching. Like Bethany, Harrison (next) identifi ed 
that listening was harder than he had expected:

  By listening to their responses [to teacher’s questions], straight away I realised I would need 
to work on my vocabulary and not to talk down to these students. I didn’t realise they knew 
so much; their knowledge was very impressive. (Harrison) 

   Their realisations oriented to the importance of listening for learning (Zyngier, 
 2007 ); and that they had to practise it. For them, listening emerged as a personal 
resource for developing a strong foundation for understanding student knowledge. 
This insight is mirrored by Charlise and Ryan who acknowledged the need to treat 
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students’ knowledge and contributions to classroom discussions as genuine 
resources for advancing learning and thinking.

  For me active listening was a key to how much I learnt. I actually had to learn to listen to 
them with more careful precision … I completely underestimated how much they already 
knew and could do … I[need to] listen with intent. (Charlise) 

 Through listening I learnt I really need to build on what they know; they know so much 
already. It completely changed my view that I just give them the content. (Ryan) 

   For these  PSTs  , learning about teaching, learning to teach and enacting teaching 
required listening to be developed as a pedagogical practice. Listening to student’s 
responses oriented  PST’s   thinking towards clarifying the pedagogical meanings 
attributed to classroom practices. As Ryan’s comment illustrates, listening recon-
ceptualised his view about the nature of pedagogy “that [he] really needs to build on 
what they know”, and of teaching in that he “completely changed [his] view that 
[he] gives them the content”. Their comments show genuine engagement with lis-
tening as a pedagogical practice that develops responsivity.  

8.2     Practising and Learning to Interact 

 In this study, practising and learning to interact was enabled by changing the broader 
intersubjective spaces in which  PSTs   encountered students and  mentor teachers  . 
PSTs had early experiences to observe classroom interactions and practice interact-
ing with group groups of students in classrooms with the focus on interacting rather 
than waiting for a later formal placement then being assessed on their teaching. 
Accounts below offer personal insights into their understandings and experiences 
“practising” pedagogical talk.

  Authentic interactions in classrooms are the only way to truly gain an understanding of the 
role of teacher talk in children’s learning; it allows you to experience it. For me I didn’t 
really get that the interactions were so important; I had to work at it. (Joel) 

 Engaging in classroom interaction … helped me understand and relate to the theory we 
do… You can put things like open questions and wait time into practice and observe the real 
 impact   it has as you are doing it… you don’t realise until you are actually in the classroom 
interacting with children that you get a real sense of what that means for their learning. 
(Elana) 

   Empirically, their comments highlight shifting understandings among fi rst year 
 PSTs   about the value they placed on fi rstly, ‘actually’ practising interacting with 
students in classrooms; and secondly, how they attributed much of what they had 
learned about teaching to learning to listen and interact with students. For example, 
Elana and Joel clearly recognised that through their practice-in-action they came to 
know that different types of classroom talk practices do different kinds of pedagogi-
cal work. In general it was found that the many underlying beliefs held by PSTs 
about what teaching actually entailed were re-conceptualised, summed up by Oliver, 
who stated “It wasn’t as easy as I thought; I had to really practise and work on it, 
how hard would it be to talk to kids. I was surprised by that.”  
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8.3     Understanding the Repertoire of Dialogic Practices 
Through Mentoring Conversations 

 Mentoring conversations provided the collaborative and communicative space for 
 PSTs   to deepen understandings about the repertoire of dialogic practices. Through 
their interactions with peers and their mentor teacher, PSTs were guided to inter-
pret, critically refl ect on and evaluate their practice development within this interde-
pendent relationship (Darwin,  2000 ). This arrangement formed a distinctive 
relational space between PSTs and mentors that over time enabled their ‘practice’ to 
be refi ned and developed in connection to theory. Importantly, PSTs recognised the 
democratic and collaborative nature of the mentoring practices being likened to 
“being in a team” as Tom pointed to below:

  Tom:  Working with Andrea was like being in a team, with no judgement… 
through the mentoring I learnt I need to ask more open questions … allow 
the students to take the fl oor … get them to talk amongst themselves… they 
learn and grow in knowledge with each other, the student who understands 
can solidify their own knowledge and for the student who does not, they 
may learn from their friend. 

   Characterising Tom’s mentoring experiences were collaborative social-political 
arrangements that enabled him to “practise without judgement”. For him, this 
enabled the development of specifi c ideas about questioning and the reciprocity 
between students’ learning as they interacted with one another. These practice archi-
tectures were instrumental for forming practical knowledge about the repertoire of 
classroom talk practices; there was a direct interconnection between practising, 
mentoring and learning. 

 Learning about the range of interactive mechanisms for developing engaging 
teaching and learning practices were interconnected with mentoring feedback; a 
point reinforced in the next extract.

     Ruby:     … focusing on the different ways the teacher gets the kids involved was so 
important. Like how my mentor got the kids to explain more about the 
topic; just saying things like “tell me more about that” was so easy; it really 
got the kids talking. Then discussing it with him [teacher mentor] after 
made it make so much sense because he could explain the difference it 
made to the kids learning; I could see it actually. 

    Mary:     The whole feedback thing was … the most important part … it helped me 
to know where to improve in things like “wait time”… it was based on what 
I was doing…and we didn’t have the pressure of being formally assessed. 

    Hamish:     The mentoring helped encourage and support us in how they [mentors] 
observed how we worked with students … I could really understand why 
thinking and talking about talk was so important for student’s learning. 

       Encouragement and support were recognised by Hamish to be an important char-
acteristic of the kind of mentor feedback “which assisted them to really understand” 
(Hamish) “the difference it made to the kid’s learning” (Ruby). Such responses 
illustrated  PST’s   acknowledgement that focused and timely feedback offered in the 
mentoring conversations enabled consideration be given “why thinking and talking 
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about talk was so important for student’s learning”.  PSTs   attended to the distinctive 
ways their mentor used talk for different pedagogical outcomes, for instance, using 
wait time for thinking or having students explain or extend their point further. 

 Classroom teacher mentors also valued the focus on interaction in mentoring 
conversations as a space for learning about teaching. As suggested by Edwards- 
Groves (2014), practising and critically refl ecting on their experiences is a central 
goal for mentoring conversations; a point highlighted by teacher mentor Andrea in 
this interview extract:

  … their questioning had developed by the end of the eight weeks,… they were able to draw 
the information out of the kids without telling them what to put on the page… At the start 
you could see them thinking about how they were going to say things … when they were 
questioning it was a lot of leading questions, they were giving the children answers … and 
a lot of them picked up on that after the fi rst day, like they were saying “oh my gosh I can’t 
believe I even asked that question”… 

 One thing about the process was that we had time, time to learn, time to practise, and 
time to adjust their practices… 

   Andrea suggested that time and regularity were infl uential factors for enabling 
the development of particular kinds of dialogic practices (described earlier by 
 PSTs  ). PSTs needed time to translate their practical interaction experiences into the 
professional discourse (Edwards,  1995 ) and so enter the shared discourse or ‘say-
ings’ of dialogic teaching. Andrea continued:

  It was really interesting watching their teaching growth … at the same time it was about 
them talking directly about what they experienced and trying to use professional ways to 
describe it… 

 By the end … [mentoring conversations] were becoming a lot more open, everyone was 
contributing and it was a real conversation… which after time…they were able to take the 
theory and then try it … put it into practice … apply it … it was a real cycle of action, refl ec-
tion and change…They could begin to understand what teaching is really about. 

   Andrea oriented to the reciprocity between her actions as a mentor and those of 
the  PSTs  . She acknowledged their shared roles and suggested the close intercon-
nectivity between her expert support and their openness to learn. Her comments also 
point to both the pedagogical nature of the conversations and the complexity of 
“learning to interact with children in classrooms” at the same time to “learning to 
participate in the conversations” whilst taking on the professional discourse to 
describe their experiences. Andrea also recognised that participating in “real con-
versations” that were both dialogic and analytic, grounded in the  evidence   of their 
practical experiences and involved an increasingly refl exive relationship between 
university and classroom contexts.  

8.4     Reconceptualising Teaching as Interactive Practice 

 To conceptualise their understandings of the sociality of pedagogy,  PSTs   observed, 
practised, refl ected on and analysed classroom practice in and through site-based 
interactions; that is, at the “primordial” level of teaching (Freiberg & Freebody, 
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 1995 ). As PSTs observed teaching practices in action and then practised listening to 
and interacting with students, they reconceptualised what constituted teaching and 
learning. This is highlighted in Dylan’s comment:

  Being in the classroom and really focusing on how the teacher organises the talk is so 
important, it really gave me confi dence to have a go myself without being in the formal 
practicum situation. Now I really have a feel for teaching and what difference talk makes to 
kid’s learning. (Dylan) 

   Here Dylan explicitly articulated his shift in perspective about the role of teacher 
talk and its direct connection to learning. Responses from  PSTs   in a focus group 
interview (below) illustrated the development of understandings about the intricate 
and consequential patterns of classroom interactions.

     Belle:     I couldn’t believe how the different prompts the teacher used changed what 
kids said, I never thought about that part of it before. Simple things like how 
she asked them to explain more about their ideas 

    Harry:     It’s about getting kids to talk more 
    Terry:     I noticed when the students work in groups or pairs they all work together, 

bouncing ideas off each other… it really encourages them to talk and to 
listen to each other. 

    Claudia:     I think that might have something to do with Andrea’s teaching style … like 
she vacates the fl oor… And like she’ll say like ‘what are the biggest  chal-
lenges   facing Antarctica?’ and these kids are just bam, bam, bam, and 
they’re all just building on each other’s points. 

    Terry:     And there’s no hands, there’s no waiting, there’s just give us all your knowl-
edge, share it. 

    Claudia:     … you know when you’ve asked a good question you just don’t get a word 
in because they just keep building on each other’s knowledge and I’m 
thinking, my teacher is going to think the kids do all the talking and I’m 
doing nothing ((all laughing))… 

    Dane:     I think the knee-to-knee is actually a good way the teacher ‘vacates the 
fl oor’ and gives all the kids the chance to talk, give their opinion, say what 
they have learned. I was honestly amazed about how different it was. 

    Matt:     At the start I did all the talking, I thought that was my job. But the thing I 
learnt from Andrea was with the ‘no hands up’ … ' I was amazed it worked 
at all.’ was like the children were actually learning a lot of things that a lot 
of people our age don’t even know how to do, and that’s just wait for some-
body else to fi nish speaking before they come in and speak… and they were 
very good at it, and they sat there silently and let this person speak … 
They’re getting it, to know when they can go and speak without cutting the 
other person off, and so you could tell they were really listening to each 
other; that’s part of language for the rest of your life… 

       Across this excerpt,  PSTs   oriented to different ways classroom talk worked. For 
them, teaching was bound up with practice architectures; that is, PSTs identifi ed the 
interconnectedness between the ‘sayings’ or discourse (the language structures or 
what was spoken e.g. Antarctica), the ‘doings’ or physical set-ups (group work or 
sitting knee-to-knee partner work), and the ‘relatings’ or the social-political arrange-
ments (by talking in pairs or small groups, taking turns, sharing knowledge). 

  PSTs   oriented to the construction of purpose-built teaching-learning exchanges 
(Freebody,  2003 , p. 127). For instance they could distinguish between the different 
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ways turn-taking was managed; for example, some students were organised to turn 
‘knee-to-knee’; others experienced the ‘no hands up’ approach; others applied wait 
time or open-ended questions. Others identifi ed that  because  the teacher ‘vacated 
the fl oor’ students were mobilised to build on each other’s points and share knowl-
edge. These comments form reconceptualisations about teaching and learning inter-
active practices with important implications for their formation as teachers.   

9     Reconceptualising First Year Professional Experience 

 The  innovation   reported in this chapter overtly centred on changing the practice 
architectures in teacher education by re-designing opportunities for  PSTs   to exam-
ine the development of the “language games” associated with teaching (Edwards & 
Westgate,  1987 ). Through a focus on classroom interaction and dialogic pedagogies 
(Churchill et al.,  2011 ; Eilam & Poyas,  2009 ), engaging in  classroom observations  , 
practising or rehearsing (Ball & Forzani,  2010 ), and participating in mentoring con-
versations (Timperley,  2001 ), PSTs formed particular intersubjective mechanisms 
for understanding the role of talk for learning in teaching. Re-designed practices 
provided an authentic context for ‘informed participation’ in learning about teach-
ing (Edwards, Gilroy, & Hartley,  2004 ) that provoked reconceptualised notions of 
what constitutes teaching. 

 Results revealed that  PSTs   experiences overtly shifted towards understanding the 
sociality of classroom practice by (i) treating classroom talk (theoretically) as a 
pedagogical resource that leads learning in lessons to be active and participatory, 
and (ii) enacting pedagogies (practically) that facilitate deeper engagement with 
 curriculum  . Through their experiences, PSTs were guided to interpret not just their 
observations (as in Hennissen, Crasborn, Brouwer, Korthagen, & Bergen,  2011 ) but 
connect their practical in-practice experiences to particular theoretical frameworks 
for teaching, acknowledged in Sarah’s comment:

  When I am doing my reading I think, ‘I saw that happening’. I could see how the teacher 
tried to bring them in through her talk, and I could see how group work really helped the 
children talk and learn from each other. Now that I have seen it, practised it and can under-
stand it, and it has helped me write more critically about it. 

   By drawing on demonstrations, the enactment of practices and guided by the 
expertise of experienced classroom teachers  PSTs   were explicitly able to connect 
classroom experiences directly with their university learning and the realities of 
their future profession. As Patrick, the teacher mentor, indicated, “practising inter-
acting prepared PSTs with the basics … to develop their understanding of how to 
respond differently to each child, and how to talk and act  for  student learning”. The 
program recognizably contributed to the PSTs ability to communicate profession-
ally; expressed here by teacher mentor, Peta, “they have noticeably improved their 
ability to talk in a focused manner with students; we now have a shared language to 
talk about teaching.” This shift was also identifi ed by Fran the teacher mentor,
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  We really notice the change when they come in later in the year for their offi cial …place-
ment; there is a higher level of ease as they talk with other teachers and with children in 
classes. From the beginning they act like professionals … are able to interact with the kids, 
it is a defi nite and noticeable change to the university students we have had previously. 

   Another teacher Robyn stated:

  The power and value of Talking to Learn has been phenomenal… We found that these  pre- 
service teachers   have learnt to value the power of spoken word and the  impact   it has on the 
lives of students. I’ve found this program directly allowed these young teachers to develop 
their ability to refl ect on their understandings and their practice, gaining a deeper under-
standing of the processes, skills and strategies being used and how to develop talking and 
learning within the classroom. 

   Threaded through the above excerpts, classroom teacher mentors provide 
dynamic descriptions of the particular conditions and practice arrangements that 
stimulated and supported the practice development of  PSTs  . Comments revealed 
their perceptions about how PSTs formed, reformed and transformed notions of 
teaching and their reconceptualised views about the social intricacies and substan-
tive nature of the dialogues encountered in classroom interactions. 

 Academic staff similarly endorsed the infl uential nature of this approach for con-
necting theory with the practical realities of teaching well. The program infl uenced 
student engagement in university courses as highlighted in this remark by teacher 
educator Tonia (English), “It has changed how  PSTs   talk in class and the profes-
sional and technical language they use, they make real connections between the 
theory we cover and what they experience by engaging with children in classrooms”. 
This view resonated with observations made by Graham (Mathematics) who stated:

  It is this program that can be attributed to way our university students interacted and 
engaged with the children who come in for the yearly Maths Day. I was amazed how differ-
ent this year’s group were compared to previous years; they seemed so natural with the 
children … the program had a real infl uence on learning to be with children and how to 
interact with them in learning situations… this is a real fl ow on from what participating in 
the Talking to Learn program teaches them. 

   These data illustrate the importance of connecting theoretical propositions made 
within teacher education programs with authentic interactions between  PSTs   and 
students in classrooms, signifying the nexus between theory and practice. 

 In conclusion, it was found that framing the in-class experience around dialogic 
teaching practices and situating these in the classroom made the focus authentic and 
timely for fi rst year  PSTs  . Specifi cally, PSTs identifi ed that:

    1.    they had to learn to listen, it didn’t come naturally;   
   2.    they had to learn to interact, for many it was taken to granted and time for prac-

tising was needed;   
   3.    listening was a foundation for understanding student knowledge; many didn’t 

realise, and were surprised by, what students knew;   
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   4.    responsivity was important in teaching; that is, by listening closely to what 
 students said provides valuable information to which teachers should respond;   

   5.    that classroom interactions form an intersubjective mechanism for teaching and 
learning;   

   6.    classroom interaction was a pedagogical tool; and   
   7.    their role was both as a teacher and as a learner.    

  Overall, outcomes have the potential to directly inform the wider global debate 
questioning the effi cacy of teaching and teacher education. To meet ongoing politi-
cal and social expectations, pressures and  challenges   concerned with teacher  quality      
and pedagogy, the focus on classroom interaction needs to move swiftly and more 
directly into teacher education programs. Results presented in this chapter suggest 
the need for teacher education to take a “practice turn” (Reid,  2011 ) and reconcep-
tualise its own practices by explicitly orienting  PSTs   towards the complexity of 
teaching-learning processes by developing talk and interaction as dynamic peda-
gogical resources. To do this teacher education policy needs to prioritise the practi-
cal and theoretical implications of classroom interaction as pillars for developing 
teaching effi cacy.  

10     On Becoming a Teacher: Conclusion 

 Becoming a teacher involves entering and participating in the practices and practice 
architectures of teaching and teacher education. Undeniably, a key goal of teacher 
education is to create spaces for  PSTs  , in their processes towards becoming a 
teacher, to make sense of what constitutes quality teaching   , both theoretically and 
practically. And so to conclude, I return to some words from Melanie (First Year 
PST, 2013), who remarked:

  This approach is so fantastic for scaffolding your learning in all subjects at university. 
Becoming a teacher is a process, I never thought about it like that. But by going into the 
classroom and working with the children every week from the beginning, and being sup-
ported by my peers and the classroom teacher in our mentoring conversations I have learnt 
about the way talk works, how to bring kids along in their learning. You know the fi ner ways 
to get them engaged and extend them, things I never considered at all. I can now see and 
feel the stuff we are learning at uni and it somehow makes so much more sense. 
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1          Introduction 

 In 2014, the report of the Australian Federal Government’s Teacher Education 
Ministerial Advisory  Group   ( TEMAG  ,  2014 ) found that during the Professional 
Experience (PE) component of  initial teacher education  , “quality is limited by a 
lack of integration of theory and practice, and by a lack of integration of the work of 
providers and schools” (p. 31). It subsequently identifi ed the establishment of for-
mal PE  partnerships   with stronger links between theory and practice as a strategic 
area for the improvement of  initial teacher education  . 

 This chapter reports on one university’s response to the  TEMAG   ( 2014 )  chal-
lenge   to bridge the  theory-practice gap   in  initial teacher education   through better 
integrated PE  partnerships  . It focuses on an innovative  school-university partner-
ship   model designed to improve the quality of early “observation-focused” 
PE. Specifi cally, the  partnership   aimed to develop shared understanding between 
school and university partners about how to teach  pre-service teachers   about teach-
ing in this context. With this shared understanding, school-based and university- 
based teacher educators collaborated to develop and implement a structured PE 
 curriculum   for two 5-day observation-focused PE blocks for  pre-service teachers   in 
their second year of a  Bachelor of Education   program. The chapter reports on the 
effectiveness of that program from the perspectives of the mentors who delivered it.  
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2     Aims 

 Recognising the crucial role that mentors play in assisting  pre-service teachers   to 
connect theoretical concepts to their daily practices in schools (Goodnough, 
Osmond, Dibbon, Glassman, & Stevens,  2009 ), the study sought to develop a model 
for early PE. The aim of the model was to encourage theory-practice integration 
amongst  pre-service teachers   by cultivating quality mentoring practices grounded in 
mutual understanding of how best to create educative PEs at the early stages of 
 initial teacher education  . Specifi cally, the purpose of the study was to:

•    counter the traditional allocation of one mentor to one  pre-service teacher  , 
instead exploring the educative possibilities of a community of mentors working 
with a cohort of  pre-service teachers  ;  

•   develop, implement and evaluate a structured PE  curriculum   for two 5-day 
observation-focused PE blocks in the second year of a  Bachelor of Education   
program; and  

•   understand the infl uence of university-led mentor professional  learning   on men-
tors’ approaches to working with  pre-service teachers   during the PE.     

3     Background 

 The following section elucidates the background to the study. It includes both the 
research background (key literature and conceptual frames) and the contextual 
background to the  partnership   at the centre of the study. 

3.1     Literature 

 According to Clarke, Triggs and Neilson ( 2014 ): “although [mentors] have a con-
siderable infl uence on the ways in which [ pre-service teachers  ] come to know and 
participate in the profession, they are not always fully aware of the extent and 
strength of this infl uence” (p. 31). The  TEMAG   ( 2014 ) report similarly recognised 
the fundamental role of quality mentoring in ensuring educative school-based PEs 
for  pre-service teachers  . At the same time, it emphasized both the uneven quality of 
individual mentoring and the systemic “lack of structured training to ensure that 
[mentors] have the necessary skills to supervise, provide support and feedback, and 
assess [PE] placements” (p. 32). Lack of preparation for mentors is identifi ed as a 
key problem across a range of international teacher education contexts (Clarke et al. 
 2014 ), leading to calls by researchers for more and better preparation for their roles 
(see, for example, Graham,  2006 ; Leshem,  2012 ; Maynard,  2000 ). 

 Professional learning has been shown to improve mentors’ understanding about 
how to teach  pre-service teachers   about the more complex aspects of  quality   
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  teaching  . Collaborative, university-led professional learning is especially  productive 
as an approach to changing and improving practices (Graham,  2006 ; Maynard, 
 2000 ). Ongoing mentor professional  learning   situated during the PE itself is par-
ticularly powerful since it provides an immediate context to explore and apply new 
ideas, thus offering immediate benefi ts to  pre-service teachers   as well (Forgasz, 
White, & Forsyth,  2015 ). 

 The Community/Cohort  partnership   model at the heart of the current study is 
premised on engaging the signifi cant involvement of tenured university-based 
teacher educators in the PE as a fundamental strategy to bridge the divide between 
school and university based learning (Allen, Ambrosetti, & Turner,  2013 ; Beck & 
Kosnik,  2002 ). The  partnership   arrangement refl ects the kind of work undertaken in 
some Professional Development school contexts, such as Graham’s ( 2006 ) work in 
which mentors and university based teacher educators collaborated to develop a 
“formal experiential  curriculum  ” (p. 1122) for the PE.  

3.2     Conceptual Frames 

 This study is signifi cantly infl uenced by Zeichner’s ( 1990 ) categorisation of six 
obstacles that hinder  pre-service teachers  ’ PE learning. Despite speaking from the 
US context some 15 years ago, many of these obstacles persist and continue to 
apply across a range of international contexts (including in Australia):

    1.    The tendency to understand the PE as an “unmediated and unstructured 
apprenticeship.”   

   2.    The absence of a structured PE  curriculum   and the attendant lack of connection 
between school-based and university-based learning about teaching.   

   3.    Lack of professional learning for mentors about how to enact their roles.   
   4.    Poor resourcing of the PE by universities, including low status within the univer-

sity of PE related work.   
   5.    Similarly poor resourcing and low status of the PE in schools.   
   6.    The confusing and discrepant framing of teachers as refl ective practitioners on 

one hand and as technicians on the other (Zeichner,  1990 ).    

  In order to respond meaningfully to these  challenges  , Zeichner ( 1990 ) called for 
PE reform on three levels: organizational, curricular, and structural. More recently, 
Zeichner ( 2010 ) outlined a range of models and approaches as examples of power-
ful  innovation   and reform. A unifying feature of what are otherwise quite disparate 
approaches is the focus on creating hybrid, third-spaces that offer theory-practice 
integration by reimagining the relationships between universities and schools. 

  Third    space   theory (Bhabha,  1994 ) has been enthusiastically taken up in teacher 
education research (see, for example Martin, Snow, & Franklin Torrez,  2011 ; 
McDonough,  2014 ; Williams,  2013 ; Zeichner,  2010 ). As its metaphorical associa-
tions imply, it offers a powerful alternative to the problematic binaries that plague 
teacher education discourse: in particular, theory/practice and university/school. 
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Instead,  third    space   theory offers the alternative view of teacher education  transpiring 
in hybrid, third spaces that “bring practitioner and academic knowledge together in 
less hierarchical ways to create new learning opportunities” (Zeichner,  2010 , p. 92). 
The PE model that is the focus of the current study was designed to respond to 
Zeichner’s obstacles and offers one example of this new kind of  third space   PE 
 partnership   in action. 

 Another key concept is Graham’s ( 2006 ) categorisation of mentors’ understand-
ings of their roles in one of two ways. She captured the essential difference as that 
of  maestro   versus  mentor  . According to Graham:

   Maestros are excellent teachers who provide models of practice , [ whereas ]  mentors incor-
porate the role of teacher educator into their vision of cooperating teacher. Mentors con-
sciously and carefully structure the clinical experience to nurture the professional growth 
and development of the    intern   . (p. 1122) 

   Graham’s distinction between  maestro   and  mentor   is helpful because it articu-
lates the infl uence of the mentor’s role perception on how the PE will ultimately be 
enacted, as either Dewey’s ( 1904 ) apprentice (maestro) or laboratory (mentor) 
model. A key aim of the Community/Cohort PE model designed for the current 
study was to engage mentors in professional learning about their roles in order to 
consciously engender a “mentor” mindset.   

4     Context 

 The  partnership   pilot study involved  pre-service teachers   enrolled in their second 
year of a secondary  Bachelor of Education   double degree program at a research- 
intensive university in Melbourne, Australia. The nature of the double degree pro-
gram means that  pre-service teachers   undertake fi ve days of PE per semester in each 
of their fi rst three years of study, fi nishing off with 25 days of PE in each of their 
fi nal two semesters in their fourth year of study. Pre-service teachers are tradition-
ally placed in schools that are geographically close to their homes, and allocated to 
mentors on a one-to-one basis. In their fi rst year,  pre-service teachers   are placed in 
primary school settings. In their second year, they are placed in secondary schools 
but they are not necessarily placed with a mentor who teaches in their method area. 
The  curriculum   and focus for the second year PE is, therefore, somewhat unclear. 

 The school partner, Keymore Secondary College, 1  is situated across two cam-
puses (A and B) in Melbourne’s southeast. It is a government school with a high 
proportion of students from non-English-speaking and refugee backgrounds. The 
school is strongly committed to  pre-service teacher   education and provides PEs to 
large numbers of  pre-service teachers   from multiple Victorian universities each 
year. 

1   Pseudonyms are used throughout the chapter to maintain the confi dentiality of school and indi-
vidual participants. 
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 The Community/Cohort model that is the focus of this study was the second PE 
pilot undertaken between the school and university partners. The fi rst pilot project 
was conducted in 2014 and involved mentor participants in a structured and ongoing 
mentor professional  learning   program and has been reported elsewhere (see, for 
example, Forgasz et al.,  2015 ). 

 The mentors who participated in the Community/Cohort pilot study were also 
involved in the mentor professional  learning   pilot program. As such, they had 
already undertaken some professional learning about their roles as mentors. There 
were eight mentor participants in total, four from each Keymore College campus. 
Six of these eight participated in the research interviews that form the basis of the 
current study. There were three males and three females. Two research participants 
were from the Campus A community of mentors. They were Jona (Sciences, Maths, 
and Investigate 2 ) and Peter (Maths). Four Campus B mentors participated in the 
research interviews. They were Linda (Sciences), Stuart (Maths, Game Design, and 
Daily Organiser), Greta (Visual Arts and Year 10 Coordinator), and Emma (Drama, 
English, Investigate and Year 8 Coordinator).  

5     The Community/Cohort Model 

 The Community/Cohort model piloted an approach to early observation-focused PE 
which would break with the traditional allocation of one mentor to one  pre-service 
teacher  . Instead, a  community of mentors  would collectively mentor a  cohort of    pre - 
 service teachers    within a single school site. Although each mentor was allocated a 
pair of  pre-service teachers   for whom they would be primarily responsible, the 
model was premised on the notion of a mentor community working collaboratively 
to support the entire cohort of  pre-service teachers   allocated to their campus (and 
occasionally, across campuses). 

 The Community/Cohort model began with two days of professional learning and 
 curriculum   design during which mentors and university-based teacher educators 
collaborated to develop a PE  curriculum   framework and the content for a  pre- service 
teacher   handbook. It included induction information, mentor timetables, co- 
curricular event calendars, observation protocols, and a daily diary with data entry 
fi elds structured according to the  Australian Professional Standards for Teachers 
(APSTs).   

 With the handbook as a  curriculum   resource,  pre-service teacher   pairs were able 
to autonomously plan a 5-day timetable for their own PE learning, with pairs work-
ing at different times with different mentors. Pre-service teachers also assigned 
themselves to participate in co-curricular activities, and occasionally to observe 
teachers and classes outside the mentor community. Participation in classes often 
involved combinations of structured observation (using observation protocols from 

2   ‘Investigate’ is a compulsory, integrated humanities subject that is taught at Keymore College to 
students from Year 7 to Year 9 in large open learning spaces. 
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the handbook) and one-on-one and small group student interactions. Every day, 
  pre- service teacher   pairs met with their assigned mentor to debrief their experi-
ences, reviewing their observations in an extended refl ective dialogue. 

 The PE  curriculum   also included several whole-group information sessions 
which were overseen by mentor community members according to their expertise. 
These covered topics such as student welfare, innovations in Science, Technology, 
Engineering and Maths (STEM), teaching in open learning spaces, and opportuni-
ties to complete coursework tasks such as mentor interviews.  

6     Research Approach 

 With its interest in developing a deep understanding of participants’ experiences 
and evaluations of the Community/Cohort PE pilot, a  qualitative    research   design 
was deemed most appropriate for the current study. 

6.1     Data Generation 

 Qualitative data for the study were collected from mentor and  pre-service teacher   
participants in a range of forms. 3  Three data sets related to the mentor experience 
were generated. Open-ended questionnaires were completed at the end of the 2-day 
professional learning program to capture participants’ evaluations of the purpose 
and quality of the professional learning program. One-hour focus groups were con-
ducted on each campus during each semester’s 5-day PE and captured the collective 
experiences of each mentor community. Extensive semi-structured interviews of 
30–45 min were conducted with six out of eight participants 2–3 weeks after the 
conclusion of the PE pilot in order to generate an in-depth understanding of each 
mentor’s individual experiences, including their evaluations of the Community/
Cohort model. 

 Individual interviews were deemed important on top of focus groups in order to 
provide time and space for each participant to share more fully their individual 
experiences. Given its constraints, this chapter draws exclusively on data from those 
interviews in which participants responded to the following questions:

    1.    What is your understanding of the purpose of this second year Community/
Cohort pilot?   

   2.    What is your sense of what and how PSTs can learn about teaching/learning 
through their PE in schools? And has it changed in any way?   

3   The project and all data collection processes were approved by the Monash University Human 
Ethics Research Committee and by the Department of Education & Training. 
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   3.    What were the implications of working in this model for your role and approach 
as a mentor?   

   4.    What were the  challenges  /benefi ts/surprises of working as a community of 
 mentors with a cohort of PSTs?   

   5.    What were some of the key learning experiences that impacted the PSTs? What 
was it about those experiences that affected them?   

   6.    What advice can you offer us about improving this model and/or implementing 
it in another setting?      

6.2     Data Analysis 

 Full transcripts of the interviews were inductively coded and categorised according 
to the substantive content of each participant’s individual interview responses 
(Gillham,  2000 ). Themes were then sought across categories from the six partici-
pants’ responses. Three key themes emerged in relation to participants’ perceptions 
and experiences of the Community/Cohort model: structure,  curriculum   and peda-
gogy, and emotional experiences. Data were then further categorised into subsec-
tions under each broad theme.   

7     Outcomes 

 There can be a tendency when reporting this kind of research to summarise the 
essence of multiple participant perspectives in order to leave more space for pre-
senting and theorising the fi ndings. But this study is philosophically premised on 
Zeichner’s ( 2010 ) third-space notion of fl attening the traditional hierarchy of aca-
demic over practitioner knowledge, of university over mentor authority. I aim to 
support this philosophical end in the reporting of the fi ndings by foregrounding 
participants’ voices through the  inclusion   of extensive direct quotations. In doing 
so, it is my intention to visually represent the philosophical rebalancing of partici-
pant and researcher voices. 

 This commitment to highlighting participant voice limited the space available to 
report the fi ndings. As such, fi ndings are presented below in relation to the fi rst two 
of three broad themes, the fi rst being participants’ views of the model’s structure, 
and, the second, its  curriculum   and pedagogy. Key fi ndings related to participants’ 
emotional experiences with the Community/Cohort model are presented within the 
discussion of each of the other two themes as appropriate. 
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7.1     Structural Features of the Community/Cohort Model 

 Participants refl ected on two key structural features of the Community/Cohort pilot: 
the community of mentors and the cohort of  pre-service teachers  . In the following 
section, each of these is explored in turn. 

7.1.1     A Community of Mentors Sharing the Work of Mentoring 

 The fi rst key structural feature of the Community/Cohort model was the notion of a 
community of mentors working collaboratively to engage  pre-service teachers   in PE 
learning. Given that mentors nominate lack of time as the “biggest impediment to 
an effective practicum” (Hastings,  2004 , p. 144), a signifi cant aim of the Community/
Cohort pilot was to investigate whether this approach could reduce the workload 
associated with one-to-one mentoring, without compromising the quality of experi-
ence mentors were able to offer. This aim was certainly achieved for Elana who 
described being alleviated of the mental exhaustion she would typically feel when 
she had a  pre-service teacher   following her around “like a shadow” all day long. 
While working in the Community/Cohort model meant that any number of the 
cohort of  pre-service teachers   might attend a mentor’s classes at any time, Elana 
explained that the fact that they would soon move on to another experience was 
liberating. 

 Individual mentors’ daily time commitments were further reduced by sharing 
responsibility for debriefi ng  pre-service teachers  ’ observations. Elana explained:

   Other teachers were doing that as well ,  so it didn ’ t seem so intense  …  I felt that I didn ’ t 
have to share so much because everybody was sharing things ,  so I could just pick a few 
things that I thought were important . 

   In this sense, the value of the community of mentors was not only pragmatic, but 
also pedagogical. Sharing the work of refl ective debriefi ng meant that mentors felt 
less concerned about the quantity of ideas they should discuss, instead focusing on 
the quality of each conversation. For Elana, this meant engaging in less transmissive 
and more dialogical exchanges about teaching. She explained:

   Normally ,  I ’ m like  “ ok ,  I ’ ve got 40 minutes ” [ to spend with the    pre - service teacher   ]  and so 
I end up talking at them because I ’ m in a hurry ,  whereas I felt like my chats to them ,  it was 
much more two - way and we could have a proper discussion ,  which was a lot more helpful . 

   While responsibility for these kinds of conversations fell to the four teachers who 
comprised each campus’ mentor community, the model also opened up the PE 
beyond the immediate community of mentors, encouraging  pre-service teachers   to 
observe teachers across the whole  school   over the course of any given day. Paul 
described this approach as “really critical” because it meant that  pre-service teach-
ers   could “learn so much more rather than just working with one person, which has 
always been the historical way of doing it.” 
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 This aspect of the Community/Cohort model was benefi cial not only for 
  pre- service teacher   professional learning, but also for the mentors themselves. 
Linda explained:

   I also love when my student teachers go out to other teachers ’  classes and come back and 
say  “ this teacher is doing this awesome stuff ,  they ’ re doing this and this and this ”…  I love 
the insight into other people ’ s practice and also their ideas about teaching too . 

   But not all participants were initially so positive about sharing the work of men-
toring. Jona was very clear about the fact that “I wouldn’t feel comfortable [about 
 pre-service teachers  ] seeing particular teaching styles that I would deem, say, inef-
fective.” Furthermore, the idea of sharing responsibility for mentoring amongst the 
community of mentors created a confusing shift in role perception for him. Jona 
explained:

   I ’ m used having someone follow me …  I ’ m quite stubborn. I ’ m a stubborn person in gen-
eral. So ,  when I ,  because I ’ ve had so many    pre - service teachers     before ,  and I ’ ve selected a 
particular way or method ,  and I ’ ve seen that it ’ s ,  so to speak ,  worked for me ,  to see this  
[ Community / Cohort model ]  and see ,  like ,  a completely different approach ,  initially for me 
it was quite  “ Whaaat ?” 

   Jona and the other mentors in the Campus A community had, in fact, more or less 
ignored the Community/Cohort model during the fi rst 5-day PE and approached it 
as a traditional placement. But when the mentor communities from the two cam-
puses met to refl ect and refi ne the model at the end of the fi rst week, Jona heard 
about the positive experiences of the Campus B mentors and reconsidered his 
position:

   So the second time round  –  because I ’ ve heard that the other group went quite well  –  this 
time I just thought , “ You know what ?  What the hell  ! ”  I ’ m always open to new ideas. I am 
stubborn ,  but I am open to listening and at least giving it a go ,  and this time it was just like , 
 it ’ s more freedom for  [ the    pre - service teachers   ],  so they can actually observe different 
aspects. So just changing my frame of mind ,  which is tough to do ,  I ’ m not going to lie ,  it 
ended up working for the best ,  not just for me ,  but for them ,  because they were able to get a 
much better experience. And I found the second round was a lot smoother for them ,  they 
enjoyed the second round a lot more and I myself enjoyed it a lot more because I was able 
just to say  “ You know what ?  Go for it .” 

   This evolving understanding about how to teach  pre-service teachers   about 
teaching represents precisely the shift from a maestro to mentor mindset that the 
project set out to explore and develop. And with a mentor mindset, Jona began to 
recognise the value of offering his  pre-service teachers   a range of learning experi-
ences beyond simply observing him at work in the classroom. 

 No less signifi cant than the shift in mindset is the sense of how challenging it is 
for mentors to make this leap. As evident in Jona’s early reaction to the model, it 
might be understood as a reconsideration of questions of power and authority in the 
PE relational dynamic of “powerlessness and surveillance” (Bloomfi eld,  2010 , 
pp. 229–30) between  pre-service teachers   and their mentors. In this regard, having 
the community of mentors share responsibility for the cohort of  pre-service teachers   
created what Linda described as something “more fl attened, more egalitarian, more 
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democratic” than Bloomfi eld’s “conditions of hierarchy [in which] power is com-
monly conceptualised in terms of contested possession” ( 2010 , p. 228).  

7.1.2     A Community of Mentors: Feeling Like Part of a Community 

 For Linda, being part of the Campus B community of mentors engendered a strong 
sense of belonging and connectedness and these feelings extended beyond the life 
of the pilot. She attributed this shift to the sense of professional trust that developed 
within the mentor community:

   We don ’ t see each other that much. We ’ re like ships passing in the night but I knew that I 
could trust them. And that ’ s the thing :  I could trust them to do what they said they were 
going to do and there was  ( sic )  no issues. And I think that ’ s part of it too is that it just builds 
trust between people and from that also comes respect and it ’ s just a really good ,  a positive 
thing . 

   Greta too described her participation in the community of mentors as positively 
infl uencing her sense of connectedness to her colleagues. The collaborative process 
of designing the  curriculum   for the Community/Cohort model was particularly sig-
nifi cant in this regard:

   Sometimes I used to think , “ oh my goodness ,  I feel so different from the way this teacher 
teaches ”  and then I ’ m thinking , “ hang on a second ,  now I ’ ve got to know you and now 
we ’ ve really got to unpack what we think teaching is all about ,  and now I ’ m really listening 
to your value system, perspective ,  philosophy  –  whatever  –  of teaching ”…  I think I ’ m dis-
covering other teachers and I ’ m realising that our differences are reasonably superfi cial 
compared to the things that we share in common at the core …  I feel more  “ belonged ”  and 
confi dent in being different in the way that I ’ m different ,  which is really a nice feeling . 

   As Greta’s comments suggest, collaborating as a community of mentors pro-
vided a platform for the mentor community to share deeply their values and philoso-
phies of teaching and in that process, signifi cant shifts in professional relationships 
were evident. 

 But while two of three female  mentor teacher   participants who were interviewed, 
Linda and Greta, experienced a strong and enduring sense of belonging, all three 
male participants, Stuart, Paul and Jona, expressed something of the opposite senti-
ment. Stuart refl ected:

   When you say  “ community of mentors ”  it brings up this image of we ’ re sort of really work-
ing together ,  but we ’ re not …  really we ’ re all different people working at different year 
levels in different subjects and because of our timetabling situations ,  we don ’ t get a chance 
to get together . 

   Paul had a similarly functional understanding of what it meant to be part of a 
community of mentors and, like Stuart, associated the sense of community with the 
idea of time spent working together. For Paul, to feel more of a sense of community, 
“we needed to have a bit more opportunity for us as a team to get together and work 
out how we were doing things.” 
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 But even if they did not all feel themselves to be part of a tight-knit community 
in practice, even their interest in working as a community to collaboratively mentor 
 pre-service teachers   marks a signifi cant shift in thinking about how to approach the 
mentoring task. It certainly  challenges   the traditional one-to-one model of the PE as 
an unmediated and unstructured apprenticeship (Zeichner,  1990 ) and not all partici-
pants were initially open to it. As discussed, for Jona, for example, there was some-
thing ideological at stake in sharing responsibility for the  pre-service teachers   in his 
charge and he acknowledged that he was initially resistant to the Community/Cohort 
model because of what he described as the  challenge   of “letting go of that 
control.”  

7.1.3     A Cohort of Pre-service Teachers 

 The second key structural feature of the Community/Cohort PE model was the 
deliberate placement of a cohort of  pre-service teachers   at a single school site. 
Within each Keymore College campus cohort,  pre-service teachers   were paired up 
and each pair was allocated to a “home” mentor within the community. Mentor 
participants shared their experiences of both pair and cohort groupings. 

 The pairing of  pre-service teachers   was, at least in part, a pragmatic design fea-
ture of the Community/Cohort model which, if successful, would effectively halve 
the number of mentors required to work with  pre-service teachers   during these early 
PEs. But pairing also offered the additional effi ciency of relieving mentor workload. 
Elana explained, “When I do get busy, they’re not just waiting for me to give them 
some guidance, they’ve got each other to sort of talk to and to have those discus-
sions.” In this sense, from the mentor perspective, the benefi t of pairing  pre-service 
teachers   was as much pedagogical as it was pragmatic because pairs of  pre-service 
teachers   were able to engage with each other in refl ective sense-making of their 
observations. 

 These conversations offered an alternative when mentors were too busy to talk 
but they also had the effect of lifting the level of refl ective dialogue with mentors 
since, as Greta explained, “the conversations are being discussed [in pairs] and 
maybe even unpacked and refi ned a little bit before the question is posed [to the 
mentor].” Jona likewise found that conversations with his  pre-service teacher   pair 
were more focused because, “They knew what they wanted to discuss with me” and 
that having “two different [ pre-service teacher  ] perspectives” further enhanced the 
quality of their refl ective dialogue. 

 If pairing  pre-service teachers   was effective, so too was placing multiple pairs 
together as a cohort. Indeed, the degree to which the cohort placement encouraged 
 pre-service teachers  ’ sense of belonging at each campus was an unanticipated out-
come of the model. PE can often be a daunting experience for  pre-service teachers   
who must quickly acclimate to an unfamiliar environment. The  challenge   is often 
exacerbated in one-to-one placements which do not encourage  pre-service teachers   
to form broad relationships or to get a sense of the workplace except from the per-
spective of their mentor. In contrast, Linda explained that the Community/Cohort 
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model offered  pre-service teachers   an opportunity to “experience the complexity of 
school life without it being confrontational. They get to experience it in a very 
gentle way in some ways because they’re together.” 

 Linda explained further the way in which the cohort approach encouraged  pre- 
service teachers   to experience a sense of belonging:

  [ Y ] ou ’ re already orientating the right way into a school ,  you ’ re not the outsider ,  the out-
sider coming to be a voyeur or an intruder. You ’ re part of the school …  And I think that the 
group dynamic was just lovely to see. I never saw a long face or a stressed out person or 
someone who looked embarrassed ,  it was just a lot more gentle . 

   These feelings of belonging to a cohort were made tangible for the  pre-service 
teachers   who were physically housed together in the main staffroom. Elana noted 
that while, “in the past, I always thought it was so important that a  PST   have their 
own desk,” the cohort had shared with her that, “it was really good having the staff 
room because if they went there, there were always other people there from their 
community.” 

 These benefi ts of being part of a  pre-service teacher   cohort may be understood in 
terms of Zeichner’s ( 2010 ) notion of the PE transpiring in a  third    space   between the 
school and the university. In this case, the in-between-ness of that  third space   
enabled the  pre-service teachers   to inhabit simultaneously their student and teacher 
 identities     . They were gently being eased into a sense of belonging to the broader 
teacher and school communities, at least partly because of the confi dence and com-
fort of concurrently feeling a part of the cohort as its own independent community 
of practice. Paul described powerfully the sense in which those feelings of belong-
ing infl uenced the  pre-service teacher   cohort’s engagement with whole school 
community:

   They were really seeing themselves as part of the staff of the school fi rst of all ,  they weren ’ t 
just visitors they were here ,  and belonged ,  and were welcome …  They just seemed a lot more 
confi dent about even themselves just going up to someone else on the staff ,  not part of the  
[ mentor ]  team ,  saying , “ I believe you teach this class this subject and this is who I am - 
would you mind if I observed .”  And that seemed to be again a refl ection that they felt really 
comfortable and welcome in the place . 

   In all, the reorganisation of relationships in the Community/Cohort model, 
including its mentor community and  pre-service teacher   pair and cohort dimen-
sions, refl ects Le Cornu’s ( 2010 ) learning communities approach to PE in which 
PSTs are expected to work together with their peers and to actively contribute to all 
of the learning relationships in which they are engaged.   
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7.2      Curriculum   and Pedagogy 

 Participants identifi ed three signifi cant  curriculum   features of the Community/
Cohort model: the whole-school focus for the PE, the use of structured observation, 
and engagement in refl ective dialogue. The research fi ndings in relation to each of 
these is now discussed in turn. 

7.2.1     Broadening to a Whole School Focus 

 The 2-day professional learning program that preceded the implementation of the 
Community/Cohort pilot was very much focused on engaging the community of 
mentors in an exploration of questions around what, and how,  pre-service teachers   
can learn about teaching during early PEs which are not necessarily teaching- 
focused. This professional learning focus broadened participants’ understandings of 
the purpose and learning potential of the PE. Stuart refl ected:

   Often there ’ s a lot of emphasis on content and less about the pedagogy. Here ,  the emphasis 
has been about  “ What does a teacher do ?”  not  “ What does a teacher teach ?”  and I probably 
hadn ’ t really thought of that so much before this . 

   This comment by Stuart marked a signifi cant change in his thinking, one that was 
critical in contributing to participants’ shifts in mindset from maestro to mentor. 
Mentors who had previously been unable to imagine how  pre-service teachers   could 
learn anything except by practising teaching now began to reconceptualise both 
what they might learn and how that learning might be achieved. Even the most fun-
damentally taken for granted assumptions about PE learning were open for rethink-
ing, as seen in Paul’s comments about placing the  pre-service teachers   outside of 
their method areas of specialisation:

  [ Y ] ou learn so much more when you ’ re actually observing someone where ,  frankly ,  you ’ re 
not that interested in the subject but you ’ re really learning about the teacher ’ s method. And 
that ’ s I think one of the big benefi ts of the way we ’ ve done it this time . 

   Having established a shared vision to focus PE learning on the question, “What 
does a teacher do?” mentors and university based teacher educators set about devel-
oping a  curriculum   by collaboratively answering it. In this way, the community of 
mentors developed ownership over the PE  curriculum   design to which they were 
actively and collaboratively contributing. Linda explained:

   We were having quite interesting debates about what was important ,  what wasn ’ t impor-
tant ,  what should be valued ,  what shouldn ’ t be valued and so on …  So there was a bit of 
debate ,  a bit of soul searching …  and hearing other people ’ s opinions and ideas  …  moves 
the conversation along to a different point . 

   Having invested themselves in determining what was important for the  pre- 
service teacher   cohort to learn and to consider about teaching and the fullness of 
teachers’ work, mentors were sensitised to drawing out these ideas during the PE. In 
doing so, they understood through their own experience the degree to which their 
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knowledge of practice is tacit (Polyani,  1958 ) and needs to be explicitly unpacked 
in order to be seen and appreciated by  pre-service teachers  . Jona refl ected:

   I think many of them are quite amazed ,  so to speak ,  of  ( sic )  what is actually involved in the 
teaching profession. It ’ s not just standing up in front of a class for 40 minutes and just 
imparting information. There ’ s lots of other things you do …  So it ’ s just trying to give them 
the whole aspect of teaching as much as I possibly can . 

7.2.2        Focused Dialogue About Practice 

 Having  pre-service teachers   observe their mentors teaching is a common pedagogi-
cal strategy for PE learning, especially during early PEs. Despite this, Loughran 
( 2006 ) observes:

   There is little to suggest that students of teaching are encouraged to unpack the    professional    
  knowledge     or beliefs of their teaching mentors … or that their teacher mentors themselves 
see that unpacking their    professional knowledge      and     beliefs comprises part of their role in 
teaching about teaching  (p. 45). 

   As part of the mentor professional  learning   that preceded the Community/Cohort 
pilot, mentors explored these ideas around unpacking teacher  professional knowl-
edge   and pedagogical reasoning as a dimension of  initial teacher education  . With a 
newfound appreciation of the problematic absence of this kind of conversation, 
mentors agreed to engage their  pre-service teacher   pairs each day in what Graham 
( 2006 ) describes as “focused dialogue about practice” (p. 1126). This daily refl ec-
tive dialogue would aim to surface both  pre-service teachers  ’ and mentors’ under-
standings of the knowledge underlying the various teacher actions that the 
 pre-service teachers   had observed throughout the day. 

 The idea of unpacking practice as part of mentoring work was new for the men-
tor participants. Linda observed, “I was more self-conscious as far as the tacit, being 
able to explain what I was doing and why. That’s what was really the big difference 
for myself as a mentor, I think, through this whole process.” Having come to under-
stand that the pedagogical reasoning underlying their decisions and actions was not 
apparent unless it was deliberately surfaced, they developed various strategies for 
engaging in this daily dialogue. Stuart explained:

   People aren ’ t going to necessarily see  [ the pedagogical reasoning that underlies decisions 
and practices ]  unless both people ,  the    PST     and the mentor ,  are aware that that ’ s what we ’ re 
looking for so that afterwards you have your conversations and say , “ Well I did this 
because  – ”  or the PST says , “ Why did you do that ?”  or  “ I like the way you did this ,”  and 
then the mentor ,  such as myself ,  says , “ Oh yeah ,  I didn ’ t even realise that. I ’ m glad you told 
me that. I ’ ve got to actually think about that in future .” 

   Stuart’s openness to his  pre-service teacher   pair being able to offer him new 
insights about his teaching is noteworthy. It suggests a repositioning of roles and a 
redistribution of authority that enabled genuinely two-way professional learning 
between mentor and  pre-service teacher  . 
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 Jona refl ected similarly that focused dialogue about practice surfaced aspects of 
his  professional    knowledge   in ways that contributed to his own refl ection and pro-
fessional learning: “It’s been really, really good for me to see specifi cally things that 
I naturally do, without trying to sound cocky, things that I naturally do without 
noticing it and then seeing, hey, that really works.” Like the mentors in Nguyen’s 
( 2013 ) study, mentor participants in the current study took seriously their  pre- 
service teachers  ’ observations and drew on them as opportunities for ongoing pro-
fessional learning and refl ection. In this sense, making explicit their tacit knowledge 
of practice was useful to both mentor and  pre-service teachers   alike.  

7.2.3     Structured Observation 

 If unmediated observation is a problem for PE in general then it is particularly prob-
lematic in the case of early PEs in which  pre-service teachers   spend much of their 
time “observing” classes in action. In the absence of refl ective dialogue, much of 
this experience is uneducative since  pre-service teachers   don’t know what they are 
looking at or what to look for. Worse still, PE observation may also prove miseduca-
tive since, according to Loughran ( 2006 ), when  pre-service teachers   observe, they 
tend to see what they expect to see and “interpret classroom events in light of their 
own experiences as learners” (p. 45). 

 As discussed, to counter this problem, the Community/Cohort PE  curriculum   
required that  pre-service teachers   refl ected with their mentors on their observations 
during daily focused dialogue about practice. But this approach assumes that men-
tors themselves know what  pre-service teachers   should be looking at and what to 
look for, an assumption proven grossly unfounded in light of these candid com-
ments by Paul:

   For a lot of years ,  really until now I think ,  even though I ’ ve had lots of PSTs I really haven ’ t 
been able to guide them as to  “ this is what you need to look at ”…  I think we were just saying  
“ right ,  you follow the teacher around and you observe some classes and you try and observe 
as many different people as you can .”  But we weren ’ t really guiding them as to what they 
should be looking for . 

   To scaffold both  pre-service teachers  ’  classroom observations   and mentors’ daily 
focused dialogue about them, the Community/Cohort handbook included a series of 
observation protocols which had been collaboratively adapted/designed by mentors 
and university-based teacher educators during the initial 2-day professional learning 
program. Even when  pre-service teachers   chose not to use the protocols themselves, 
Elana observed that simply including them as a resource “gave them some ideas of 
what things they could notice” which in turn “opened up what they could write 
about, whereas I think in the past they weren’t really sure what to write.” 

 Greta also noted that the observation protocols lifted the quality of  pre-service 
teacher   refl ections. She explained:

   I ’ ve really been impressed with the quality of conversations that we ’ ve been having …  A 
deeper level of conversation. And I think it ’ s because of the structure that ’ s been put in 
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place encouraging the    pre - service teachers     to look at  “ this ”  and then to ask questions about  
“ this ”  and then it gives you the opportunity to have  [ these conversations ]  with everyone 
rather than just with the ones that it seems to naturally evolve with . 

   In this regard, structured observation was a valued pedagogical strategy used to 
create distinct learning opportunities as opposed to relying on the “natural” refl ec-
tive capabilities of individual  pre-service teachers  . 

 Structured observation and focused dialogue about practice in the context of a 
broad focus on the fullness of teachers’ work offered the community of mentors a 
distinct pedagogical approach,  curriculum  , and set of practices which they were 
able to enact in order to offer a powerfully educative PE for the  pre-service teacher   
cohort.    

8     Implications and Conclusion 

 It is, perhaps, unusual for a study of a PE  partnership   model to focus exclusively on 
the mentor experience with no reference at all to the  pre-service teachers   them-
selves. And indeed,  pre-service teacher   experiences and evaluations will be the 
focus of future reporting on this Community/Cohort  partnership   pilot. But aside 
from the limitations of space for this chapter, the stated aims of the study also make 
sense of this exclusive focus on mentor perspectives. 

 Accusations of a  theory-practice gap   in  initial teacher education   abound 
(Loughran,  2006 ; Zeichner,  1990 ) and they are, arguably, felt most strongly during 
the PE (Darling-Hammond & Bransford,  2005 ) when  pre-service teachers   fre-
quently report being encouraged by their mentors to let go the apparent abstractions 
of theory in order to handle the “realities” of practice. This goes some way towards 
explaining Zeichner’s sixth obstacle to PE learning in that teachers are framed as 
refl ective practitioners by teacher educators in the university space while being dis-
crepantly framed as technicians by their mentors during the PE. The current study 
sought to dissolve this problematic theory-practice divide by creating a  third space   
of shared vision and purpose. Aligning teacher educators’ and mentors’ understand-
ings about the aims for PE learning and how best to achieve them was a foundation 
upon which this  third    space   was built. 

 Shared understanding was largely achieved through professional learning about 
the purposes and pedagogies of teacher education (Loughran,  2006 ) and how these 
can fi nd expression in the PE. With a sense of the educative value of PE beyond 
merely providing opportunities to practise teaching (Graham,  2006 ), mentor partici-
pants collaborated with university-based teacher educators to determine how best to 
teach about teaching during the PE. Structurally, a learning communities approach 
(Le Cornu,  2010 ) in which a community of mentors shared responsibility for a 
cohort of pairs of  pre-service teachers   was essential to shifting away from the tradi-
tional master-apprentice model for PE learning towards the laboratory approach of 
exploration and experimentation encouraged by Dewey ( 1904 ). With a laboratory 
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approach in mind, mentors aimed to make explicit some of the tacit dimensions of 
teaching practice (Polyani,  1958 ). They achieved this largely by focusing  pre- 
service teacher   observations and then modeling and encouraging refl ection as a 
strategy for understanding and improving practice (Graham,  2006 ; Loughran,  2006 ; 
Nguyen,  2013 ). 

 Shifting mentor mindset from a maestro to mentor approach (Graham,  2006 ) is 
diffi cult but without this shift, a Community/Cohort approach to PE cannot succeed. 
Such shifts require university-led professional learning for mentors. The current 
study makes a strong case that embedding mentor professional  learning   as a feature 
of quality PE  partnerships   goes a long way towards addressing all six of Zeichner’s 
( 1990 ) obstacles to PE learning by:

    7.    Explicitly challenging common mentor conceptions of the PE as an unmediated 
and unstructured apprenticeship;   

   8.    Jointly constructing a structured PE  curriculum   that draws deliberate connec-
tions between school-based and university-based learning about teaching;   

   9.    Offering university-led professional learning for mentors about how to enact 
their roles;   

   10.    Better resourcing the PE with academic support which also serves to raise the 
status of PE related work;   

   11.    Similarly raising the quality of resourcing and the status of PE work in schools; 
and   

   12.    Redressing the discrepant framing of teachers as refl ective practitioners on one 
hand and as technicians on the other.    

  Policy reforms such as those fl agged by  TEMAG   ( 2014 ) can be understood as 
bureaucratic impositions that reduce the autonomy of teacher education providers 
and can be responded to in panicked reactions to sign up schools as “partners.” 
Theoretical constructs such as the  third space   might then be cynically invoked to 
smokescreen these “ partnerships  ,” effectively disguising the failure to respond 
meaningfully to calls for reform. Alternately, such calls for reform can be viewed as 
opportunities for teacher education providers to review, refl ect on, and genuinely 
renegotiate the terms of their PE  partnerships   with schools in order to develop stron-
ger connections and coherence in purpose. As the current study evinces, authentic 
 third space    partnerships   have the potential to do far more than simply  reform  
PE. Much more compellingly, they have the potential to  transform  PE learning 
(Martin et al.,  2011 ) by creating and enacting a shared vision for engaging  pre- 
service teachers   in learning about teaching.     
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      Images of Teaching: Discourses Within Which 
Pre-service Teachers Construct Their 
Professional Identity as a Teacher upon Entry 
to Teacher Education Courses                     

     Robyn     Brandenburg      and     Ann     Gervasoni    

1          Introduction 

      Teacher  professional   identity then stands at the core of  the   teaching profession. It provides 
 a   framework for teachers to construct their own ideas of ‘how to be’, ‘how to act’ and ‘how 
to understand’ their work and their place in society. Importantly,     teacher identity   is not 
something that is fi xed nor is it imposed; rather it is negotiated through experience and the 
sense that is made of that experience. (Sachs,  2005 , p. 15) 

   The recent review of Teacher Education in Australia (Teacher Education 
Ministerial Advisory Group (TEMAG),  2014 )    highlights the imperative that teach-
ing graduates must be  classroom ready . While the recommendations of the report 
focus predominantly on the need for Teacher Education programs to enable the 
acquisition and mastery of skills and pedagogical content knowledge,    there is mini-
mal recognition of the role of Teacher Education in shaping PSTs’ professional 
identities. Our contention is that graduates who are  classroom ready  must also have 
a deep understanding of the contextual factors, personal discourses and  emotions   
that shape their professional self and appreciate that this  identity   is constantly 
changing. Often there is a disconnection between  a   graduate teacher’s professional 
identity and the lived reality of that  identity   as they experience the (often) challeng-
ing school context in which they work. Beauchamp and Thomas ( 2009 ) suggest that 
pre-service teachers “undergo a shift in  identity   as they move through programs of 
teacher education and assume positions as teachers in today’s challenging school 
contexts” (p. 175). Anticipating that a professional identity is constantly evolving 
empowers new teachers to adapt and respond to the  challenges   and demands of their 
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new profession, rather than reverting to survival mode strategies or choosing to 
leave the profession altogether. After researching the shifting identity of fi rst  year 
  graduate teachers, Beauchamp and Thomas recommended that teacher education 
must explicitly address  identity  as a critical program component. The implication is 
that PSTs need to be aware of their professional identity and the factors that infl u-
ence its evolution so that they can remain the key agents in constructing and recon-
structing their professional identities. 

 This chapter examines the discourses of teaching and professionalism that PSTs 
appropriate when they fi rst begin a four-year degree course in Education. The 
research was conducted at the Ballarat campuses of Federation University Australia 
(FUA, formerly, the University of Ballarat) and Australian Catholic University 
(ACU). The research presented and discussed in this chapter constitutes Phase One 
of a longitudinal study that explored how PSTs’ conceptions of a teacher and teach-
ing change over the course of a four-year teacher education program. Our examina-
tion includes an overview of the content  and   discourse analyses of 181 representations. 
The themes that were identifi ed provide insight about PSTs’ conceptions of teachers 
and teaching in their fi rst month of a  Bachelor of Education   degree and we discuss 
these fi ndings in relation to how these  PST   images produce and/or reproduce par-
ticular understandings of teachers (Moore,  2004 ). The analyses reveal a range of 
predominantly  stereotypical images   of teaching and teachers. These images and 
discourses provide teacher educators with insights that enable them to design expe-
riences and course content ( interventions  ) that may assist  PST  s to construct profes-
sional identities as teachers who are change agents, advocates and pedagogical 
leaders who are  classroom ready .  

2     The Literature 

2.1     The Construction of  Identity   

  This research draws primarily on the Foucauldian poststructuralist constructs of 
discourse, subjectivity, power-knowledge and  agency   to inform the analysis of the 
multiple sources of data and interpret the fi ndings. Whilst the central concern of this 
study is the development of an identity as a teacher, the notion of identity draws on 
identity as subjectivity/subjectivities that are constructed in and through discourse. 
By discourse we mean systems of meaning, often institutionally based, that act as 
the truth according to which individuals understand the world and their life in that 
world (MacNaughton,  2000 ). Discourses provide norms, values, principles, rules 
and  standards  , for example, about how to be a ‘good’ teacher and what constitutes a 
teacher in Australia in the twenty-fi rst century. They make it possible to think, speak 
and act in some ways and not others (Ball,  1990 ). Subjectivity refers to “the con-
scious and unconscious thoughts and  emotions   of the individual, her sense of her-
self and her ways of understanding her relation to the world” (Weedon,  1987 , p. 32). 
Subjectivities are shaped as the individual participates in the discourses to which 
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s/he has  access  .  Agency   is the ability to form one’s own subjectivity, rather than 
 simply being a pawn of discourse(s). It is not just a matter of being constituted in 
and through discourses as a result of particular institutional practices. There is 
always a choice, as the individual resists particular subject positions and actively 
takes up others, refl ects on “the discursive relations which constitute her” and 
chooses “from the options available” (Weedon,  1987 , p. 121). The choices avail-
able, however, may be very limited, depending on the discourses (and subsequently 
the subject positions) accessible to particular individuals. The concept of power-
knowledge as an analytical construct within this study draws on Weedon who claims 
that, “power is exercised within discourses in the ways in which they constitute and 
govern individual subjects” (p. 110). The constitution of subjectivity is therefore an 
exercise of power. Subjectivity is about knowledge – using knowledge about how 
to be a particular (normal) human being, or, in this study a (good) teacher, and 
knowledge of the self.  

2.2     Professional Identity 

 There is signifi cant and ongoing interest in the development of teachers’ profes-
sional identity (Beauchamp & Thomas,  2009 ,  2011 ; Beijaard, Meijer, & Verloop, 
 2004 ; Coldron & Smith,  1999 ; Lasky,  2005 ; Sachs,  2001 ; Walkington,  2005 ) includ-
ing the development of PSTs’ professional identity (Thomas & Beauchamp,  2011 ). 
It is likely that the experience of Pre-Service Teacher Education over four years at 
university has a signifi cant  impact   on the development of PSTs’ professional identi-
ties. Moore ( 2004 ) has argued that too little attention has been paid to the  impact   
that personal biography and the constructions of teaching and teachers that PSTs 
 bring  to teacher education on the teachers they become. Critical commentators (see 
for example Ball,  2003 ; Sachs,  2001 ,  2003 ; Stronach, Corbin, McNamara, Stark, & 
Warne,  2002 ) foreground the role of discourses in making possible certain construc-
tions of teacher professionalism and excluding others, and in doing so,  shaping 
  teacher  identities  . In this chapter, we examine  the    teacher identity   constructions that 
PSTs portrayed when fi rst beginning a teacher education course. We contend that 
research on teachers’ professional identity formation is relevant for teacher educa-
tors in order to gain insight about how they might support student teachers to under-
stand themselves as teachers  (Korthagen,  2004 ).   

3     Method 

 Phase One of our research explored the initial discourses of teaching and profes-
sionalism within which PSTs understand what it means to be a teacher and the dis-
courses they appropriate as they initially construct themselves as teachers (Ball, 
 2003 ; Sachs,  2001 ,  2003 ; Stronach et al.,  2002 ). The data for Phase One were 
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collected in 2010 from 181 pre-service teachers (PSTs) from the Ballarat campuses 
of two Australian universities; Federation University Australia (FUA, formerly, the 
University of Ballarat) and Australian Catholic University (ACU). The PSTs were 
enrolled in the fi rst year of a  Bachelor of Education   Degree with specializations in 
Early Childhood and Primary, Preparatory-Year 6 or Preparatory-Year 10. The 
research project was approved by the FUA and ACU Human Research Ethics 
Committees. According to the ethical guidelines for the research, the purpose and 
processes of the   Visual Representations    research were explained to each cohort at 
both universities by the researchers, and all participating PSTs provided written 
informed consent to participate in Phase One of the research project. Neither of the 
researchers was involved in teaching the cohorts. Tutors who were teaching each of 
the cohorts presented the   visual representation    task and collected the artifacts pro-
duced. The PSTs enrolled in the courses at FUA completed the  visual representation   
as an off campus learning task, during week three of Semester One, 2010 and PSTs 
enrolled at ACU completed the task during class time during week four,  Semester 
One, 2010. All PSTs were asked to produce a  visual representation   of a teacher, 
which could include, but was not limited to, drawing, collage, photography, con-
struction and/or sculpture. Collecting  visual representations   as data enabled us to 
gain deeper insights into the  identity   constructs PSTs depict in the fi rst month of a 
teaching degree. 

 Visual  methodologies   and methods have become more widely used in educa-
tional and social research and as such, provide opportunities for producing and 
reproducing knowledge and understandings of the world in a different way than that 
offered by speech or writing (Guillemin,  2004 ). We collected the data, conducted an 
initial sorting, and then conducted an analysis of the  visual representations   that 
involved two levels of analysis: (1)    content  analysis and (2)   discourse  analysis. 
  Once completed, the 181 PST  visual representations   were collated, scanned and 
digitized, all being labeled with a sequential number together with an identifying 
reference code (for example, 2AFP6 refers to A = Australian Catholic University; 
F = female; P6 = Preparatory-6 Degree). 

3.1     Level One: Initial Sorting of Representations 
and  Content Analysis   

  Once these representations were collected, they were next grouped according to 
university, program and the general content of each representation. During the ini-
tial sorting we noted that some PSTs used pictorial images of teachers, some used 
symbols, some used words, and others used combinations of these. Figure  1  shows 
the percentage of each representation category for each PST specialization.

   At least 10 % of each group produced representations that included an image of 
a teacher accompanied with words, artifacts and symbols. We undertook the initial 
tabling and sorting of the  visual representations   as a way of immersing ourselves in 
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the data and identifi ed recurring visual images, key words and outlying images, a 
process that is quite different from formal analysis and classifying frequencies. Our 
fi rst level of content analysis (Rose,  2007 ) focused on identifying key themes and 
patterns across the different cohorts and universities and within cohorts and univer-
sities. The images were initially sorted into broad categories: (1) visual image of 
teacher only; (2) teacher image accompanied by descriptive words; (3) teacher 
image accompanied by symbols or artifacts (e.g., chalkboard, books, clock, heart, 
apple); (4) teacher image accompanied by words and symbols; (5) teacher image in 
classroom context; (6) symbols only; (7) words only; (8) symbols and words only 
and (9) teacher image in outdoor context. 

 Figures  2 ,  3 , and  4  depict examples of the  visual representations   produced by the 
PSTs from both universities. These are examples of Category 4: Teacher image in a 
classroom context.

     Figure  2  is an example of one PST’s  visual representation   of a teacher in a class-
room context. The teacher is a white Caucasian male who is standing back-centre 
with three students standing in the foreground. He is dressed casually in a red t-shirt 
and is waving with his left hand open. There are two male students and one female 
who portray the range of school uniforms. The background of the classroom repro-
duces images of a whiteboard with numbers that include addition to ten. The pin-up 
board includes the upper and lower case alphabet along with drawings of animals 
that begin with the letters. There are also readers on a lower shelf, a birthday chart 
and a clock (1:00 pm). The teacher and all students have smiling facial 
expressions. 

  Fig. 1    Percentage of each  visual representation   of a teacher category for each PST, university and 
course specialization       
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  Fig. 2    Representation of a 
teacher in the classroom 
context       

  Fig. 3    Representation of a teacher in the classroom context       
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 In contrast, Fig.  3  depicts a smiling teacher in a dinner suit behind a desk and a 
male and female student, one of who is writing on the board, and the other smiling 
broadly. The desk displays a globe of the world, a document and pencils. Student 
work is displayed on the wall. 

 Figure  4  depicts a female teacher reading to a large group of attentive students. 
The room is well resourced, and many images are displayed on the walls. A duties 
list is shown and letters of the alphabet are shown on the whiteboard. 

 Content analysis was employed as a means of ‘understanding the symbolic quali-
ties’ of the representations, that is “the way that elements of a text [the  visual repre-
sentations  ] refer to the wider cultural context of which they are a part” (Krippendorf, 
1980, in Rose,  2007 , p. 60). The content analysis involved devising categories for 
coding the representations (in our case the categories were developed in relation to 
the research questions, the literature and our knowledge of the fi eld), coding the 
representations, counting the frequency of certain visual elements and words, and 
identifying categories and themes. This process involved individually viewing each 
representation and coding each time key words or images occurred. The content 
analysis was completed with the knowledge that our analysis of the results would 
focus on identifying the discourses that PSTs drew on to produce their representa-
tions. Following this initial coding, seven themes were identifi ed: (1) Teacher 
appearance; (2) Teacher activity; (3) Teacher location (Teacher standing at front of 
classroom – 51; Teacher sitting at front of classroom – 12; Teacher sitting at desk – 
5; Amongst children and at their level-20; Standing over children – 7; Working on- 
to- one – 11; Teacher standing in front of a board – 25); (4) Symbols (alphabet 50, 
Numeracy 62, glasses, 37, Hearts 17, apples 13, clocks); (5) Tools/artifacts; 

  Fig. 4    Representation of a teacher in the classroom context       
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(6) Personal qualities, characteristics and attributes; (7) Gender (125 female; 33 
male). A key difference between the representations produced by PSTs from the two 
universities was that approximately 40 % of the FUA PSTs produced representa-
tions of a teacher in a classroom setting. However, in comparison this representation 
was much less evident amongst the ACU PSTs. Reasons for this could be explained 
by differences in the way the task was presented to PSTs, or by differences in the 
course content and professional placements at the two universities during the fi rst 
month of Semester One. For example, at the time of producing the  visual represen-
tations  , the FUA PSTs had completed three days, one day each week, of a profes-
sional experience observation placement as part of the Successful Learners  Bachelor 
of Education   Course. The ACU cohort had not yet undertaken any formal profes-
sional experience placements. This may highlight the infl uence of course content on 
PST construction of their professional identity even in the initial weeks of a course .  

3.2     Level Two:    Discourse  Analysis   

 The second level of analysis for Phase One of the study focused on identifying the 
discourses of teaching produced and reproduced in and through key elements of the 
images identifi ed in  the   content analysis. We were interested in how these PSTs had 
come to understand and represent a teacher and teaching in the way/s that they had. 
Analysis at this level attended specifi cally to how the PSTs’ images produced and 
reproduced particular understandings of teachers (Moore,  2004 ). The analysis at this 
level identifi ed both the dominant and  marginalized   discourses and we also addressed 
the missing and/or silenced  discourses. The   dominant discourses were: (1) Teaching 
 as transmission  ; (2)  Teacher as the   charismatic and caring subject; (Moore,  2004 ); 
(3)    Teacher as professional; (4)  Teacher   as knowledgeable and (5)  Teaching   as com-
plex. The silent  or   marginalized discourses were: (1) Teaching as collaborative; (2) 
 Partnerships   with parents, colleagues and others; (3) Discourses of  diversity   and 
difference; (4) Use of contemporary technology and (5)  Refl ective practice  .   

4     Findings and Discussion 

 A surprising feature of this research was the number of PSTs who chose words 
alone to create their  visual representation   of a teacher. Many of these words related 
to the theme,  Personal qualities and attributes of a teacher and  an integral aspect of 
 the   content analysis was the tally of the frequency of the occurrences of each word. 
The highest frequency of words used to describe the teacher were: fun (25); caring 
(24); knowledgeable (24); friendly (19); happy (16) and helpful (16). This analysis 
indicates that a teacher having the attributes of fun, happy and friendly was very 
frequent which is apparent in the compilation of images from PSTs (Fig.  5 ). The 
number of smiling happy faces is striking representing, perhaps, an idealistic image 
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in that teachers are always smiling. Only one PST from the 181 representations 
noted that teachers sometimes get stressed and frustrated.

   The  Content analysis   of all the representations led to the identifi cation of seven 
key themes:

    1.    Personal appearance   
   2.    Teacher location/positioning   
   3.    Teacher activity   
   4.    Symbols   
   5.    Tools/artifacts related to teaching/ curriculum     
   6.    Personal qualities/attributes   
   7.    Gender    

  Teachers and teaching were represented in stereotypical and traditional ways, 
using traditional tools, in the context of the classroom and positioned at the front of 
the room. Teachers were predominantly pointing to the board, or at students who 
had raised hands, talking to students and physically positioned above students, on a 
teacher sized chair or leaning over students seated at tables. If positioned at the 
child’s level, most teachers assumed a physical position of authority that is evident 
by teachers pointing to something in child’s work, demonstrating or observing 
rather than being actively engaged. 

4.1     Discourses 

 Identifying the discourses within which the PSTs constructed their image of a 
teacher involved examining the representations with care for detail through immer-
sion in the data and the identifi cation of key themes. As expected in research involv-
ing data comprising  visual representations  , we accept that our interpretations are 

  Fig. 5    Key symbolic representation of personal qualities/attributes: fun, happy, friendly       
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subjective and that just like written texts,  visual representations   research invokes 
varied interpretations (Weber & Mitchell,  1995 ). This requires researchers, when 
reporting fi ndings, to be clear about the lens through which they interpreted the data 
that ultimately enables the reader to ascertain the trustworthiness of the interpreta-
tions. Our focus was primarily on identifying PSTs’ underpinning assumptions 
about what it means to be a teacher and the representations included teacher in 
control, teacher as the authorized source of knowledge, dressed in a professional 
manner, and possessing an extensive and impressive range of personal qualities. We 
examined these seemingly natural and uncontested ways of being recognized as a 
teacher through the analysis of the data. As such, we do not claim that our analyses 
are the only interpretation of the data. A study by Weber and Mitchell, while it did 
not  use   discourse  analysis   or a poststructuralist framework for analysis, found that 
the images of teachers produced by PSTs and children revealed “the persistent and 
pervasive presence of traditional images of teaching  as transmission   of knowledge 
from all-knowing teacher into empty vessel student … a white woman pointing or 
expounding, standing in front of a blackboard or desk” (p. 28). Weber and Mitchell 
also concluded that the traditional stereotypes “remain fi rmly entrenched in today’s 
children (some of who will be tomorrow’s teachers) and in today’s teachers (all of 
who were among yesterday’s children) despite the common perception that teaching 
methods nowadays are radically different” (p. 28). 

 In the following section, we present data and  evidence   for the fi ve main dis-
courses we identifi ed:

    1.    A teacher and teaching is focused on the  transmission of knowledge , evident in 
representations of the teacher positioned at the front of class, in front of a board, 
directing, pointing and talking;   

   2.    A teacher is  charismatic and caring  which is most evident in the words used to 
describe a teacher. For example, ‘care’ was one of the most mentioned three 
words used to describe a teacher and other words included ‘patient’, ‘loving’, 
‘helpful’ and ‘supportive’. There was a sense of idealism in the positive descrip-
tions and images including smiling faces, words (smiling, fun, inspirational, pas-
sionate) and images, including candles, hearts, stars, apples, and fl owers;   

   3.    A teacher is and looks  professional and is knowledgeable , which is evident in the 
personal appearance and descriptions of a teacher’s attributes as they were often 
described as knowledgeable (n = 24), and often depicted as wearing glasses 
(n = 30) to represent this knowledge;   

   4.    A  teacher is connected to learning and ideas  as demonstrated by the words used 
to describe the teacher, symbols (images of Einstein, books, brains, light bulbs), 
and depiction of  specialized   professional knowledge (literacy, numeracy, range 
of  curriculum   areas) and,   

   5.     Teachers and teaching are complex  which was indicated through annotations 
such as: multiple roles (wears lots of hats); variety of practices/approaches (one 
to one, groups, reading, transmission); variety in terms of content to be taught 
and the range of skills needed. Inherent in complexity are tensions and contradic-
tions, representing multiple subjectivities. Several PSTs described teachers as 
needing to be ‘strict yet friendly’.    
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4.1.1       Teacher as   Charismatic and Caring Subject 

 Moore ( 2004 ) argues that constructing a teacher as a charismatic and caring subject 
is the discourse that student teachers most often bring with them to their Education 
courses. It is a discourse circulated in fi lms and in conversations with family and 
friends. Moore’s point is that this is not necessarily a defi cit discourse but that it can 
lead to PSTs feeling discomfort or self-imposed failure when they discover that they 
cannot achieve this subjectivity consistently. In other words, they cannot be the 
charismatic and caring teacher all the time. Figures  6a, b  are examples of represen-
tations that display two discourses to biographize teaching: the discourse of the 
teacher as the charismatic and caring subject and  the   Teaching as complex 
discourse.

4.1.2         Teaching as   Transmission 

 A  dominant discourse   used to represent teaching was one of the portrayal of the 
teacher as the transmitter of knowledge. Figure  7  (below) depicts a stick fi gure 
teacher with stars fl oating from the mouth, drifting above the heads of the students 
and falling into funnels above the students’ heads. The image of the  empty vessels 
to be fi lled  is one that was prevalent and “reveals the persistent and pervasive pres-
ence of traditional images of teaching as transmission of knowledge from 

  Fig. 6    ( a ,  b ) Dual discourse:  teacher as the   charismatic and caring subject  and   teaching as 
complex       
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all- knowing teacher into empty vessel student” (Weber & Mitchell,  1995 , p. 28). 
Many representations also included the word  knowledgeable  as part of their descrip-
tion of a teacher.

4.1.3        Conventional Images of the Teacher 

 Multiple images portrayed teachers in conservative dress from a bygone era with 
twentieth century artifacts. For example, the most common downloaded image from 
the Web presented by PSTs was an image of Doris Day 1  pointing to a blackboard 
and using a pointer while dressed in a suit and stiletto shoes. This image represents 
fi rmly entrenched stereotypes. As Vick ( 2008 ) suggests,

  conservative representations of teachers and teachers’ work have a tenacious hold on both 
established educational professional and pre-service teachers. It argues that such represen-
tations are highly problematic for the sort of progressive transformation  of   professional 
practice … Our own complicity in such conservative representations is even more acutely 
problematic, and opens up questions about our own self-representational practices. It sug-
gests that a transformation of our own self-representations might be a critical condition of 
transformations of other aspects of our practices … (p. 2) 

   What, then, is the link between stereotypes  and   teacher  identity  ? The research 
fi ndings concur with Britzman ( 1991 ) who suggests that such [stereotypical]  images   
tend to subvert a critical discourse about the lived contradictions of teaching and the 

1   For an example of the image of Doris Day as a teacher used by a number of PSTs in their repre-
sentations see  http://www.dorisdaytribute.com/wp-content/uploads/2005/04/Doris-Day-Teachers-
Pet.jpg 

  Fig. 7    Teacher as the transmitter of knowledge       
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actual struggles of teachers and students. Stereotypes engender a static and hence 
repressed notion of  identity   as something already out there, a stability that can be 
assumed … trapped with these images, teachers come to resemble things or condi-
tions “ (p. 5). In many ways then, it is the responsibility of teacher educators to 
address and disturb stereotyped images and explicitly  challenge   the conventional 
view.  

4.1.4      Teaching as   Complex 

 The PST who produced the image depicted in Fig.  8  included an explanatory text. 
He explained that the “image shows two personalities of the one person. I believe 
that a teacher should be strict and formal with how they run their class yet at the 
same time, seem relaxed and fun to help make the class more enjoyable for the stu-
dents … By having these separate personalities in the one class the students need to 
learn to listen to the teacher and do their work but also fi nd class enjoyable at the 

  Fig. 8    Teacher with dual 
roles        
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same time.” This representation highlights the complexity of teaching and the chal-
lenges for teachers to be both strict and formal but also relaxed and fun. Teacher 
education needs to enable PSTs to explore these complexities and resolve any ten-
sions that may emerge.

4.1.5         Teacher   as Professional 

 Teachers in the majority of images were portrayed as professional in appearance. 
Clothing constituted a key factor in the images of teachers. For example, in the fol-
lowing representation we noted that the dominant feature was the professional 
dress, including necklace, bracelets, red shoes and a professional bag. Both research-
ers interpreted the illustration of the bag as a briefcase. It was only during a subse-
quent interview with the PST that we discovered that the bag was a computer-bag. 
A notebook computer is viewed here as an essential tool for a teacher (Fig.  9 ).

  Fig. 9    Teacher as a 
professional       
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4.1.6        Teaching and Teacher as Complex: Multiple Roles and Activities 

 Many images, such as the example in Fig.  10 , used words and images to represent 
the teacher and  teaching   as complex. The representations depicted multiple roles, 
varying contexts, a variety of teaching approaches and the demand of  curriculum   
content. The ‘Teacher  and   teaching as complex’ discourse suggests multiple subjec-
tivities, tensions and contradictions.

5          Silences  and   Marginalized Discourses 

5.1     Silent Discourses 

  An important aspect  of   discourse  analysis   is reading for what is not seen or said 
(Rose,  2007 ). The researcher needs to identify what is absent or seldom present. Our 
discourse analysis highlighted that there were few images that depicted parents. 
Only one downloaded image showed a teacher talking together with parent and 
student. There were three instances of written text that mentioned teachers’ relation-
ships with parents. There were no images where teachers had body adornment such 
as piercings or tattoos. Some downloaded images portrayed African American 
teachers and children but no hand drawn images portrayed ethnic  diversity  , and only 

  Fig. 10    Teacher and  teaching as   complex       
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two of the written images mentioned  diversity   in terms of multiculturalism, but not 
necessarily in relation to the teacher. In a multi-cultural country such as Australia, 
this is a ‘loud’ silence. Also absent in most images were references to forms of tech-
nology with only three of the 181 representations including any technological refer-
ence. Figure  11  is one of three representations of teachers working outside of a 
traditional classroom environment. The remaining two were part of collages con-
structed from images downloaded from the internet.

   Moore ( 2004 ) cites research suggesting that PSTs often learn very little in their 
pre-service courses that may actually  challenge   or change pre-existing views of 
teaching and learning. Fundamentally, they are more likely to remain infl uenced by 
previous experiences of school, by memorable teachers of their own, by media rep-
resentations of teachers and teaching and by the opinions of family and friends 
(Moore,  2004 ). Our aim was to discover what our PSTs  bring with them  to the initial 
stage of their teacher education in terms of the discourses within which they under-
stand what it means to be a teacher and to teach so that we could invite them to 
refl ect on what their conceptualizations might mean for how they will teach or react 
to the  challenges   of professional experience. Our analysis suggests that many PSTs 
construct teaching and what it means to be a teacher within different, overlapping 
and often contradictory discourses. Walkerdine ( 1990 ) argues that because dis-
courses overlap it is possible to  challenge   them “to struggle against and to contest 
the ways in which we are encouraged to identify ourselves and others and to make 
sense of the social world” (p. 199). As teacher educators, we can facilitate this goal 

  Fig. 11    The teacher 
working outdoors was a 
marginalized discourse       
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by being explicit, addressing silences, and through using these data with PSTs and 
teacher educator colleagues in order to disrupt stereotypes and taken-for-granted 
assumptions about what it means to be a teacher. Weber and Mitchell achieved this 
by asking PSTs to refl ect on and comment on the pictures they drew. They found 
that they “became aware of the power that past experience and stereotypes seem to 
have on them. They expressed, often with consternation, their ambivalence in rela-
tion to the dominant transmission images of teaching culturally [and historically] 
embedded in the teaching profession” (p. 29). 

 Moore ( 2004 ) also argues that discourses are ‘neither immutable or impenetra-
ble’ and he suggests that their evolving nature and our ability to be aware of (and 
wary of) them means that they are contestable and challengeable. Moore suggests 
that an essential aspect of developing and improving one’s teaching lies in the 
capacity and willingness to learn and that this learning relates not just to teaching 
skills, strategies and knowledge but also to understanding and critiquing the dis-
courses within which our formal and informal learning about teaching is framed. 
Weber and Mitchell ( 1995 ) also suggest that we

  need to face more explicitly the probability that ambiguity, and multiple, even if seemingly 
contradictory images that are integral to the form and substance of our self-identities as 
teachers. By studying images and probing their infl uence, teachers can play a more con-
scious and effective role in shaping their own and society’s perceptions of teachers and their 
work. They could ponder ways of using and even celebrating heterogeneity, viewing it not 
only as a problematic source of caution and critique, but also as a potential source of 
renewal and affi rmation. (p. 32) 

   These perspectives are reminiscent of Foucault ( 1983 ) who argued “my point is 
not that everything is bad, but that everything is dangerous, which is not exactly the 
same as bad. If everything is dangerous then we always have something to do” 
(pp. 231–232). This is something for us as educators to ponder, something to contest 
and work on. One specifi c way of coming to this recognition is to  access   poststruc-
turalist frameworks for understanding the world. Teacher educators can do this by 
referring to the representations with PSTs to facilitate refl ection and identifi cation 
of the discourses within which they have produced their images of a teacher. Making 
poststructuralist perspectives accessible to PSTs will therefore provide the opportu-
nity to gain a deeper understanding of the discourses within which they are produc-
ing their understandings of what it means to be a teacher and how these discourses 
subject and constitute them, and the effects of this in terms of their  identities   as 
teachers and how they teach .   

6     Enacting Shifts in Practice as Teacher Educators 

 The key research focus for Phase One was the identifi cation of the ways in which 
PSTs visually represented teachers and teaching. In response to this data, we under-
took to examine the  impact   of this new knowledge on our practice and we imple-
mented altered approaches to teaching and  curriculum   development, and thereby 
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challenged not only the PSTs’ assumptions about teachers and teaching, but also 
our own. In the following section of this chapter, we individually describe and 
refl ect on one example of how this  Visual Representation   research has impacted our 
practice as teacher educators in our respective  Bachelor of Education   Courses. 

6.1     Responding to Silent and Dominant Discourses 

 Analysing the rich data collected during this research led to the identifi cation of 
opportunities for enacting changes in  curriculum   and practice that would improve 
the effectiveness of teaching and student learning in the fourth year elective course, 
( Bachelor of Education   program at ACU: EDMA201  Numeracy in the Early Years .). 
In particular, the aim was to focus on three discourses that were critical in mathe-
matics education and could be important for these students’ learning: silent dis-
courses related to diverse learners and child-centred classrooms; the dominance of 
 stereotypical images   of teachers (for example, the teacher being situated by a chalk-
board); and the teacher represented as ‘all-knowledgeable’ and one who transmits 
knowledge to students, all of which are important discourses for transforming math-
ematics learning and teaching. Learning experiences were developed for the PSTs 
to  challenge   key assumptions about teachers and teaching mathematics that would 
enable deeper learning. In contrast to the traditional unit structure of a one hour 
lecture followed by a two hour workshop, a two hour workshop in  partnership   with 
The Smith Family was conducted in two economically disadvantaged communities 
for 10 weeks to enable PSTs to conduct two weekly after-school  Maths Clubs  for 
Grade 3 and Grade 4 children. Following a  curriculum   framework explored in the 
one hour lectures, the PSTs experienced teaching small groups of children from 
diverse backgrounds in a non-traditional setting – school multi-purpose rooms. This 
challenged  the   dominant discourse that mathematics learning only takes place in 
formal classroom settings. The Maths Club  curriculum   for each group was person-
alised and based on the assessed needs for the individual children. Further, the PSTs 
identifi ed games and activities that enabled the students to construct mathematical 
concepts in practical contexts as opposed to memorising and practising mathemati-
cal concepts and procedures. PSTs developed and conducted a workshop for the 
children’s parents about ways they could support their children’s mathematics 
learning in everyday contexts. This experience and relationship building with par-
ents was quite transformational for many PSTs. The Maths Club experience with 
the addition of the  assessment   tasks for the unit challenged the silences in discourses 
related to diverse learners and child-centred classrooms, and the dominance of  ste-
reotypical images   of mathematics teachers being situated by a chalkboard and rep-
resented as the all-knowledgeable one who transmits knowledge to students. The 
PSTs reported in their Action Research Reports at the conclusion of the unit that this 
was one of the most powerful learning experiences they had undertaken at univer-
sity as it enabled them to reconstruct their understanding of mathematics learning 
and teaching and the role of parents and community in children’s mathematics 
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learning, and to appreciate their role in transforming mathematics teaching and 
learning when they graduated at the end of the year. Teaching this unit was transfor-
mative, and this was achieved through the explicit addressing of the silent, margin-
alised  and   dominant discourses identifi ed in the research. This approach is now an 
embedded practice within the EDMA201  Numeracy in the Early Years .  

6.2     Enacting Research-Informed Change in Teacher 
Education  Curriculum   

 As a response to the  visual representation   data, the Course,  Professional Policy , 
 Practice and Responsibility  (EDBED4004), a compulsory Fourth Year  Bachelor of 
Education   Course, was modifi ed to include the specifi c challenging of PST assump-
tions through the completion and shared analysis of the  visual representation   task 
during class. The PSTs completed the visual representation of ‘self as teacher’ and 
shared their representations with peers in groups and noted the key features evident 
in each response. These were examined and the ensuing discussions highlighted the 
dominant and  the   marginalized discourses that were represented by the tutorial 
groups and then contrasted with the examples from the Visual Representation 
research. The silences and marginalised discourses noted during Phase One – for 
example, catering for the needs of diverse students, technology and community con-
nections – was less marginalized. PSTs explicitly represented their understandings 
and student needs. Technology was more evident and iPads, computers, iPhones and 
interactive smart-boards were prevalent in their representations. The following rep-
resentation includes one PST’s image refl ecting group work and peer-to-peer learn-
ing, small guided-group learning and the teacher, using an ipad and a smart-board 
to teach the guided group. Key classroom attributes are identifi ed – trust, honesty, 
respect and responsibility – together with references to a ‘school-community’ rela-
tionship. The PST has identifi ed the dominant  discourses   represented in this image 
as ‘multi-tasking, technology and group work’ (Fig.  12 ).

   Another example refl ected a student in a wheelchair with extra wide classroom 
doors to enable  access  , leading to a discussion that revealed the PSTs’ passion to 
teach students with specialist needs. Class discussions provided a focused opportu-
nity to address stereotypical and traditional representations of teachers and teaching 
and provided opportunities to  challenge   PST assumptions. 

 The identifi cation of the themes from the analysis of the images – silences related 
to diverse learners; technology and child-centred classrooms; dominance of stereo-
typical and conservative images of teachers and  teacher   as knowledgeable – led to 
modifi cations in teacher education courses, and both researchers have, and continue 
to address dominant  and   marginalized discourses related to PST’s initial, develop-
ing and graduating conceptions of teachers and teaching.   
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7     Conclusion 

 Teaching is complex, personalized and infl uenced by context. As Weber and 
Mitchell ( 1995 ) have suggested, even when PST professional identity is acknowl-
edged and explicitly addressed as part of the teaching  curriculum  , “   teacher  identity   
is too often treated as unproblematic and singular in nature” (p. 25). Much to our 
surprise, however, many of the images presented by the fi rst year PSTs were very 
alike those produced decades earlier by children and student teachers whose images 
were presented in Weber and Mitchell’s research. Asking PSTs to produce a  visual 
representation   of themselves  as a teacher  may seem a simplistic task. In this chapter 
we have explored the complexity of what underpins a developing professional iden-
tity and exposed more about what this means for students of teaching. Professional 
identity is not fi xed or stable but is ever-evolving. To be  classroom ready ,    graduate 
teachers must have a deep understanding of their teaching role and the ways in 
which their professional identity will  impact   this role as teacher; the two are not 
synonymous. Dilemmas and tensions can occur when graduate teachers experience 
a disconnection between these two spaces. 

 We acknowledge that our interpretation of the visual images produced by the 
PSTs is but one interpretation and as such, it  is  a subjective analysis. However, 
   visual  methodology   research has provided profound insights for us and for the stu-
dents we teach. Visual methodology research encourages an alternative means of 

  Fig. 12    Multi-tasking, technology and group work       
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expression, a form of data gathering that is less traditional and allows for creative 
freedom of expression. The images themselves revealed two critical insights: the 
fi rst being the predominance of stereotypical and traditional images of teachers and 
teaching, and the second being the important silent  or   marginalized discourses that 
were not or seldom evident in the images. These fi ndings point to ways in which 
teacher educators can provide learning opportunities through specifi cally incorpo-
rating visual image research within the  curriculum   as a means to develop and refi ne 
PST professional identities  as   beginning teachers. 

 The response to the outcomes of visual  methodologies      research has meant that 
our assumptions as teacher educators have also been challenged and we have 
enacted changes in our own practices so that now we address professional identity 
formation and reformation with PSTs. Through focusing explicitly on marginalized 
and silent discourses and directly examining these discourses in conjunction with 
 the   dominant discourses, opportunities and experiences are provided within the cur-
ricula to enable PSTs to identify and begin to articulate their own  identity  . Education 
courses that take account of PSTs’ professional identities upon entry to university 
are well placed to assist them to construct professional identities as teachers who are 
change agents, advocates and pedagogical leaders   .     
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      Exploring the Becoming of Pre-service 
Teachers in Paired Placement Models                     
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1          Introduction and Background 

   In  light   of a  recent   review into teacher education (Teacher Education Ministerial 
Advisory Group ( TEMAG  )      ,  2014 ) emphasising quality placement experiences and 
stronger  partnerships   with schools, along with literature on paired placements, the 
Australian Catholic University (ACU) Melbourne trialled paired placements in 
2015. The ACU trial was developed during a time of change at the university: enrol-
ments were increasing making fi nding placements more complex; various alterna-
tive placement and partnership options were trialled; and changes in course design 
included the merging of placements with specifi c academic coursework units 
(known as embedded placement units). The paired placement pilot was based on an 
arrangement whereby two pre-service teachers ( PSTs  ) were assigned to the same 
 supervising teacher  ’s    classroom for the duration of their placement. Typically this 
model revolves around the idea of collaborative team teaching, with two PSTs plan-
ning, teaching and refl ecting together with the support of their  supervising teacher  . 
It is an approach that has been used both internationally and in Australia (for exam-
ple see Gardiner & Robinson,  2009 ; Lang, Neal, Karvouni, & Chandler,  2015 ) and 
has been found to have many positive outcomes. 

 This chapter discusses survey and interview data collected from  PSTs   and their 
 supervising teachers   involved in the paired placement pilots to focus on the  profes-
sional becoming   of those involved in the model. It explores the ways PSTs negoti-
ated the triadic arrangement and the ways it infl uenced the development of their 
voice on teaching. It also discusses the research aim to explore the  supervising 
teachers  ’ contribution to the paired relationship, and their own development of 
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 professional  identities   in this space. Finally, this chapter draws on the analysis to 
 consider the future of alternative models of placement such as paired and group 
placements in cluster style  partnerships   and embedded placement units.  

2     Literature Review 

2.1     The Changing Political Space: Reviewing Teacher 
Education and  Standards   

  The policy landscape of teacher education, both nationally and internationally is 
shifting. Australia, like many other nations, is in a political context in which account-
ability and a focus on ‘ evidence  ’    is at the forefront of policy changes. Signifi cant 
recent changes in this area are the introduction of the  Australian Institute for 
Teaching and School Leadership (AITSL)   in 2010, which was established to develop 
national  standards   for teaching. These national  standards   came into use in 2013 and 
have become the criteria used for  assessment   of  PSTs   on their placements. In early 
2014 a review into teacher education was conducted by the Teacher Education 
Ministerial Advisory Group ( TEMAG  )    and in late 2014 ‘Action Now: Classroom 
Ready Teachers’ (referred to as the  TEMAG   report henceforth) containing 38 rec-
ommendations was released. The  impact   of this changing political environment has 
manifested at ACU through: an increased focus on  accreditation   of university 
courses; exploration of ways to merge course work with placements; and an 
increased impetus to develop effective and sustainable  partnerships   between univer-
sities, schools and educational organisations. 

 In relation to  PST   placements in schools, the  TEMAG   report highlights variabil-
ity in the type and quality of experience. The report also identifi es the  challenges   
universities are facing in terms of costs of placement and in locating placements in 
Victoria, stating that “up to 25,000 professional experience placements are needed 
in that state alone” ( TEMAG  ,  2014 , p. 23). Another area affecting the quality expe-
rience of  PSTs   and  supervising teachers   in school placements is the variability in 
contact from the provider ( TEMAG  ,  2014 ). While at the researcher’s university we 
are exploring a new model for  partnerships  , our previous approach to placements in 
the Victorian secondary context included: a one supervisor and one PST model; one 
visit to the PST and  supervising teacher   for our third year undergraduate Bachelor 
of Teaching/Bachelor of Arts degree; and a contact call to the PST’s  supervising 
teachers   for the remaining placements in both the undergraduate and postgraduate 
Graduate Diploma of Education and  Master of Teaching   courses. Any PSTs identi-
fi ed by a school to be at risk of failing their placement would receive two visits from 
one of our sessional tertiary supervisor staff members. The  TEMAG   report also 
raises concerns that  supervising teachers   have not been provided with formal train-
ing in the mentoring of PSTs. The variability and quality of school placements are 
important considerations when trialling non-traditional approaches such as paired 
placements.   
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2.2     Exploring the Literature on Paired Placements 

 There is a growing body of research  evidence   that highlights benefi ts for participat-
ing schools and  PSTs   within a collaborative or paired model of placement 
(Ammentorp & Madden,  2014 ; Baker & Milner,  2006 ; Bullough et al.,  2003 ; 
Gardiner & Robinson,  2009 ; Harlow & Cobb,  2014 ). While this  evidence   cites 
many benefi ts that contribute to PSTs’ experiences on placement and the  supervis-
ing teachers  ’ experiences, many also examine the  challenges   this kind of model can 
pose. 

 Bullough et al. ( 2002 ) defi ne paired placements as challenging the typical pattern 
of  PST   placements, being one PST to one  supervising teacher  /mentor. Instead, a 
paired placement has two  PSTs   placed with one  supervising teacher  . The paired 
placement model has evolved internationally and nationally due to: increasing pres-
sure to secure places for PSTs (King,  2006 ; Smith,  2002 ); the need for PSTs to 
develop collaboration skills (Bullough et al.,  2003 ; Smith,  2002 ; Walsh & Elmslie, 
 2005 ); and to provide more scaffolding support (Smith,  2002 ; Walsh & Elmslie, 
 2005 ). The theoretical underpinnings of paired placement are framed in Vygotskian 
theory, in particular around the zone of proximal development, scaffolding and the 
benefi ts of cooperative practices (King,  2006 ; Smith,  2002 ; Walsh & Elmslie,  2005 ). 
As indicated in the literature, there are multiple ways to set up paired relationships 
with a variety of guidance mechanisms. Some models provide limited guidance 
(Bullough et al.,  2002 ; Nokes, Bullough, Egan, Birrell, & Hansen,  2008 ), while oth-
ers provide set roles and responsibilities for each member of the pair to assist with 
team teaching in the classroom (Parsons & Stephenson,  2005 ; Smith,  2002 ).  

2.3      Benefi ts   and  Challenges   of Paired  Placements   

    Multiple benefi ts for both the  PSTs   and their  supervising teachers   are identifi ed in 
the literature. Authors such as Gardiner ( 2010 ) and Nokes et al. ( 2008 ) suggest this 
model increases opportunities to meet the needs of classroom students through three 
way professional dialogue between the school  supervising teacher   and PSTs. 
Gardiner ( 2010 ) also argues the targeted exploration of different pedagogical mod-
els including team teaching and tandem teaching is an additional benefi t. Smith 
( 2002 ) listed positive outcomes of paired placements such as: emotional support for 
the PSTs (also identifi ed by King,  2006 ); the potential of learning more from their 
pair due to a smaller gap in experience compared to their  supervising teacher  ; and 
more support in the classroom for school students. Bullough et al. ( 2002 , 2003) also 
identifi ed this learning potential, as well as the opportunity for PSTs and school 
supervisors to engage in rich and authentic scaffolded feedback. They suggest 
“fresh” ideas and the process of rethinking their roles as mentors can reinvigorate 
supervisors. Other benefi ts discussed included developing stronger confi dence in 
PSTs to trial approaches and problem solve (Harlow & Cobb,  2014 ; King,  2006 ) 
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and the strengthening of collaborative skills and approaches to working in teams 
(Manouchehri,  2002 ). 

 The literature also traces the  challenges   that exist in paired placements with Lang 
et.al. ( 2015 ), for example, suggesting some  principals   do not believe a paired place-
ment arrangement prepares  PSTs   for the real world of teaching. This view was also 
evident in PSTs’ responses in Gardiner and Robinson’s ( 2009 ) research where some 
PSTs suggested they developed an overreliance on their pair in their weaker areas 
and, therefore, did not push themselves to improve in these areas, describing using 
their pair as a “crutch”. In addition, Bullough et al.’s ( 2003 ) research identifi ed  PST   
concerns that schools would not view their paired placement experiences as worth-
while when looking for employment. Some literature identifi es issues regarding 
personality confl icts (Smith,  2002 ; Wynn & Kromrey  2000 ) that  impact   on PSTs’ 
ability to plan together and concerns about relationships in which one PST was 
more dominant than the other (Smith,  2002 ). Related to this concern is the reality 
that PSTs are individually assessed on their placement rounds which can raise issues 
relating to equitable and objective  assessment   and feedback, and being compared by 
the  supervising teacher   (Smith,  2002 ; Walsh & Elmslie,  2005 ). 

 Other  challenges   associated with these models relate to a supervisor’s workload. 
Some supervisors identifi ed a perceived increased workload as they came to terms 
with the different style of placement (Baker & Milner,  2006 ; Bullough et al.,  2002 ; 
Walsh & Elmslie,  2005 ). It was also identifi ed that some supervisors provided less 
individualized attention and feedback (Baker & Milner,  2006 ), and others viewed a 
paired placement as an opportunity to decrease their supervisor workload providing 
less attention for  PSTs  , instead expecting the pairs to support each other (Smith, 
 2002 ). A fi nal diffi culty identifi ed by Smith is limited understanding in the triad 
team about how to team-teach, which can create classroom management issues.     

2.4      Tensions  ,  Identity   and Learning in the Paired Placement 

   Nokes et al. ( 2008 ) examine the role of tension, dialogue and refl ection in the paired 
relationship and of particular interest to this chapter is their identifi cation of the way 
the resolution of tension varied when the  PSTs   were in dialogue with each other 
rather than with their  supervising teacher  . The actions of the  supervising teachers   
when tension and confl ict was evident between the PSTs were also interesting with 
some supervisors seeing this as an opportunity for professional growth, whereas 
others avoided the  confl ict   and split the pair into two solo placements. What is miss-
ing, however, is a discussion of how the power of the voices within the triad rela-
tionship infl uenced the actions the PSTs and  supervising teachers   took and this is 
something addressed within this chapter. 

 Harlow and Cobb ( 2014 ) draw on the notion of community of practices and 
Wenger’s ( 1998 ) discussion of  PSTs  ’ negotiation of learning and  identity   develop-
ment within these social spaces to explore developing  teacher    identity   and the 
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 contribution of the placement to PSTs’ ‘becoming’ as a teacher. They argue that 
multiple levels of community can contribute to teachers’ experiences and deeper 
and refl ective understanding of teaching. They also identifi ed confi dence as playing 
“a critical role in either constraining or enabling the development of  teacher iden-
tity  ” (Harlow & Cobb,  2014 , p. 84). Harlow and Cobb’s work is one of the few that 
theorise the multilayered relationships that exist in ‘communities of practice’ and 
most closely aligns with the analysis focus of this research. For the purpose of my 
research, I focus on the Bakhtinian concept of dialogism rather than the notion of 
community of practice. 

 While the literature on paired placements has identifi ed the positive aspects and 
 challenges   of this kind of arrangement, the discussion does not venture into how the 
combination of these experiences, and confl icts with certain voices contribute to the 
 PST   and  supervising teachers  ’ overall ideological understanding of what the teach-
ing profession is. There is little exploration of how the overlapping of social worlds, 
such as school discourses, university discourses, and pre-existing discourses within 
each individual interweave in  triadic relationships   to add to, disrupt or normalise 
notions of  professional becoming   as a teacher.     

3     Theoretical Framework 

3.1      Professional Becoming   

  The notion of ‘ professional becoming  ’ is central to the fi ndings and analysis in this 
chapter. To develop a theoretical understanding of the concept  professional becom-
ing   one can draw on recent discussions in this area, and for the purpose of my 
research, I have drawn on Bakhtinian views of knowledge creation. Publications by 
Kostogriz ( 2007 ), Kostogriz and Peeler ( 2007 ), and Mulcahy ( 2011 ) explore the 
connection between ‘professional’ and ‘becoming’ in educational settings. Drawing 
on Lefebvre ( 1991 ), Kostogriz explores the spatial dynamics and socially con-
structed nature of professionalism and professional  knowledge     . He argues, “the 
focus on the interplay between offi cial and unoffi cial knowledge in learning uncov-
ers teachers’  professional becoming   as multidimensional and related to their daily 
lives” (Kostogriz,  2007 , p. 34). Mulcahy develops an understanding of  professional 
becoming   through actor-network theory, emphasizing  professional becoming   as not 
only a process, but also a material practice incorporating multiple heterogeneous 
networks. 

 These views compliment a Bakhtinian conceptualization of   professional becom-
ing    using a concept from Bakhtin called ‘ ideological becoming’   (Bakhtin,  1978 ). 
Bakhtin’s use of ideology relates to the ways social groups view the world. 
 Ideological becoming   describes the complex process humans move through when 
engaging with social groups and the infl uence this has on one’s views about the 
world. Kostogriz and Peeler’s ( 2007 ) renegotiation of traditional uses of context to 
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the concept of space when discussing professional learning is useful in describing 
the process of ideological becoming. The notion of space enables an appreciation of 
the multiplicity of voices and ideological environments (Bakhtin,  1978 ) that con-
tribute to one’s ideological becoming. In this chapter ideological becoming has been 
appropriated and relabeled ‘ professional becoming  ’ to acknowledge the particular 
social group in this research, teachers, who exist in discursive spaces in which ‘pro-
fessional’ processes and material practices exist on levels from school expectations 
through to legislative requirements. 

 Bakhtin argued that the voices we come into contact with can become assimi-
lated without  challenge  , dismissed or modifi ed. The outcome of this mixing of 
voices and discourses with our own is that we create a hybridized (Bakhtin,  1981 , 
 1986 ) version that meets our own needs and contexts. Freedman and Ball ( 2004 ) 
explore the concept of  hybridization   in their research on teacher professional learn-
ing arguing:

  the role of the other is critical to our development; in essence, the more choice we have of 
words to assimilate, the more opportunity we have to learn. In a Bakhtinian sense, with 
whom, in what ways, and in what contexts we interact will determine what we stand to 
learn. (p. 6) 

   The kinds and variety of voices available in a teacher’s environment will infl u-
ence their learning and, hence, constructions and understandings of what it means 
to be a teacher.   

3.2      Authoritative Discourses   

 Another important consideration for this particular research is the infl uence of what 
Bakhtin ( 1986 ) labelled “authoritative discourses”. His conceptualization of lan-
guage and meaning represents the multifaceted relationships that exist between 
voices as individuals and authorities as they attempt to create stability for them-
selves and others within discourse. Various forces form a complex matrix through 
space and time, which results in discourses not only reaffi rming social systems but 
also contributing to the renegotiation and change of systems (Lemke,  1995 ). The 
paired placement  challenges   a traditionally accepted social system in which one 
supervisor has one  PST   and this concept is also a consideration in the  triadic rela-
tionship  . While Bakhtin’s use of  authoritative discourse   tends to be in the context of 
dictatorships or religious scriptures, in this context the  supervising teachers  ’ voice 
represents a powerful force that  PSTs   sometimes struggle to  challenge   as this voice 
can be represented by the educational social system, and at times by the  supervising 
teachers   themselves, as the authority on how to be a teacher. It is important to con-
sider the possibility of the supervisors’ voice acting as an  authoritative discourse  , 
and the infl uence this has on the  professional becoming   of both the PSTs and the 
 supervising teachers  .   
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4     Participants and Context 

 A paired placement research study was conducted in Semester One and Semester 
Two of 2015. In this pilot  PSTs   were allocated to a school based on their geographi-
cal location and method area. The Semester One study comprised of a group of 
Postgraduate Diploma of Education PSTs (n = 12), with data collected essentially 
for evaluative purposes. During Semester Two, two cohorts were placed in paired 
arrangements and this research draws on data from seven Postgraduate Diploma of 
Education PSTs (fi ve female/two male) and two  supervising teachers   (one male/one 
female) from this placement. Participants completed an online survey and were 
invited to participate in a follow up interview, with two PSTs participating in an 
interview. All data presented in this chapter uses pseudonyms. 

 Like Bullough Jr. et al. ( 2002 ), I chose to encourage the  supervising teachers   to 
negotiate the implementation and structure of the paired placement to suit their 
context and their perceived needs of the  PSTs  . Participants were provided with 
information outlining the concept of paired placements and recent research in this 
area. It was expected that PSTs planned and taught as pairs, as well as each  PST   
having an opportunity to teach solo and provide peer feedback for each other. 
During pre-placement workshops PSTs were provided with material about conduct-
ing professional conversations with peers and their  supervising teacher  .  

5     Aims and Method 

 The research discussed in this chapter was based on four key aims which were to:

    1.    examine the contributions paired placements can make to the  professional 
becoming   of  PSTs;     

   2.    examine the contributions paired placements can make to the  professional 
becoming   of  supervising teachers;     

   3.    examine the ways  PSTs   and their  supervising teachers   in paired placements 
negotiate unfamiliar situations and  confl icts;   and,   

   4.    develop an understanding of the kinds of spaces that enable alternative place-
ment models such as paired placements to succeed.     

5.1     Data Collection Methods 

 The study drew on a mixed methods approach, using survey and interview data. The 
survey included ranking scales and open ended questions and was designed in 
SurveyMonkey, a familiar survey tool for teachers and  PSTs  . As identifi ed above, 
survey data was drawn from seven PSTs and two teachers, and interview data from 
two PSTs. The analysis in this chapter draws primarily from the open ended 
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question responses and transcribed interview responses as they provided the most 
valuable data about the participants’  professional becoming   and their negotiation of 
tensions. The data was analysed using a combination of thematic grouping and item 
analysis, with the Bakhtinian theoretical framework applied to develop a more 
detailed understanding of the participants’ comments in relation to the research 
aims.  

5.2     Limitations 

 This is a small scale research project that does not enable generalisations about the 
effectiveness of the paired placement to be drawn, however the surveys and inter-
views point to interesting fi ndings about the effect a paired placement can have on 
teachers’ development of professional understandings about themselves and the 
teaching profession. Rather than making generalisations about a larger population, 
this research was interested in the particularity of the ways  PSTs   and  supervising 
teachers   negotiate the voices within the paired placement space.   

6     Analysis and Discussion 

 As identifi ed in the review of the literature there are positive and negative outcomes 
associated with paired placements and while this analysis illustrates the benefi ts and 
 challenges  , I focus particularly on the contribution of tensions and confl icts to the 
 professional becoming   of the participants, and to the renegotiation or perpetuation 
of particular discourses in teaching. More specifi cally, I explore the ways these 
dialogues exist in ideological environments and the internal struggles participants 
had as they developed their own hybridized voice in the process of their  professional 
becoming  . The analysis begins by examining the  PST   data and then moves on to 
examine the survey data from the  supervising teachers  . 

6.1     Pre-service Teacher Surveys and Interviews 

 This section reports on key themes emerging from the survey and interview data of 
the  PSTs  . The pseudonyms used for the participants whose responses were selected 
for the analysis are Ellie, Rebecca and Ashley. Rebecca and Ashley volunteered to 
be interviewed and the interview data has been used in combination with their sur-
vey responses to explore their  professional becoming   in more depth. 
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6.1.1     The Infl uence of Confl icts and Constraints on  Professional 
Becoming   

  The tensions identifi ed by  PSTs   in the survey with the voices around them in the 
 triadic relationship  , and their actions, illustrated the struggles PSTs often have when 
they have to negotiate diffi cult professional conversations and confl icts. Two PSTs 
suggested no confl icts arose, however all seven who completed the survey identifi ed 
some form of constraint and/or  challenge  . Some of the comments were troubling, 
suggesting a great deal of preparation would be required to enable PSTs to learn 
from multiple voices they encounter in paired placements, rather than perceiving 
their partner as competition, inferior, or of no benefi t to their own  professional 
becoming  . 

 Ellie stated that her pair “was not really interested in my refl ections on her les-
sons so I stopped doing them for her. She never typed up any refl ections on my 
lessons. We sometimes shared verbally about lessons”. The potential to learn as one 
negotiates heterogeneous voices in a triadic space was limited by the reluctance 
from Ellie’s partner to engage in dialogic interactions. It appeared Ellie initiated a 
process in which peer to peer voices could form an additional contribution to their 
 professional becoming  , rather than just the traditional more authoritative  supervis-
ing teacher   to the often-compliant  PST   (Nokes et al.,  2008 ). It was unfortunate that 
this experience became such a  challenge   for Ellie that she chose to cease her involve-
ment in this process rather than develop a dialogue in the triad, or even with her 
partner, about the tension she felt in this space. Ellie also raised the issue of a con-
fl ict with her supervisor’s approach to  assessment   stating,

  I felt confl icted internally since I witnessed testing that resulted in a 40 % average for the 
Year 7 class and was not able to go back over the test or have a discussion with the class. I 
was told to move on to the next topic. This had nothing to do with the paired placement but 
with the strategy for  assessment   being used by my  supervising teacher  . 

   To state that this had “nothing to do with the paired placement” demonstrates the 
multiplicity of dialogic struggles that existed within this relationship. Not only did 
she cease sharing refl ective feedback with her partner, but Ellie felt an internal con-
fl ict about her  supervising teachers  ’ approaches. Her comments disassociating this 
confl ict with the relationship she had with her partner suggests she did not view the 
paired placement as an opportunity to explore with her partner areas of confl ict with 
their  supervising teacher  . One of the benefi ts discussed in much of the literature 
relating to paired placements refers to the emotional and pedagogical support that 
comes from working with a peer. A combination of unreconciled confl ict with her 
partner and an unchallenged  authoritative discourse   through her  supervising teacher   
meant Ellie was unable to engage in this space in a productive way on ideological 
discourses around professional understandings of teaching. 

 Ashley’s responses in the survey suggested a complete break down in the rela-
tionship. He stated “my partner didn’t want me in their class after two weeks. This 
caused a little awkwardness. This was her decision not mine,” and he attributed this 

Exploring the Becoming of Pre-service Teachers in Paired Placement Models



148

break down to “different styles of teaching, different levels of expectation about 
what was expected, different ideas about what would work, different levels of expe-
rience”. Ashley’s interview provided further information on how he negotiated the 
tension leading up to and as a result of splitting the pair, and the infl uence this had 
on his  professional becoming  . 

 Ashley had been a teacher’s aide in a school for a number of years, and expressed 
excitement about team teaching in a situation where he was one of the lead  teachers   
rather than an aide. He said it is “often frustrating being in the teaching aide role 
because you can’t control the classroom”. His interactions in the space of teaching 
aide had provided him  access   to multiple voices on teaching, however his frustra-
tions refl ect the desire to be the dominant voice in the classroom. He reported no 
confl icts with his  supervising teacher   on placement, saying that she “was fantastic, 
very considerate, looked for both myself and my pair’s voice in the process and gave 
us control over the process”. The placement experience provided the potential for 
Ashley to have the control he felt was lacking in his teaching aide role. He also said 
she:

  made us aware very early that she was going to listen to us, take into account what we 
thought, plan with us and it was going to be a very collaborative approach, as opposed to 
her just being the fi gure that told us what we were going to do and when we were going to 
do it. 

   Ashley’s description suggests the  supervising teacher   in the early stages of the 
paired placement enabled a dialogic approach to planning and teaching supporting 
the collaborative nature of the paired placement arrangement. Ashley’s statements 
also suggest he did not believe his supervisor was going to make attempts to repre-
sent herself as an  authoritative discourse   on teaching, which, for someone with 
established internal discourses on teaching, created less tension and more willing-
ness to engage with the voice of this person. 

 Ashley’s perception, however, of the collaborative process and dialogic possi-
bilities in the triad seemed to be contradicted by his description of the events leading 
up to the separation of the pair. He stated at the commencement of the round that he 
and his pair “both went into it with very positive intentions, we tried to make it 
work, defi nitely at the start” and that he was “willing to make it work”. The decision 
to split the pair, however, was not collaborative as he stated,

  after a week and a half my  supervising teacher   and pair had a discussion in private and my 
 supervising teacher   said that it would be better if I didn’t go to anymore of the classes that 
my pair was teaching. Obviously my pair felt it was not going to work. 

   Neither Ashley’s pair nor their supervisor spoke with Ashley about their con-
cerns prior to the decision to split the pair. While “at the time I wasn’t too perturbed 
about it”, Ashley “felt perhaps my pair could have come to me and spoken to me 
about it”. By removing a key voice in the  triadic relationship   the potential for a 
dialogic approach to working through and learning from the ideological tension and 
the potential for this process to contribute to both Ashley, his partner and  supervis-
ing teacher  ’s     professional becoming   was stifl ed. 
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 Ashley’s actions in this situation were to accept rather than  challenge   the deci-
sion delivered by his  supervising teacher   stating “as the placement went on me and 
my pair were at different stages of teaching perhaps and that became very apparent 
to my  mentor teacher  ”. He rationalised the decision by commenting that his super-
visor “saw that I wanted to control the class but that I kept stopping because my pair 
was there” and that “in my pair’s case, she saw that I was a more dominant fi gure so 
she felt like my presence in the room, like she would give me more control instead 
of having to do it herself”. His concerns refl ect the issue raised by Gardiner and 
Robinson ( 2009 ) that sometimes a pair may use their partner as a “crutch” and not 
 challenge   themselves to develop to their full potential. It appeared the potential for 
the triadic interaction of voices assisting in the  professional becoming   of those in 
the relationship was severely limited after this point as the pair “did not work on 
planning together after this point either”. While Ashley told his pair he was more 
than happy to share what he was preparing, his comment that “if I went off what she 
was preparing I would have felt underprepared” illustrated a lack of confi dence with 
his partner’s professional decisions about teaching, and an apparent acceptance by 
the  supervising teacher   that collaboration between the three was not able to provide 
further opportunities to assist both  PSTs   to ‘become’ more effective teachers.  

6.1.2      The Role of  Confi dence   in  PST    Professional Becoming   

 The importance of feeling confi dent was touched on by some  PSTs  , but was particu-
larly evident in Rebecca’s survey and interview. Harlow and Cobb ( 2014 ) state 
“lack of confi dence seemed to inhibit the ability for pre-service teachers to actively 
involve themselves in teaching experiences, which impacted on their perceptions of 
their  identities   as teachers” (p. 84). This inhibition was evident in Rebecca’s 
responses, which acted as a barrier to her  professional becoming  . 

 In her survey Rebecca stated “I didn’t like having my pair in my classroom, in 
the end my supervisor and I decided it was best we both taught alone”. Rebecca felt 
intimidated by her partner as he was “slightly older and had worked in a school 
before [which] made him much more confi dent and made me look terrible in the 
classroom”. Rebecca highlighted one of the issues raised by Smith ( 2002 ) and 
Walsh and Elmslie ( 2005 ) in that she viewed the relationship as competitive. She 
felt her partner had a closer relationship with the supervisor and he tended to arrive 
earlier and leave later, which she perceived as an effort to “make me look bad”. She 
also identifi ed a concern that the university supervisor (not the researcher) who 
made a phone call to the school to check on their progress did not speak to her indi-
vidually and that she was “basically grilled about my teaching style and how I was 
going to improve” in front of both her  supervising teacher   and her partner. 

 Rebecca’s diminished confi dence infl uenced her ability to negotiate the internal 
dialogic struggle that was a result of differing ideologies on teaching with her part-
ner, and the authoritative voice of her supervisor. Her lack of confi dence at times 
impacted the ways she constructed her  identity   creating confl ict in her understanding 
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of who she was as a professional. In her interview she stated that she was perceived 
as very quiet, which she reasoned as only because she was being compared to her 
“outgoing and loud” partner. Part of the tension for Rebecca was her  perception that 
the relationship with her partner was competitive, and this confl ict inhibited her 
confi dence in speaking to her partner about the situation. In addition, her feelings of 
inferiority due to her partner’s experiences in schools made her perceive her power 
status within the triadic space as the lowest, number three. Nokes et al. ( 2008 ) sug-
gested “having one’s ideas questioned by a peer is fundamentally different than 
having ideas questioned by an experienced  mentor teacher  ” (p. 2173), however 
when two people in the triad are perceived as more experienced a situation may 
arise where “it is much safer for a student teacher to disengage from the dialogue” 
(Nokes et al.,  2008 , p. 2173). In particular, if the peer is perceived as more experi-
enced, as Smith ( 2002 ) found, this may create more tension as it  challenges   the 
expectations of this relationship. 

 This is evident in Rebecca’s situation as she said the decision to split was “the 
 supervising teacher  ’s    from the beginning. In the end she came up to us quietly and 
said you’re both on your way now, I think you should take one class each”. The 
supervisor in this situation chose to protect both  PSTs   from what she perceived as 
an unproductive relationship. However, these vast differences in ideologies which 
created tension, if managed carefully, may have allowed critical engagement with 
the ‘other’ to develop a stronger sense of where predispositions about how and what 
to teach come from, and how to combine one’s understandings with those of expe-
rienced  supervising teachers   to contribute to one’s  professional becoming  . As Nokes 
et al. ( 2008 ) argue, “when two student teachers disagree there is an enhanced poten-
tial for rich interaction and refl ection” (p. 2173), however to be successful this 
requires dialogue between the partners. When one peer removes their voice and 
limits the other’s voice, and the  supervising teacher   encourages the shift to solo 
teaching, dialogue and the learning experience opportunities decreases. It is cases 
such as these in which additional professional voices with expertise in negotiation 
in adult interactions could enable positive dialogic outcomes leading to professional 
growth.  

6.1.3      PST   Voices: A Summary 

 For many of the  PSTs   in this study their hybridized versions of being a teacher pro-
fessional in a secondary context does not include positive ideological positioning 
towards the ability to work collegially within the classroom space. Many identifi ed 
tensions with the voices within their placement arrangement, and that they struggled 
to fi nd ways to learn from these tensions. There were suggestions that a paired 
approach was useful for planning, but very few saw the approach as useful for their 
 professional becoming   in the implementation of teaching in the classroom.   
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6.2      Supervising Teacher   Feedback 

 One of the limitations of the research was the lack of data generated from  supervis-
ing teachers  , with only two teachers completing the survey, with this limitation 
pointing the way for future research. Both supervisors were experienced, having 
supervised several  PSTs   previously in solo arrangements. This was their fi rst expe-
rience working with a pair of PSTs. The experience of supervision of a pair was 
perceived as positive and they identifi ed benefi ts that focused on the social, emo-
tional and pedagogical support of the paired model, as refl ected in the literature on 
paired placements. 

 The  supervising teachers   identifi ed that the paired arrangement may not have 
worked as effectively if there were “really clashing personalities” or if “they don’t 
get along so well”, with this data echoing the comments from  PST  ’s in the literature 
review who had tensions of this nature. The perception of success in a paired place-
ment appears to be associated with the PST’s ability to “get along” or develop rap-
port. The  supervising teachers   did not identify what the  PSTs   could learn from 
contrasting or confl icting voices, or their role in providing alternative voices to 
encourage critical refl ection on ingrained ideologies about education. 

 Each of the supervisors identifi ed the positives of having the pair with Anne stat-
ing it meant “as a part timer, didn’t feel so guilty on my day off” as she knew the 
 PSTs   could support each other, refl ecting Smith’s ( 2002 ) discussions on the expec-
tation by  supervising teachers   that the pairs  will  support each other in their absence. 
Tim stated having a  PST   meant he had to “take the time to again note the  profes-
sional standards      and consider how closely one is actually doing what is expected of 
a teacher. This is because of the need to model behaviour and also offer feedback”, 
however, this could be interpreted more as a general statement about supervising 
PSTs, rather than something specifi c to the paired placement itself. The survey 
responses from the supervisors did not provide insights into the intricacies of being 
traditionally the more authoritative voice in the relationship and how they managed 
triadic collaboration. These gaps are ones that can be addressed in future research.   

7     Outcomes of the Paired Research 

 While the  PSTs   and  supervising teachers   in this research identifi ed multiple com-
plexities of paired placements that challenged their own persuasive discourse on 
what teaching should be, with some saying it created barriers to their  professional 
becoming  , this does not mean paired approaches are not of value. While some lit-
erature suggests a better outcome may be reached by asking PSTs to volunteer to be 
a part of a pair (Smith,  2002 ), this results in only a select few developing the nego-
tiation skills required in  collaborative teaching   arrangements. Rather than adopt this 
approach there are ways to improve paired placement experiences for large cohorts 
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and through refl ecting on this research, and considering ways to address the issues 
and recommendations raised by  TEMAG   ( 2014 ), a more effective paired placement 
model can be conceptualised. 

7.1     Conditions for Paired Placements to Contribute 
to  Professional Becoming   

 An effective way to utilise paired placements is in coursework units that embed the 
placement experience into course work. In 2016 we will be implementing a second 
year embedded placement that requires pairs to focus specifi cally on a smaller 
group, rather than the task of teaching the whole class. The course work component 
of the academic study will incorporate workshops and role-plays on professional 
conversations with the pairs before they commence their placement, along with the 
 inclusion   of a small paired or a group research project on differentiation with spe-
cifi c groups of students, or the implementation of particular pedagogies or theories. 
This enables all parties to negotiate theoretical voices with their own, each other’s 
and supervisors’ voices, as well as the classroom student voices, contributing to the 
 PST  ’s  professional becoming   in relation to their understanding of the nexus between 
theory and practice, and collaborative approaches. 

 In relation to the  professional becoming   of the  supervising teachers  , the provi-
sion of mentoring training would be highly benefi cial. The mentoring of  supervising 
teachers   would benefi t from an ‘outside’ voice that may be able to disrupt estab-
lished and ingrained ideologies. Professional learning focused on professional con-
versations and confl ict negotiation also needs to occur with both  supervising 
teachers   and  PSTs  . The  PST   group who completed the survey appeared to need 
more workshops than were provided in this area with data indicating that some 
PSTs have strong internal persuasive discourses around what becoming a  secondary 
teacher   means, including the idea that close collaboration, particularly in classroom 
teaching, is not a requirement. Collaborative approaches to teaching and open class-
rooms where teaching is critiqued by peers, leaders and ‘outside’ critical friends are 
becoming more common place and these are essential skills for teachers to develop.  

7.2     Importance of Strong  Partnerships   

 To improve trials of alternative placement models, it is important that stronger inter-
sections between universities and schools are developed to provide supportive dia-
logic spaces. Along with leadership team members and staff in the secondary 
component of the placement program, I am introducing a cluster partnership system 
in which academics are connected geographically to a number of schools. These 
academic staff will become integral parts of the school community. In this model 
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they will provide support to the  PSTs   and their  supervising teachers   in the schools 
while they are on placement. This model also incorporates mentoring training, col-
laborative options for  school-university partnership   work on school improvement 
plans and support for staff around action research. The clusters also provide the 
opportunity for more integrated teaching of academic content in schools, and trials 
of alternative placement models that develop a better understanding of the theory 
and practice nexus. These partnership spaces can become Communities of Practice 
where multiple voices negotiate the improvement of school student outcomes 
through research and practice. The  TEMAG   ( 2014 ) report states “close working 
relationships through effective  partnerships   between providers and schools can pro-
duce mutually benefi cial outcomes and facilitate a close connection between teach-
ing practice and  initial teacher education  ” (p. 25). Effective  partnerships   in this 
space will assist the implementation of collaborative models of placement such as 
paired placements and strengthen the  professional becoming   of not only pre- service, 
early career, experienced and leadership educators in schools but also tertiary edu-
cators and researchers involved in the clusters.   

8     Conclusion and Future Directions 

 This research has highlighted the ways in which  PSTs   negotiate the  triadic relation-
ship   that comes with paired placement in schools. While these models of placement 
have the potential to provide multifarious forms of support and contributions to  PST   
and  supervising teachers  ’  professional becoming  , this research has revealed that 
there needs to be careful construction of links between university and schools to 
assist both supervisors and PSTs in negotiating these complex spaces. The future 
directions for this researcher in relation to paired placement research is to explore 
how a more targeted use of paired placements in the new cluster partnership model, 
combined with a paired  assessment   task in an embedded placement unit contributes 
to the  professional becoming   of PSTs, supervisors and tertiary staff. It is anticipated 
that establishing clusters with academics linked to each cluster will enable the 
development of a stronger relationship between the university and schools, provide 
better conditions for dialogue and positive outcomes for the  professional becoming   
of those involved in alternative professional placement models.       
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1          Introduction: The Aim of the Chapter 

  This chapter focuses on the importance of Internships in  initial teacher education 
(ITE)   in Australia. Internships are situated within the wider attention being afforded 
to improving ITE programs, evident through the reviews and their terms of refer-
ence in recent years. To illustrate, the  TEMAG   report  Action Now :  Classroom Ready 
Teachers  ( TEMAG  ,  2014a ) stated that it “…grew out of two clear propositions: that 
improving the capability of teachers is crucial to lifting student outcomes; and that 
the Australian community does not have the confi dence in the quality and effective-
ness of new teachers” (p. 1). The scale of this initial teacher education agenda in 
Australia was highlighted in the preceding  Teacher Education Ministerial Advisory 
Group Issues Paper  ( TEMAG  ,  2014b , p. 5) which stated that, “In 2012, there were 
around 76,000 domestic pre-service teachers enrolled in these programmes – 
62,000 in undergraduate programmes and 14,000 in postgraduate programmes”. 
That issues paper acknowledged other reviews conducted in most Australian juris-
dictions in the previous two years, including:

•    New South Wales –  Great Teaching ,  Inspired learning :  Blueprint for Action  
(New South Wales Government Education and Communities,  2014 )  
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•   Victoria –  From New Directions to Action :  World class teaching and school lead-
ership  (State of Victoria Department of Education and Early Childhood 
Development,  2013 )  

•   Queensland –  A Fresh Start :  Improving the preparation and quality of teachers 
for Queensland schools  (Department of Education & Training and Employment, 
 2013 )  

•   South Australia –  Building a Stronger South Australia :  High Quality Education  
(Government of South Australia,  2013 )    

 Disturbingly, these reviews highlighted important areas for strengthening both 
accountability processes and improvement agendas in the quality of ITE programs 
(Finger,  2013 ). For example, the six key fi ndings of the most recent review by 
 TEMAG   ( 2014a ) included the following three fi ndings:  evidence   of poor practice in 
a number of programs; insuffi cient integration of teacher education providers with 
schools and systems, and, inadequate application of  standards  . 

 Consequently, the design and implementation of quality ITE programs should 
address those concerns through producing quality graduates and ensure public con-
fi dence. Importantly, Internships are located in the fi nal semester of an ITE program 
during which ITE students are expected to demonstrate the expectations of the 
  Australian Professional Standards for Teachers    –   Graduate Teachers    ( AITSL  , 
 2014 ). 

 The authors outline the context of this research by summarising the emergence 
of Internships in ITE programs in Australia. More specifi cally, we note the histori-
cal development of  The Griffi th Education Internship  which had its genesis more 
than 21 years ago in 1994. That Internship model has been scaled up as a mandatory 
course for all students undertaking the  Bachelor of Education   (Primary) at Griffi th 
University, which is located in Queensland, Australia. That context, and a review of 
relevant literature, informs the development of the  conceptual framework  , shown in 
Fig.  1  later in this chapter, and used to guide the qualitative case study research 
design and  methodology  .

   Subsequently, the methodological approach outlined is designed to enable a par-
ticularistic, descriptive, heuristic, and inductive description and analysis of  The 
Griffi th Education Internship . In that case study, the current Internship design is 
discussed in terms of its structure, the University-School  partnership  , and the impor-
tance of the  Internship Action Plan (IAP  )   . The case study concludes with a succinct 
identifi cation of the outstanding features of  The Griffi th Education Internship  
model, including the shift in the relationships between the ITE student as a student 
teacher supervised by a teacher in the “Final Professional Experience/Practicum”, 
and the ITE  Intern   transitioning to a Co-teacher working with a  Mentor Teacher   in 
the Internship as an advanced capstone professional experience. This account pro-
vides insights and implications for others who might be designing ITE capstone 
professional experiences, such as Internships.  
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2     The Context of the Research: Internships in Initial 
Teacher Education in Australia 

 The context of this research which provides a case study of  The Griffi th Education 
Internship  needs to be understood within the wider developments of Internships in 
ITE in Australia. 

 As outlined in  The Multiple Faces of Internships ,  a report of the Working Party 
on Internships in Teacher Education  (Queensland Board of Teacher Registration, 

Lifecycle Stage Career Development Tasks and 
Learning Curriculum

ITE Program and Professional 
Experience Continuum

Transition In Clarifying sense of aspiration and 
connection to the field, and future 
pathways

Learning and assessment experiences 
designed to foster a sense of career 
direction, purpose and aspiration

High quality integrated ITE program -
Informed by Shulman (1986) – PCK, and 
Mishra & Koehler (2006) - TPACK

Initial professional experiences

High quality placements

High quality partnerships

Engaging with the expectations of the Australian Professional Standards for Teachers - Graduate Teachers
(AITSL, 2014) – Professional Knowledge, Professional Practice and Professional Engagement

Transition 
Through

Building positive and professional 
graduate identity

Learning and assessment experiences 
designed to consolidate a sense of purpose, 
capability, employability and professional 
connection

High quality integrated ITE program

Professional experiences through 
supervised practicums

High quality placements

High quality partnerships

Developing evidence in University and school experiences to demonstrate knowledge, understanding and 
application of the Australian Professional Standards for Teachers - Graduate Teachers (AITSL, 2014) –
Professional Knowledge, Professional Practice and Professional Engagement

Conceptualisation of Internships in ITE Programs as an advanced, culminating professional experience

Transition Out Building graduate and professional 
identity, sense of professional community

Learning and assessment experiences to 
foster a sense of graduate identity, 
professional community mastery and 
employability

High quality capstone experience in a high 
quality integrated ITE program

Intern as Co-teacher Mentor Teacher 
relationship

High quality placements

High quality partnerships 

Sustained, authentic demonstration in school contexts of the Australian Professional Standards for 
Teachers - Graduate Teachers (AITSL, 2014) – Professional Knowledge, Professional Practice and 
Professional Engagement

Transition Up Establishing graduate role and 
consolidating professional identity

Deepen connection to the field and 
establish self in role and profession

Transition into the profession -
Employment as a teacher

AITSL career stages Graduate>Proficient

Alumni networks

  Fig. 1    Conceptual framework – internship as an advanced ITE professional experience       
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 2004 ), it appears that “Active trialling on internship models in teacher education 
programs took place around Australia in the mid-1990s. For example, Jones, Ball 
and Smart ( 1995 ) described a pilot internship program conducted during 1994 at 
Griffi th University Gold Coast in the  Bachelor of Education   (extension) program” 
(Queensland Board of Teacher Registration,  2004 , p. 3). The case study presented 
in this chapter can be traced back to these beginnings in 1994, which refl ects that it 
has been sustained, reviewed, and improved over the subsequent 21 years. 

 Moreover, that report outlined that “A  School Based Semester (SBS)   was offered 
to students in the fi nal year of the  Bachelor of Education   (Primary) program at Edith 
Cowan University from 1994 (Campbell-Evans,  1995 ; Chadbourne,  1995 ).” In 
addition, similar trials of variable ‘Internship’ designs were being conducted at 
Southern Cross University (Young,  1995 ), the ‘Practernship’ at the Queensland 
University of Technology (Millwater & Yarrow,  1997 ), and at the University of 
Sydney (Hatton,  1996 ). A review of relevant literature on Internships in ITE in 
Australia presented later in this chapter elaborates on the emergence and approaches 
to Internships. Thus, 21 years after the trial of the Internship at Griffi th University 
in 1994, this chapter will provide a case study of  The Griffi th Education Internship  
in 2015, situated within that context.  

3     Review of the Literature and the  Conceptual Framework   
Guiding the Case Study 

  In this section, a review of relevant literature on Internships in initial teacher educa-
tion is provided. This informs the development of a  conceptual framework   which 
draws upon the   Australian Professional Standards for Teachers    –   Graduate Teachers    
( AITSL  ,  2014 ), and the  TEMAG  ’s key fi ndings and recommendations. It will draw 
upon the theoretical frameworks of the knowledge base for teaching of Shulman’s 
( 1987 ) pedagogical content knowledge ( PCK  ) and Mishra and Koehler’s more 
recent work ( 2006 ) on technological pedagogical and content  knowledge   ( TPACK     ). 

 The  accreditation   of ITE programs in Australia is governed by the Australian 
Institute of Teaching and School Leadership ( AITSL  ), and, in particular, the 
 Accreditation of ITE Programs in Australia :  Standards and Procedures  (AITSL, 
 2012 ). Inherent in these  standards   and all ITE programs is the development of peda-
gogical content knowledge ( PCK  ) which draws upon Shulman’s seminal work 
( 1987 ) in which he proposed the knowledge base for teaching, including a model of 
pedagogical reasoning and action.  PCK   informs strategic decisions about how best 
to represent content for effective learning in a given context. Subsequent to dynamic 
technological changes, Mishra and Koehler ( 2006 ) argued that these changes should 
be recognised by expanding Shulman’s concept of  PCK   to include technological 
 knowledge   ( TK  ), and that teachers now require technological pedagogical and con-
tent  knowledge  , commonly referred to in the literature as  TPACK  . While not exten-
sively elaborated upon in this chapter,  PCK   and  TPACK   provide a theoretical 
framing of the knowledge base for teaching and are inherent in the   Australian 
Professional Standards for Teachers    –   Graduate Teachers    ( AITSL  ,  2014 ). 
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 As outlined earlier,  The Multiple Faces of Internships ,  a report of the Working 
Party on Internships in Teacher Education  (Queensland Board of Teacher 
Registration,  2004 ) provided a useful review of Internship models and approaches. 
That report noted that most early Internships “were designed on a selective or elec-
tive basis” (p. 4) and, as these were positively regarded by ITE students and the 
school communities, “most universities in Queensland have begun to include an 
internship as part of their professional experience program” (pp. 4–5). They also 
noted that the duration varied from four weeks to an entire school term, and that, in 
some models, ITE students progress from a supervised practical experience to the 
Internship whereby the  supervising teacher   becomes the  Intern  ’s  mentor teacher.   

 In an Appendix to that report, examples of Australian-based Internship programs 
(Queensland Board of Teacher Registration,  2004 , pp. 52–55) and examples of 
overseas-based Internship programs (Queensland Board of Teacher Registration, 
 2004 , pp. 55–57) are provided. Some of the Australian examples referred to models 
being explored at the University of Western Sydney (Cameron,  2001 ), Charles Sturt 
University (Dobbins & Mitchell,  1995 ), University of Western Australia (Goody, 
 2001 ), University of Sydney (Hatton,  1996 ), University of Newcastle (McCormack, 
 1997 ), and James Cook University (Matters,  2001 ). Some of the overseas or inter-
national examples were drawn from Los Angeles, California (Basinger,  2000 ), 
Kansas City, Missouri (Kennedy Manzo,  2002 ), State University of New York 
(Kramer Schlosser & Blazano,  2002 ), Kentucky (McCormick & Brennan,  2001 ), 
and Memorial University, Canada (Singh, Doyle, Rose, & Kennedy,  1997 ). 

 The Australian and the international examples highlighted a range of reconcep-
tualisations of supervised practicums so that the Internship models would enhance 
the transition of ITE students to the profession through building their  self-effi cacy   
to teach. Common  characteristics   of the various models were the envisioning of new 
roles and expectations of the  Interns   and their  Mentor Teachers  . For example, there 
were notions of the ITE student transitioning from a ‘Student Teacher’ to a 
‘Co-teacher’ (See Carpenter & Franklin,  2010 ), though research suggested that the 
developmental phases experienced by ITE students is not a simple, continuous or 
sequential skill collection process (Cameron,  2001 ). Moreover, some models (e.g., 
McCormick & Brennan,  2001 ) were intended to reduce the number of teachers who 
leave the profession in their fi rst year. 

 However, Kennedy and Doyle ( 1995 ) appropriately warned of the importance to 
distinguish between an apprenticeship model with an Internship, which they sug-
gested integrates theory and practice and facilitates ITE students to critically anal-
yse and implement change. More recently, Broadley, Sharplin and Ledger ( 2013 ) 
highlighted the continuing concerns about quality ITE programs, and the  challenge   
of strengthening the theory-practice nexus, and noted that there has been advocacy 
to “change perceptions that these are competing domains” (p. 96). Furthermore, 
they highlight the perceptions of practising classroom teachers that view the “cre-
dentials of teacher educators with distrust, misunderstanding and scepticism” 
(p. 96) and that “teacher educators are perceived as removed from the real world of 
classrooms, behaviour management, parents, marking and the education bureau-
cracy, in a realm separate to schools” (p. 96). Broadley, Sharplin and Ledger make 
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the valid argument that “ Partnerships   offer a means for changing these stereotypical 
views” ( 2013 , p. 96). 

 Le Cornu ( 2015 ) in a paper titled  Key components of effective professional expe-
rience in initial teacher education , highlighted research about teacher  quality  , 
teachers’ work, and teacher educators’ work. In addition, Le Cornu noted that the 
Australian Government’s response to the  TEMAG   report ( TEMAG  ,  2014a ) focused 
on improvements needed in ITE. While not directly referring to Internships, Le 
Cornu identifi ed seven key components within three categories for effective profes-
sional experiences; viz.

    (A)    High quality integrated initial teacher education programs

   A.1 Well-structured integrated ITE programs  
  A.2 Well managed integrated ITE programs  
  A.3 Well supported integrated ITE programs      

   (B)    High quality placements

   B.1 High quality  supervising teachers    
  B.2 High level commitment from School Leadership      

   (C)    High quality  partnerships  

   C.1 High quality  school-university partnership  s  
  C.2 High quality systems based  partnerships         

  Elsewhere, Foxall ( 2014 ) more directly focused on Internships, in asking  princi-
pals   to provide their perceptions of the work of  Intern   and Non-Intern  graduate 
teachers  . She noted that the Internship model she studied in Western Australia faced 
several  challenges  , including the workload faced by  Interns   and the  Mentor Teachers  , 
and the lack of clarity in  School-University partnerships     . Despite these  challenges  , 
Foxall indicated that the supporters of an Internship model “hoped the potential 
benefi ts would outweigh the negative aspects, as these perceived benefi ts revolved 
around the idea that an extended practicum, with additional mentoring and profes-
sional learning, might improve the performance of the mentee and the mentor” 
(p. 111). Importantly, the study’s key fi ndings were very positive as the  principals   in 
the study perceived that their  Intern   graduates performed at a higher level than their 
Non-Intern graduates, and while there are limitations in generalising beyond this 
study, Foxall reported that it seemed that employability was enhanced for those 
students who undertook Internships. Her study showed that “the  principals   inter-
viewed would seek to employ more Intern graduates if given the choice” (Foxall, 
 2014 , p. 112). In addition, Foxall reported that attrition rates were positively 
impacted upon. Thus, Foxall’s research holds implications in relation to perceived 
capabilities, employability and attrition. 

 In developing the  conceptual framework  , as displayed in Fig.  1 , to guide this case 
study, the  Griffi th Career Development and Employability Framework  (Employment 
Service & Griffi th University,  2014 ) informed this conceptualisation through its use 
of the stages of the student lifecycle, and associated career development tasks and 
career development learning  curriculum  . The  conceptual framework   foregrounds 
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the   Australian Professional Standards for Teachers    –   Graduate Teachers    ( AITSL  , 
 2014 ) as quality graduates will be required to demonstrate those  standards   expected 
of  Graduate Teachers   in relation to  Professional Knowledge  ,  Professional Practice   
and  Professional Engagement  . Le Cornu’s three major categories, namely, (1) high 
quality integrated ITE programs, (2) high quality placements, and (3) high quality 
 partnerships   are included as essential components to inform ITE program design 
and implementation and the professional experience continuum within a high qual-
ity ITE program. This  conceptual framework   provides space for the key Internship 
considerations discussed in this literature review, as it positions Internships as a 
culminating, advanced ITE professional experience to enable high quality 
University-school  partnerships   to co-construct quality graduates.   

4     The  Methodology  : Qualitative Case Study 

  A qualitative case study approach (Merriam,  1998 ) of  The Griffi th Education 
Internship  was adopted, as the intention of this chapter was to present “an intensive, 
holistic description and analysis of a bounded phenomenon, an institution, a person, 
a process or a social unit)” (p. xiii) and to have the following characteristics:

    1.    Particularistic – by focusing on  The Griffi th Education Internship  to provide 
insights into its design, implementation and  impact  ;   

   2.    Descriptive – by providing a ‘thick, vivid narrative’ (Hoaglin, Light, McPeek, 
Mosteller, & Stoto,  1982 ) of  The Griffi th Education Internship  by drawing upon 
various sources of  evidence  ;   

   3.    Heuristic – by illuminating meaning and insights into  The Griffi th Education 
Internship ; and   

   4.    Inductive – by developing meaning about  The Griffi th Education Internship  
from the data.    

  Data collection was aligned with Yin’s guidance ( 1994 ) to gather data from a 
range of sources which fi t the purpose of the case study, and included:

•    Document analysis –  The Griffi th Education Internship  Learning @griffi th infor-
mation and resources, including the Course Profi le and  assessment   design;  

•   Survey data –  Student Experience of Course (SEC)   data from 2011 to 2015, and 
 Bachelor of Education   (Primary) Course Evaluation Questionnaire data from 
2011 to 2014, focusing on Graduate Outcomes and Graduate Success data; and  

•   Perspectives, especially on the  Internship Action Plans   (IAPs), of School 
Coordinators,  Mentor Teachers  ,  Interns  , and Course Convenors.    

 The following case study relates to  The Griffi th Education Internship  which is 
conducted with  Bachelor of Education   (Primary) ITE students at the Mount Gravatt 
(MG), Logan (LG) and Gold Coast (GC) campuses of Griffi th University in 
Queensland, Australia. In Semester Two 2015, 211 ITE students undertook this 
Internship as a mandatory capstone experience in their ITE program. In developing 
this case study, data are drawn upon from the past fi ve years of its implementation. 
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The authors identify that a limitation of a case study approach is  generalizability , as 
this case study is situated in a specifi c set of contexts and the design and implemen-
tation might not be able to be generalised to other contexts. Rather, our position is 
that we encourage a  transferability  lens, which is appropriate for case studies by 
encouraging the reader to make the connections and identify the similarities, differ-
ences and applicability in relation to their own experiences of ITE professional 
experience and Internships.   

5     Analysis and Discussion: Case Study:  The Griffi th 
Education Internship  

 The analysis and discussion is presented through a case study of  The Griffi th 
Education Internship , with specifi c attention given to key fi ndings and their 
implications. 

5.1     Historical Development of the Griffi th Education 
Internship 

 The early development of an Internship throughout the mid-1990s at the Gold Coast 
campus of Griffi th University, and the innovative approaches to Internships at the 
Mount Gravatt and Logan campuses of Griffi th University later became  The Griffi th 
Education Internship  in 2007. The earlier history at the Gold Coast campus, docu-
mented elsewhere by Carpenter and Franklin ( 2010 ), noted that it commenced with 
a trial in 1994, with a voluntary Internship at the Gold Coast campus of Griffi th 
University. This trial was used to inform the subsequent design and introduction of 
a compulsory Internship experience in the fourth and fi nal year of the  Bachelor of 
Education   (Primary) program in 1997. 

 Key features of this Internship model were: ITE students became known as 
‘ Interns  ’ or ‘Co-teachers’, rather than ‘Student Teachers’; Quality  Mentor Teachers   
were identifi ed and matched with Interns; A formal mentoring process was imple-
mented, and; Strong University-school  partnerships   co-designed the Internship to 
link theory and practice. The following section of this case study outlines the cur-
rent design of  The Griffi th Education Internship .  

5.2     Design of the Griffi th Education Internship 

 The current design of  The Griffi th Education Internship  is discussed in terms of it 
being a Capstone Semester advanced professional experience, the structure of the 
Internship, important role expectations of the University-School  partnership  , the 
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 Internship Action Plan (IAP  )   , and concludes with a succinct identifi cation of key 
fi ndings, including the outstanding features of  The Griffi th Education Internship  
model. 

5.2.1     Capstone Semester 

 The  Bachelor of Education   (Primary) requires students to undertake the Internship 
as a capstone experience in their fi nal semester of study. As an advanced profes-
sional experience, the Internship allows opportunities for them to demonstrate the 
 Professional Knowledge  ,  Professional Practice   and  Professional Engagement   con-
sistent with the expectations of the   Australian Professional Standards for Teachers    – 
  Graduate Teachers    ( AITSL  ,  2014 ).  

5.2.2     Internship Approval 

  The Griffi th Education Internship  has been ‘authorised’ by the Queensland College 
of Teachers ( QCT  )   , in meeting  QCT   expectations that the Internship provides a 
transition into the teaching profession through a reduced workload, and the support 
of a mentor. In accordance with  QCT   requirements, an  Application for    Internship 
Authorisation    form must be completed by the University and submitted to the  QCT   
for approval prior to the commencement of the Internship. As required by the  QCT  :

  An  Internship authorisation   must be obtained from the  QCT   prior to any  preservice teacher   
commencing an Internship. Preservice teachers are unable to commence the roles and 
responsibilities of an  intern   until the approval is granted. 

 The authorisation is valid only for the period of internship. It is not a form of teacher 
registration and  preservice teachers   should be advised that they must apply for teacher 
registration in the usual way following completion of their teacher education program 
( QCT  ,  2015 ). 

5.2.3        The Structure of  The Griffi th Education Internship  

 The structure of the Internship was characterised by three phases; i.e. Orientation; 
Phase 1; and Phase 2. 

 The Orientation Phase of the Internship covered the period of preparation on 
campus. During the Orientation Phase, the  Interns   undertook activities negotiated 
with their  Mentor Teacher  . They were expected to develop their  Internship Action 
Plan (IAP  )    and attend  The Griffi th Education Internship  information evening with 
their Mentor Teacher. The information evening provided an opportunity to discuss 
the specifi c role and responsibilities for everyone involved in the Internship, to dis-
cuss the negotiated context of the Internship, and for the  Intern   and Mentor Teacher 
to engage in a workshop on the  IAP  . 
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 Phase 1 of the Internship related to weeks 1–3 (inclusive) in schools, and it 
required the  Intern   to enact the  IAP   steps. At the conclusion to Phase 1,  Mentor 
Teachers   and  Interns   discussed the Interim Appraisal. The key focus was the  IAP   
and the progress which the Intern had made. In fi nalising the Interim Appraisal, the 
 Mentor Teacher   determined whether or not the Intern was meeting the expectations 
of the   Australian Professional Standards for Teachers    –   Graduate Teachers    ( AITSL  , 
 2014 ). This phase also provided mentors with the professional development oppor-
tunity to attend the Mentor Teacher Cluster meeting, which allowed them to discuss 
the progress of their Interns as a ‘moderating’ experience. 

 Phase 2 of the Internship related to weeks 4–6 (inclusive), and it provided  Interns   
with the opportunity to continue to teach co-operatively, and transition to assume 
the role of a  beginning teacher  . At the conclusion of Phase 2,  Mentor Teachers   com-
pleted the “Statement of Completion”, which confi rmed that the  Intern   had com-
pleted all 30 days, successfully completed the Interim Appraisal assessed at the end 
of Phase 1, and successfully completed Phase 2.  

5.2.4     University-School  Partnership  : Role Expectations 

 The effectiveness of the University-school  partnership   in co-designing and co- 
constructing the Internship has been pivotal for its success. Considerable, high qual-
ity, respectful engagement between schools and the University has been established 
and maintained.  Interns  ,  Mentor Teachers  , School Coordinators and University 
Internship Convenors have clear role expectations and make important  partnership   
contributions. Teacher Education Industry Advisory Groups at the Gold Coast, 
Logan and Brisbane campuses highly value the Internship and provide ongoing sup-
port and advice to ensure that the Internship is relevant and informed by industry 
needs and demands. 

 School Coordinators play a key role in matching  Mentor Teachers   with  Interns   
before Interns begin their Internship. It is important that the  Mentor Teachers   who 
are selected work with their Interns in a mentoring role. School Coordinators 
are well placed to ensure the best match possible. Additionally, Interns are included 
into wider school routines, and this full immersion approach contributes greatly to 
the success of the Internship. 

  Mentor Teachers   played critically important roles, and their role moved beyond 
supervision to a relationship that required them to ‘negotiate’ a professional  part-
nership   with their  Intern  . To assist in facilitating this discussion, the  Interns   devel-
oped their  IAP  . In this way, the Internship required more from the Intern than a 
general professional experience or practicum would, for example, through taking 
responsibility for their own professional learning. Interns were supported through 
the  IAP   which assisted in providing both  agency   and focus for them. 

  Interns   and  Mentor Teachers   were expected to collaboratively plan, taking into 
account their contexts. To illustrate, the amount of teaching done by the  Intern   
depended upon the familiarity and demonstrated competence which the Intern 
already had with the class and their relationship with their  Mentor Teacher  . 
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These considerations informed the negotiations about when and for how long the 
 intern   taught, and informed decisions about responsibility for planning, teaching 
and assessing Learning Areas.  Mentor Teachers   provided regular feedback to 
Interns, through informal discussions that enabled the Interns to self-refl ect on their 
teaching performance and other professional aspects. More formal feedback utilis-
ing a peer coaching approach is incorporated, focused on a pre-planned aspect of 
teaching, and was developed through a supportive conferencing arrangement.  

5.2.5      Internship Action Plan (IAP  )    

  The  IAP   was based on the three domains of the  Australian Teachers Professional 
Standards for Teachers ; i.e. Domain 1:  Professional Knowledge  ; Domain 2: 
 Professional Practice  ; and Domain 3:  Professional Engagement  . Under each of the 
domains, the  Intern  , in consultation with their  Mentor Teacher  , identifi ed one objec-
tive that the Intern will undertake. Special consideration and emphasis was given to 
ensuring that the  IAP   included  evidence   of  impact   on student learning.  Interns   were 
required to ensure that the chosen activities showed development of:

    1.     A strength . This aimed to assist the  Intern   in developing a ‘point of difference’ 
in preparation for their employment application processes.   

   2.     An area needing improvement . This encouraged a proactive approach to self- 
refl ection and professional learning.   

   3.     A professional role yet to be experienced .    

  A critically important aspect of this process was the  agency   given to  Interns   as 
they identifi ed their own performance targets based upon an understanding of their 
own professional learning needs. The objectives were also negotiated with their 
 Mentor Teachers   to develop a shared understanding of how the Internship would 
progress. In addition, the Interns were required to carefully detail all of their action 
steps for achievement of each of the domains, including resources needed, who 
would be involved in each step, explicit links to  curriculum   documents, school 
based policies and guidelines. Finally, Interns were also required to provide a time-
line that outlined when they anticipated each action step would be completed, and a 
statement for every step that described what the step would look like when it was 
successfully completed. 

 In addition to those three  IAP   objectives,  Interns   also engaged with a broad range 
of activities expected of a teacher and enabled by the  QCT    Internship Authorisation   
outlined earlier in this chapter. This process fed into the Interim Appraisal process, 
with a key design feature being the professional conversations between the  Intern   
and the  Mentor Teacher   conducted at the end of Phase 1. The Interns shared two key 
refl ections with their mentor teachers; namely, their progress towards each of the 
objectives to date; and where they saw each objective developing for the remainder 
of the Internship. Importantly, Interns were required to demonstrate the   Australian 
Professional Standards for Teachers    –  Graduate Level , and include  evidence   of 
improvements in student learning. Refl ections shaped the ways in which the Intern 
progressed, with a continual focus on improving student learning. 
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 To further elaborate on the conceptualisation of the model in the fi nal year of the 
 Bachelor of Education   (Primary) program, Table  1  outlines the progression from the 
‘Final Professional Experience/Practicum’ with a  Supervising Teacher   – Student 
Teacher relationship to  The Griffi th Education Internship  with a  Mentor 
Teacher   –  Intern   relationship. It illustrates specifi c and targeted strategies used by 
the Mentor Teacher and Intern in the University-school  partnership   which co- 
constructs the Internship experience. 

5.3         Key Findings and Implications:  Intern  ,  Mentor Teacher   
and School Coordinator Perceptions 

   The positive  impact   and outcomes of this Internship model were refl ected in a range 
of data gleaned from  Interns  , Mentor Teachers and School Coordinators. To illus-
trate,  Student Experience of Course (SEC)   data from 2011 to 2015, as displayed in 
Table  2 , show consistently high ratings by Interns. To complement those data, strong 
Satisfaction with Program, Graduate Success and Post-Graduation Employment 
data, as shown in Table  3 , also aligned with positive perceptions of ITE quality by 
schools as employers of these ITE graduates. This success is largely due to the way 
in which  Mentor Teachers  , Interns and the Course Convenors work collaboratively 
and effectively. Interns consistently reported that their Internship experience enabled 
their professional growth to navigate the transition from a student teacher to a 
Co-teacher, and to becoming a  beginning teacher  . Many Interns commented that the 
Internship had been the most valuable course in their entire ITE program. For exam-
ple, a comment from an  Intern   in Semester Two 2015 refl ected this “…I know I 
speak for the whole cohort when I say that the Internship experience we all had will 
be forever valued as a meaningful part of our development as a teacher”.

    Key themes identifi ed through the qualitative comments by  Interns  , in relation to 
“What worked well?” and “What might be improved?” in the Student Evaluation of 
Course (SEC) surveys, highlighted the importance and value of a well-designed and 
well-supported Internship. Specifi cally, Interns strongly affi rmed the value of the 
 IAP  ,  assessment   design, professional discussions and refl ection, and transition to 
employment as a teacher. To illustrate, Interns made positive comments, such as 
“The Action Plan is a useful piece of  assessment   – I am seriously considering using 
it as part of my ‘ evidence  ’ for the EQ interview process”, “All  assessment   is geared 
towards Internship and helping us develop resources and plans to help us be suc-
cessful”, and, “This course really prepared students for their Internship and future 
employment opportunities”. 

 However, as shown in Table  2 , there were some instances, such as Semester Two 
2013 at two campuses, and Semester Two 2014 at one of the campuses, where the 
evaluations were not as strong. While it is diffi cult to attribute reasons for this, as 
current Internship convenors, we suggest that this highlights the importance of valu-
ing the signifi cant roles played by all in ensuring successful implementation of the 
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Internship. To elaborate, it is important that the academics and teaching staff have a 
deep understanding of the principles underpinning the Internship. It is also impor-
tant that the intensity and complex demands of an excellent Internship experience is 
realised through positive relationships and University-school  partnerships  . Schools 
must be supported by an authentic University presence and connectedness. For 
example, changes in University and staffi ng require change management and com-
munication plans. In addition, the institution needs to recognise that an Internship 
should not be seen as restricted to being an administrative task of assigning the 
placements of  Interns  . Rather, an Internship needs to be seen as an advanced 
 professional experience in which the Interns undertake professional growth in tran-
sitioning through a high quality, deep process of engagement of becoming a  gradu-
ate teacher  . That is, a well-designed Internship, by itself, does not ensure successful 
implementation, and the roles played by all involved and the value assigned to it by 
Universities and schools are crucial to enabling its success. 

 The following key themes were identifi ed from the perspectives obtained from 
School Coordinators and  Mentor Teachers   through substantive conversations and 

    Table 2    The Griffi th Education Internship – Student Evaluation of Course 2011–2015   

 Level of agreement with the statement – Overall I am satisfi ed with the quality of this course 

 Campus 
cohort 

 Sem 2 2011 
Mean 

 Sem 2 2012 
Mean 

 Sem 2 2013 
Mean 

 Sem 2 2014 
Mean 

 Sem 2 2015 
Mean 

 MG  4.4  4.1  3.6  4.6  4.3 
 Total cohort 
N = 92 

 Total cohort 
N = 111 

 Total cohort 
N = 71 

 Total cohort 
N = 71 

 Total cohort 
N = 62 

 Responses 
N = 33 

 Responses 
N = 16 

 Responses 
N = 14 

 Responses 
N = 26 

 Responses 
N = 15 

 Resp. rate 
35.9 % 

 Resp. rate 
14.4 % 

 Resp. rate 
19.7 % 

 Resp. rate 
36.6 % 

 Resp. rate 
24.2 % 

 GC  4.0  4.7  3.9  3.7  4.7 
 Total cohort 
N = 145 

 Total cohort 
N = 151 

 Total cohort 
N = 136 

 Total cohort 
N = 110 

 Total cohort 
N = 125 

 Responses 
N = 23 

 Responses 
N = 36 

 Responses 
N = 17 

 Responses 
N = 7 

 Responses 
N = 56 

 Resp. rate 
27.9 % 

 Resp. rate 
23.8 % 

 Resp. rate 
12.5 % 

 Resp. rate 
6.4 % 

 Resp. rate 
44.8 % 

 LG  4.4  4.3  4.1  4.1  3.9 
 Total cohort 
N = 68 

 Total cohort 
N = 55 

 Total cohort 
N = 42 

 Total cohort 
N = 34 

 Total cohort 
N = 24 

 Responses 
N = 19 

 Responses 
N = 12 

 Responses 
N = 10 

 Responses 
N = 16 

 Responses 
N = 13 

 Resp. rate 
27.9 % 

 Resp. rate 
21.8 % 

 Resp. rate 
23.8 % 

 Resp. rate 
47.1 % 

 Resp. rate 
54.2 % 

  Source: Experience@Griffi th Student Evaluation of Course – SEC – data 
 Scale 1–5; where 1 = strongly disagree: 2 = disagree: 3 = neutral: 4 = agree: 5 = strongly agree 
  GC  Gold Coast campus,  MG  Mt Gravatt campus,  LG  Logan campus  
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Internship feedback, including refl ections obtained at the  Mentor Teacher   Cluster 
meetings:

•    The Internship is the most important, authentic capstone experience for the pur-
poses of both professional growth and employment of ITE students;  

•   The University-School  partnership   is critically important in co-constructing 
quality teacher graduates;  

•   The Internship success is dependent upon ‘wisdom of practice’ and collaborative 
inquiry, which is characterised by high quality, active engagement, and respect-
ful professional interactions between the University and schools.    

 In summary, the outstanding features of  The Griffi th Education Internship  out-
lined in this case study might be considered by others in either designing an ITE 
Internship model, or in comparing these features with the design features of their 
Internship model. In particular, the Internship model required ITE students to:

•    Develop an actual  IAP   that enabled  agency   to plan, enact and assess their own 
performance targets;  

•   Identify and build upon a strength to the ‘next level’ as a ‘point of difference’ for 
employability;  

   Table 3    Bachelor of Education (Primary) Graduate Success data – 2011–2014   

 Program performance indicators  2011  2012  2013  2014 

 Program profi le  Total EFTSL – MG  361.6  349.3  334.9  331.5 
 Total EFTSL – GC  639.2  611.6  561.9  549.4 
 Total EFTSL – LG  237.1  192.8  157  126 

 Graduate 
outcomes 

 Graduate success – MG (%)  83.33  81.25  92.45  93.33 
 Graduate success – GC (%)  69.62  80.52  82.14  68.63 
 Graduate success – LG (%)  76.92  89.66  91.67  100 
 Post-graduation employment – MG 
(%) 

 83.33  80.85  92  92.59 

 Post-graduation employment – GC 
(%) 

 69.23  79.45  80.39  66.67 

 Post-graduation employment – MG 
(%) 

 76.32  89.66  91.67  100 

 Graduate 
perceptions 

 Satisfaction with program – MG 
(%) 

 82.43  84.75  81.82  85 

 Satisfaction with program – GC (%)  82.14  60.87  77.27  85 
 Satisfaction with program – LG (%)  87.18  96.88  87.88  88 
 Satisfaction with program – national 
median (%) 

 79.85  81.23  82.35  80.77 

  Source: Griffi th University Program Performance Indicators Report which summarises data from 
the Australian Graduate Survey Course Experience Questionnaire for this program 
  GC  Gold Coast campus,  MG  Mt Gravatt campus,  LG  Logan campus  
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•   Be proactive about any areas in need of development and produce a practical 
plan to address them;  

•   Undertake highly individualised Internship experiences that were aligned with 
the needs of the  Interns  , the  Mentor Teachers  , the class contexts, and   Australian 
Professional Standards for Teachers    –  Graduate Level ; and  

•   Be ‘work ready’ and ‘professional’ graduates.        

6     Conclusion 

 Following a review of relevant literature on ITE Internships in Australia, an outline 
of the methodological approach was provided to present a case study of  The Griffi th 
Education Internship  model. This case study included a summary of the historical 
development and key features of  The Griffi th Education Internship  to illustrate the 
process of co-design through University-school  partnerships   to then co-construct 
quality graduate primary school teachers. Insights into the effectiveness of that 
Internship model were described and outstanding features of the model were sum-
marised to inform further  innovation   and practice in improving the quality and 
 impact   of ITE programs through designing Internships. 

 In this chapter, we have argued that an effective Internship designed as a cap-
stone, advanced professional experience can assist in the professional growth of 
ITE students in their process of becoming a teacher. In providing this case study, we 
have suggested that the transition from being a ‘Student Teacher’ to a ‘Co-teacher’ 
needs to occur in the important culminating semester of an ITE program. The design 
and implementation of an effective Internship which requires an  IAP   linked to the 
 professional standards      can contribute to achieving this. Importantly, this approach 
can assist in addressing  TEMAG  ’s ( 2014a ) call to lift public confi dence in ITE pro-
grams and the quality of teacher graduates, to address the  evidence   of poor practice 
in a number of programs, to ensure that there is suffi cient integration of teacher 
education providers with schools and systems, and to improve the application of the 
professional  standards  .      
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1          Introduction 

   Australian governments, like those in the United States of America ( USA  )    and the 
United  Kingdom   ( UK  ), are currently under pressure to improve the  performance   of 
their  education systems  , demanding changes in teacher  education  . As a result, the 
governments show a great deal of interest in ways of identifying, standardising and 
measuring the “quality” of teacher education (Plecki, Effers, & Nakamura,  2012 ). 
This has included raising entrance scores for teacher education programs, creating 
literacy and numeracy tests for graduates as a way of assuring their  classroom readi-
ness  , identifying ways of bridging theory and practice and improving support for 
 beginning teachers   (Teacher Education Ministerial Advisory  Group   ( TEMAG  ), 
 2014 ). In the  USA   the climate of accountability has led some universities, with the 
controversial assistance of commercial operator Pearson (Singer,  2013 ), to address 
the demand for “ evidence  ” of quality by creating their own  assessment   process for 
 graduate teachers   (Stanford University,  2014 ). Varied government responses to the 
teacher “quality” debate in the UK reveal the contested nature of the teacher educa-
tion issue. Universities in  England  , Scotland, Wales and Northern Ireland are in a 
range of situations in terms of power in teaching education (British Education 
Research Association (BERA),  2014 ), with the extremes being universities in 
England that have been marginalised in the teacher education process in favour of 
school-based teacher education (Beach & Bagley,  2013 ); whereas in Scotland 
 policy- makers   have supported links between universities and schools in  initial 
teacher education   (BERA,  2014 ). In Australia, too,  policy-makers   have intervened 
in university teacher education with the teacher education  accreditation   authority, 
the  Australian Institute of Teaching and School Leadership (AITSL  ), being charged 
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with identifying ways to measure the quality of teacher education programs and/or 
their graduates ( AITSL  ,  2015 ). At this time of heightened scrutiny and accountabil-
ity, it is important that teacher educators take an active role in setting the teacher 
education agenda. This chapter reports an investigation of such an initiative. 

 Australian university teacher educators, while under accountability pressure, are 
better positioned in comparison to some of their European and American colleagues 
(Beach & Bagley,  2013 ; Zeichner,  2010 ) in that they have not lost their central place 
as providers of teacher education. Australia’s government-mandated review of 
teacher education from  TEMAG   ( 2014 ) has been in broad agreement with univer-
sity teacher educators (Australian Council of Deans of Education (ACDE),  2014 ) in 
stating that high quality teacher education is based on partnerships between univer-
sities and schools. As is an accepted view in much contemporary teacher education, 
the report argues that high quality teacher education is a shared enterprise between 
schools and universities, between the academic and the practical aspects of teach-
ers’ work (BERA,  2014 ; Kruger, Davies, Eckersley, Newell & Cherednichenko, 
 2009 ;  TEMAG  ,  2014 ; Zeichner,  2012 ). In the English context, this is not the belief 
embodied in the move to make schools the primary sites for the education of teach-
ers (Beach & Bagley,  2013 ; Department for Education (DfE),  2010 ). In the  USA  , 
views of the best approach to teacher education are highly divergent with programs 
such as  Teach for America  and other work-based pathways to teaching gaining 
ground (Zeichner,  2010 ). In contrast, the  TEMAG   report recommends school-inte-
grated rather than school-based teacher education ( TEMAG  ,  2014 ). Although the 
 TEMAG   report is clear in its support of  school-university partnerships   in teacher 
education, it argues that there is a lack of research on how these partnerships might 
improve what the report sees as the critical indicator of quality teacher education – 
school “student outcomes” (p. 41). 

 The link between teacher education programs and student outcomes is complex 
(Dinham,  2015 ). Candidates in teacher education programs are only in schools for 
relatively brief periods and assembling data on graduates of various programs is a 
long term proposition that governments might fi nd unpalatable (Dinham,  2015 ). 
Yet, the evident complexity does not mean that it is not useful to focus on under-
standing the  impact   of schools and universities working together. The  TEMAG   
report’s support of partnerships suggests that a renewed approach to researching 
them is timely. In terms of an appropriate approach to investigating  school- university 
partnerships  , a recent meta-analysis of the fi eld of international teacher education 
research (Cochran-Smith et al.,  2015 ) identifi es a signifi cant absence of jointly 
planned school-university projects to explore the “connections between teacher and 
student learning” (p. 117). Such projects are important as they “provide alternative 
ways to think about teacher and student success” (Cochran-Smith et al.,  2015 , 
p. 117), thereby bridging the apparent theory-practice divide which has represented 
universities and schools as different or even oppositional spaces of professional 
learning. 

 Australia is currently generating a multiplicity of  school-university partnership   
activities (ACDE,  2014 ) and, clearly, this work presents opportunities for research 
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about their value for teacher and student learning. It is critical knowledge for 
 governments, not only in Australia but around the world, to understand the ways in 
which these often expensive university-school initiatives enhance both  pre-service 
teacher (PST)   and student outcomes. As a country with a small population and num-
ber of jurisdictions, Australia has the capacity to enact national educational reform 
(Dinham,  2013 ), and should use this capacity to create a strong research base for its 
current move to partnerships, thereby contributing to international knowledge about 
successful teacher education (Cochran-Smith et al.,  2015 ). 

 This chapter addresses the identifi ed gap of jointly planned school-university 
research through discussing the research outcomes of a project which was planned 
to meet both school and university interests. The Catholic Teacher Education 
Consortium (CTEC), an on-going university-school partnership, began in 2013 
between 14 Catholic schools in the north and west of Melbourne, Catholic Education 
Melbourne (sector leadership) and Australian Catholic University (ACU). The proj-
ect fi ndings are valuable because they investigate the partnership outcomes and 
experience from the viewpoints of  PSTs   and teachers as well as from the vantage 
point of university and school leadership.  

2     Research on  School-University Partnerships   

  School-university partnerships in teacher education have been variously defi ned 
(Ryan & Jones,  2014 ). A relationship of some kind between schools and universities 
is essential to all but the most “learn on the job” kind of teacher education pathway 
because schools and universities must cooperate to organise and assess the  PSTs  ’ 
practicum experiences. Commentators have categorised these partnerships in terms 
of the extent of engagement between partners (Kruger et al.,  2009 ). In some partner-
ships such as the Professional Development School partnerships in the  USA  , uni-
versities and schools agree to work together on a range of mutually agreed activities 
(Darling-Hammond,  2005 ). In others there is a more limited relationship such that 
schools agree to host the PSTs’ practicum and there is little shared activity other 
than to achieve this goal (Kruger et al.,  2009 ). In much of the research on these 
relationships between schools and universities there has been an interest in investi-
gating how the theoretical knowledge of the university partner is translated into 
practice by the  PST   (Darling-Hammond,  2006 ). 

 This view of university and schools as having different concerns has led to stud-
ies interested in identifying factors which create and sustain closer relationships, 
such as the development of shared goals and on-going funding (Darling-Hammond, 
 2005 ; Kruger et al.,  2009 ), as well as exploring the varieties of partnerships from 
cooperative to transformative (Kruger et al.,  2009 ). There has been a body of part-
nership research that has viewed school-university activity as  clinical practice   in 
which the teachers and teacher educators induct  PSTs   into the  professional practices   
of expert educators (McLean Davies et al.,  2013 ), thereby emphasising the special-
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ised knowledge of teaching. Another element of the literature has defi ned  school- 
university partnerships   as communities of practice into which PSTs are socialised, 
the most effective ones being those which create maximum interaction between 
university and school personnel (Le Cornu,  2012 ). Adding to the study of how the 
partnerships work and can be improved, those committed to teacher education in 
partnerships are interested in collecting  evidence   of their  impact   on the indicator of 
school performance outcomes. Effers, Plecki, and McGuigan ( 2014 ) have presented 
 evidence   that partnerships which require teacher candidates and lecturers to work 
more intensively in high-needs schools have contributed to improved school 
achievement. 

 A critique of international university-school partnership research has been that it 
has often been small scale, self-study investigations by teacher educators (Cochran- 
Smith & Fries,  2005 ; Nuttall, Murray, Seddon, & Mitchell,  2006 ). University 
teacher educators’ concern with identifying the strengths and weaknesses of their 
work has meant a proliferation of analyses of partnerships in terms of their own 
experience and that of  PSTs   with whom they work. Such perception data, while 
useful, have often not included that of school leaders, teachers and students 
(Cochran-Smith & Fries,  2005 ). As well as the tendency to be self-study, it has been 
argued that partnership research has failed to show why a school-integrated teacher 
education approach might be better than a traditional separated academic and prac-
tical approach to teacher education (Cochran-Smith & Fries,  2005 ). In some 
instances, the opposite appeared to be the case because teacher education candidates 
in programs that required them to manage university and school activities at the 
same time were more stressed than those whose preparation did not involve manag-
ing these transitions (Cochran-Smith & Fries,  2005 ; Allen,  2010 ). 

 As well as the “small-scale” claim, another critique of teacher education research, 
including partnership research, has been that the assumptions and theoretical frame-
works have been so diverse that it is diffi cult to connect fi ndings from various stud-
ies (Cochran-Smith & Fries,  2005 ; Nuttall et al.,  2006 ; Sleeter,  2014 ). The research 
discussed in this chapter seeks to address this claim by adopting a framework that 
connects it with other studies of teacher education (Zeichner, Payne, & Brayko, 
 2015 ), in particular the most recent large-scale Australian study of the effectiveness 
of teacher education (Rowan, Mayer, Kline, Kostogriz, & Walker-Gibbs,  2015 ).   

3     Framework for the Current Study 

 This present study takes the position that the current teacher education context with 
its concern to make teacher education accountable for school outcomes is based on 
a binary view of teacher education partnerships. That is, the context of accountabil-
ity reproduces, in most cases unintentionally, a spatial politics of teacher education 
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that does not transcend the boundaries established by traditional models of 
 partnerships in which school-based professional learning is simply integrated into 
university- based teacher education courses. Such a partnership model does not 
 challenge   the lines of jurisdictional maps and the relations of power associated with 
them, and hence, sustains the divide between theory and practice, the imagined and 
the real, preparedness for work and the teachers’ work proper. As a result,  PSTs   fi nd 
it diffi cult to bridge the gap between the theoretical knowledge coming from the 
university and the practical knowledge developed in schools. 

 More helpful in describing the development of knowledge about teaching is the 
view of teacher education as taking place in the  boundary zone  where teacher edu-
cators, teachers and  PSTs   can jointly construct  professional knowledge  . This view 
of partnerships presupposes  dialogical relationships   on the boundary between uni-
versities and schools. Teacher education partnerships are best seen as activities in 
which  hybridization   of theory and practice can occur. In this view of partnerships 
 hierarchies of knowledge   are diminished (Zeichner et al.,  2015 ) through dialogical 
interaction of the theoretical and the practical, the abstract and the particular. This 
boundary zone has the potential to be the place of production of new  professional 
knowledge   for all involved. Teacher education is not a process of making theory into 
practice but best understood as zones of mixing, blending and  hybridization   – as a 
 thirdspace  where both theoretical and practical dimensions of teacher work and 
power relations between stakeholders come together (Bhabha,  1994 ; Kostogriz, 
 2005 ,  2006 ; Soja,  1996 ). 

 The concept of thirdspace draws our attention to the dialectical and dynamic 
nature of professional learning through university-school partnerships, if these are 
open to dialogue and continuous negotiation of meanings and professional  identi-
ties  . As Rowan et al. ( 2015 ) argue, it is not useful to see teacher education in a 
simple or singular way. Drawing on the work of Soja ( 1996 ), they suggest that 
teacher education needs to be seen in terms of the   conceived space    of its visions and 
goals; the   perceived      space    of the teacher education programs that enact the vision; 
and the   lived space    of day-to-day teaching and learning. Their analysis of teacher 
education attempts to keep these distinctions in mind in making judgements about 
what is “effective” in teacher education. Spaces of partnerships in this understand-
ing are outcomes of the interplay of the lived practices of teacher educators, teach-
ers and  PSTs   in their places (institutions), and representations about how relations 
between them and their workplaces are made and how they should be made (e.g., 
ideals negotiated through and imbedded in partnership arrangements). The analysis 
of the teacher education partnership, CTEC, presented here focuses on the  lived 
space   in which the various participants endeavoured to do the day to day work of 
enacting the project vision. The main objective of the research is to explore the 
everyday experience of teachers, PSTs, teacher educators and other collaborators as 
they collectively negotiate the spatial production of meanings related to partnership 
development.  
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4      Methodology   

  The CTEC research project is a 4 year longitudinal case study of a partnership 
between ACU, Catholic Education Melbourne and initially 14 schools, with an 
additional school joining in 2014 and another in 2015. The partnership has the 
aims to:

    1.    increase the number and quality of graduates coming to teach in CTEC schools;   
   2.    increase numbers of students from CTEC schools undertaking teaching at ACU; 

and   
   3.    enhance understanding of effective  PST   education delivered through university- 

system- school partnerships in urban growth and low SES areas.     

 Information about increased recruitment of graduates from ACU at CTEC schools 
is not yet available as the initial cohort of  PSTs   will not graduate until 2016, moni-
toring of ACU entrants from CTEC schools is being tracked and compared with the 
period prior to CTEC to see whether there has been growth in enrolments. The third 
aim of understanding teacher education delivered through partnerships is a focus in 
this chapter and will be addressed through investigation of the lived experience of 
participants as they work in partnership. In pursuing this objective, data sources 
from the fi rst 2 years of activity in the planned 4 year study will be examined. 

 Case study is an appropriate methodology to investigate the spaces of a teacher 
education partnership because a variety of data sources can be included in order to 
create the case (Harland,  2014 ). Also analysis of a particular case can be used to 
consider the value of contemporary theories in the fi eld. In this study, thematic 
analysis of project documents, such as formal agreements between the parties, 
shows the vision and goals of participants ( conceived space  ), and  evidence   about 
how the participants carried out their vision through planned programs and on- 
going initiatives are presented ( perceived    space  ). Most substantially, attention is 
given to the lived experience of participants collected through surveys and individ-
ual and small group interviews. Examination of these data sources enables the anal-
ysis of a case of teacher education on the boundary with a view to assessing the 
value of the idea that partnerships can be a creative space of  dialogical relationships   
and shared responsibility between universities and schools; as well as the site of 
disruptions that put the collaboration at risk. The research was planned to investi-
gate both participant perceptions of the project as well as fi ndings about recruitment 
and eventual employment of CTEC  PSTs   at CTEC schools. 

 To address the issue of possible bias in researching a program in which research-
ers were also designers and teachers, data were collected by research/administration 
staff who were not working directly with the  PSTs  . At the start of the program in 
2013 researchers collected initial data about the perceptions of the recently-recruited 
PSTs. Later, in 2013 and in the following year, the following were collected:

•    Questionnaires with the 2013 and 2014 cohorts of  PST   participants;  
•   Individual and small group interviews conducted with the 2013 and 2014 cohorts 

of  PSTs  ;  
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•   Small group and individual interviews conducted with school staff, including 
 principals  , careers advisors and student teacher co-ordinators, in 2013 and 2014;  

•   Small group and individual interviews conducted with relevant academics from 
Australian Catholic University in 2013 and 2014;  

•   Small group and individual interviews conducted with Catholic Education 
Melbourne staff in 2013 and 2014.    

 In the following analysis, project documents have been used to explore fi ndings 
about the CTEC partnerships as have perception data gathered from all groups of 
participants. The comments made in interviews and questionnaires have been anal-
ysed for recurring themes related to their experience of the partnership. Informed by 
the work of Miles and Huberman ( 1994 ) an inductive approach to coding the 
responses was used with Nvivo 10 software.   

5     Analysis and Discussion 

5.1     The  Conceived Space  : The Catholic Vision 
of the Partnership 

  The CTEC – Northern and Western Pilot Project – was the vision of ACU’s Victorian 
Chapter which is a consultative body, led by ACU Executive members and includes 
University stakeholders, such as the representatives of Catholic Education 
Melbourne and Catholic school  principals  . Details of the partnership’s origin are 
signifi cant in that it was a joint venture representing the goals of both the University, 
sector leadership and some school  principals  . The Chapter group identifi ed a need 
for adequate staffi ng with a commitment to the Catholic ethos to work in Catholic 
secondary schools in the northern and western suburbs of Melbourne to keep pace 
with the growing enrolments in these areas. Between 2007 and 2013 there was a 
12.2 % growth in enrolments overall in the northern and western suburbs. Growth in 
the outer north and outer west had been strongest, with an 18.9 % increase between 
2007 and 2013 (Catholic Education Melbourne,  2014 ). Given these numbers and 
the continuing housing developments on the suburban fringes it was believed that 
staffi ng for Catholic schools was an issue in need of a dedicated approach. The 
partnership, which began with 14 and grew to 16 Catholic secondary schools from 
the focus areas, planned to address this need by developing a specialised program 
within the Bachelor of Teaching/Bachelor of Arts (BT/BA) course, a 4 year under-
graduate  secondary teacher      education program. The specialised program was aimed 
at developing  PSTs   who were particularly prepared for and interested in working in 
the Catholic schools in the area. 

 The partnership vision pursued by the project was to create maximum engage-
ment of  PSTs   in the CTEC school communities through a dedicated tutorial for 
them within course units, holding classes in CTEC schools where possible; comple-
tion of  PST   Community and Professional Experience within CTEC schools and 
other opportunities to immerse themselves in schools with a view to becoming a 
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teacher in the area. These elements were adaptions of elements of similar projects 
already established between ACU, Catholic Education Melbourne and Catholic pri-
mary schools which had shown promising results for partnerships in teacher educa-
tion (Butler, Larkins, & Cahir,  2013 ; Summers & Weir,  2012 ). The project also had 
the goal of promoting enrolment in teacher education programs of students from 
CTEC schools to ensure the long term sustainability of staffi ng for Catholic schools 
in the north and west of Melbourne. A broader goal of improving  access   to univer-
sity of students from the area was also part of the initial vision. The project concept 
incorporated both the staffi ng goals of schools and the University’s central strategic 
goal to support the “historic Mission of Catholic educational institutions” (ACU 
Strategic Plan  2012–2014 , p. 4). For the Faculty of Education and Arts, CTEC 
offered the opportunity to “contribute to the  evidence   base for effective PST educa-
tion delivered through university-system-school partnerships in urban growth and 
low SES areas” (Ryan, Dawson, Nailer, & Podporin,  2015 , p. 16). It is clear that, in 
terms of the vision of CTEC at least, the partnership was a space for collaboration 
between the diverse groups to create a shared future.   

5.2     The  Perceived Space  : CTEC’s Implementation 

  Planning conversations began in 2011 with a Memorandum of Understanding nego-
tiated by the partners in 2012. A Steering Committee representing all CTEC part-
ners continued to meet regularly to oversee and review implementation of project 
elements. The fi rst cohort of  PSTs   entered what was called a “Pilot” program in 
2013; the pilot phase being the 2 years for which the program was initially funded, 
allowing two cohorts of PSTs to enter. The initial commitment of all parties was to 
complete the pilot with the expectation that if it proved successful further cohorts 
would enter the project. Based on initial positive fi ndings (Butler, Dawson, Love, 
Nailer, & Podporin,  2014 ) the project did take in further cohorts in 2014 and 2015 
who will graduate after the end of the pilot phase. Activities were facilitated with 
in-kind resources from Catholic Education Melbourne and from the schools, 2 years 
of funding from the University Executive as well as Equity Pathways funding, the 
latter being a University equity and  access   program. However, as documented by 
researchers on partnership sustainability, insecurity of funding is a constant in most 
teacher education partnerships (Darling-Hammond,  2005 ; Kruger et al.,  2009 ). 
Therefore, perhaps predictably, as noted in the 2014 and 2015 CTEC reports (Butler 
et al.,  2014 ; Ryan et al.,  2015 ), the level of funding was reduced after the program’s 
initial years, putting its continuation at risk. But, despite this threat, further internal 
support was eventually found for the CTEC work in schools to continue. Unlike 
government funded  school-university partnerships  , whose duration can be depen-
dent on the external political context (Jones & Ryan,  2014 ), it seemed that a 
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program which was close to the strategic direction of the Faculty and University 
was one which continued to fi nd University support. 

 An investigation of the activities of the project Steering Committee and its lead-
ership team in the years 2013–2015 suggests the project team undertook a range of 
activities that were designed to maintain the profi le of the partnership with its sup-
porters. Bi-annual reports were made to ACU Chapter; a project newsletter was 
regularly published which gave details of CTEC achievements; an annual CTEC 
dinner was held where the University Executive celebrated the CTEC experience 
with Catholic Education Melbourne representatives,  principals   and  PSTs  ; CTEC 
school staff were integrated into University classes creating strong links between 
the academic and practical aspects of the program. Such activities were opportuni-
ties to share experiences and research fi ndings and argue for the continuation of the 
program. 

 The 2015 report noted that connections between Catholic institutions were 
strengthened during the implementation phase through mechanisms such as on- 
going email and newsletter communication and regular meetings with Catholic 
Education Melbourne consultants and  principal   representatives from the northern 
and western regions. It also recommended that “the Pilot Project be continued as 
planned, with research fi ndings informing its further development and implementa-
tion” (Ryan et al.,  2015 , p. 27). The project’s concern with enhancing educational 
outcomes in the north and west of Melbourne, where socioeconomic factors con-
tribute to limiting  access   to higher education, meant that the University’s  access   
program Equity Pathways continued to provide funding for CTEC activities (Ryan 
et al.,  2015 ). The sector partners, Catholic Education Melbourne, and the school 
 principals   helped to maintain the shared vision through their attendance at meetings 
and participation in CTEC’s regular evaluation activities. Despite the on-going 
threat of loss of funding the partnership continued into its third and fourth year.   

5.3     The Lived Experience of CTEC 

5.3.1     The Catholic Ethos 

 Thirdspace theory (Bhabha,  1994 ) suggests that to create successful teacher educa-
tion in the boundary between university and schools there needs to be a space for 
discussion and negotiation among the parties to create a shared and/or new under-
standing of the enterprise. As has been noted, the CTEC project enjoyed high level 
support from the University as well as from sector leadership and  principal   repre-
sentatives during its development and implementation phases. An important issue in 
terms of the success of the program is whether the vision was shared among those 
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who were engaged in the implementation of the program at the school and univer-
sity level. There is  evidence   in data collected from interviews with  principals   and 
ACU staff that suggests that the shared sense of “Catholic”  identity   and community 
was signifi cant in their commitment to the project. One  principal   identifi ed the role 
of CTEC in enhancing the opportunity “to nurture the Catholic ethos of the schools” 
(Principal, 2014). Another  principal   talked about the importance of supporting  PSTs   
at ACU as part of a broader commitment to Catholic education: “This is about 
investing in our Catholicity and our  education system  ” (Principal, 2013). 

 The interview data also showed that the vision of a Catholic education was 
shared by those who were involved in the day-to-day operation of CTEC but not as 
part of the project leadership. A  PST   Coordinator, charged with organising CTEC 
school experience, noted that the engagement of the  PSTs   in the school community 
meant that teachers could show them “what it means to be a Catholic person, a per-
son working in a Catholic school” (Teacher, 2014). One of the ways in which the 
CTEC program sought to engage in the northern and western school communities 
was by situating the mandated BT/BA Community Engagement experience within 
the social justice programs of the CTEC school communities. PSTs undertook a 
variety of activities in the communities such as helping in soup kitchens, homework 
clubs and camps. The PST Coordinator commented, “From a Catholic perspective 
there’s the links to the other organisations outside the school to, you know, the 
[Catholic social justice project]” (Teacher, 2014). Another teacher in a different 
school said that, even if the PSTs didn’t return to teach at their school, “at least they 
know the feeling of supported community in a Catholic education setting, and may 
foster that somewhere else” (Deputy  principal  , 2014). Some of the CTEC PSTs had 
themselves attended a Catholic school, sometimes a CTEC school, and a careers 
advisor interviewed saw the value of the project in promoting  access   to education 
for students in the area stating that “something like this may encourage those stu-
dents to feel like university is a genuine aspiration… And for those interested in 
going into teaching … they’ve shown an interest in wanting to revisit the schools 
that they’ve been part of” (Teacher, 2013). The PSTs also commented on the signifi -
cance of the Catholic ethos in both choosing to be part of CTEC in the fi rst place 
and then as an aspect of the program that they appreciated. Findings from the ques-
tionnaire indicate that the proportion of students wanting to work in Catholic sec-
ondary schools upon graduation remained fairly consistent across the two rounds of 
data collection, with the strong majority (83 %) continuing to indicate a desire to 
teach in Catholic secondary schools. Two PSTs who had not attended Catholic 
schools explained their initial perceptions and the  impact   of participating in the 
program on their attitudes.

  I went to a government school and had nothing to do with religion. So that …would have 
put up a lot of barriers for me applying for a school that had religion involved with it. Now 
I’m not as afraid of that … it’s not a barrier to me. ( PST  , 2014) 

 I was really sceptical about Catholic schools. I’d never been to one and I was just like, 
oh, church school, but seeing how much they really care about their students and how much 
they really try to engage the families into the school, I really like it. So I was like, oh, 
Catholic schools are great. ( PST  , 2014) 
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5.3.2        The Value of Being Part of a Cohort 

 Although  PSTs   in CTEC highlighted the value of being involved in a Catholic 
school as a positive of the project for them, at the end of the fi rst year and again in 
the following year the more signifi cant element for them was their enrolment in a 
CTEC-only tutorial and therefore being part of a cohort of learners. One  PST   gave 
the following response:

  I really enjoyed being part of [CTEC project team member’s] tutorial group. I think she … 
really went out of her way for us as well … And it was nice, yeah, knowing that you’re part 
of a group and you know who’s going to be in your class and … well we had [CTEC project 
team member] for … three semesters in a row, so that was pretty good. Like that consis-
tency. ( PST  , 2014) 

   The benefi ts of being with the cohort were seen as both academic and social as 
in the following comment, “I notice … with the presentations that we’ve had so far, 
you know, we’re all laughing and being comfortable ‘cause [sic] we know each 
other” ( PST  , 2014). There was  evidence   that the creation of a cohort experience also 
helped to make the theory-practice connection so sought after in teacher 
education:

  The way our tutorial was staged directly after placement, I thought was great because … it 
meant that we were able to go straight from being there to talking about it and to rehash 
what we’d learnt and observed throughout the day. ( PST  , 2013) 

   Another participant from the 2014 cohort echoed this idea when asked about her 
 motivation   for getting involved in CTEC. “I really like the idea of having like the 
same cohort of students, like staying with the same class all the way through” ( PST  , 
2104). This group also saw future professional relationships being developed. One 
PST commented, “And potentially we’ll be getting, hopefully, jobs in the same 
areas anyway so you’ve got that like connection with all your other peers and staff 
as well” (PST, 2014).  

5.3.3     Long-Term Relationships 

 While the idea of creating professional relationships was not highlighted in the 
broad aims of CTEC, as with the primary school projects from which CTEC had 
been adapted (Butler et al.,  2013 ; Summers & Weir,  2012 ), the idea that teacher 
education partnerships created opportunities for close professional relationships 
was important in a key CTEC approach of intensive  PST   engagement in schools. 
This vision was appreciated by those who were involved in the project at the school 
level, they tended to emphasise the long-term nature of the relationships that were 
facilitated. A teacher said “the ongoing nature of it I think is fantastic” (Teacher 
interview, 2014). A Deputy Principal made the comment, “I’m a fan of anything 
that’s long-term” (Principal interview, 2014). A  principal   noted, “I think having 
students assigned to us on a long-term basis is good … you know, they’re not just 
here 3 weeks and you never see them again … they become quite connected with 
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the school” (Principal interview, 2013). One  principal   even saw its  impact   into the 
distant future.

  My sense to it would be that if we persevere with it, and this is not something over a year or 
two, we’ve got to be committed to this over a fi ve to 10-year … then you can get your mea-
sure of it … do they take up leadership roles in our schools? (Principal, 2014). 

5.3.4        Disruptions to Relationships 

 While participants’ satisfaction with being involved in a program which developed 
relationships over time was one element of the project discourse expressed by partici-
pants in a range of roles, the concept was interrupted somewhat by experiences of 
communication breakdowns and organisational frustrations. Such  challenges   were 
raised by ACU, Catholic Education Melbourne, school staff and  PSTs  . Ensuring that 
information about CTEC reached the different relevant staff at schools was diffi cult, 
as was ensuring clear communication between and within ACU and Catholic 
Education Melbourne. As noted in other partnership research (Darling- Hammond, 
 2005 ), face-to-face meetings were very helpful in clarifying project goals and roles 
but were diffi cult to schedule, given the different work patterns of schools and univer-
sities, as well as the busy workloads of university and school- based staff. The biggest 
 challenge   with communication occurred in relation to the Community Engagement 
experience. As this was something different from a  standard   teaching placement, both 
the PSTs and the schools were somewhat unsure of exactly what it entailed. The com-
ments below indicate how a teacher education partnership vision may be created by 
leadership but it has to be enacted by teachers and PSTs in their day to day work in 
schools. A  PST   co-ordinator charged with organising placements at a school said:

  I think there’s still a lot of work to be done. I’m not sure whether it’s just me, because all 
the information goes to the  principal   and then is fed into me. I’m not sure whether I’ve just 
been kept out of the loop, but I don’t feel like I’ve had much information from any of the 
involved partners. But, as I said, maybe that’s just because I haven’t been given the informa-
tion from the  principal  . (Teacher, 2014) 

    PSTs   found themselves in the middle of this absence of communication. One 
said it would have been good in schools to:

  have someone call us or reply or, you know, we’ve spoken to one person that wasn’t the 
right person, and then we got pushed to someone else who hadn’t spoken to that person and 
had no idea what we were about. ( PST   interview, 2014) 

   Complaints about communication breakdown seem endemic to partnerships 
between schools and universities (Allen,  2010 ; Darling-Hammond,  2005 ). In the 
case of CTEC, the frustrations have not led to signifi cant numbers of  PSTs   leaving 
the program. The 2013 cohort of 18 PSTs lost two due to them choosing to exit or 
defer the BT/BA course and one because of relocation away from the CTEC area. 
The 2014 cohort of 23 PSTs lost fi ve because of exiting or deferring the course but 
gained three new participants (Ryan et al.,  2015 ). Teachers involved in the program 
had choices whether or not to agree to supervise a CTEC  PST   but did not have sig-
nifi cant power over the project apart from this.  
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5.3.5     Experience Beyond Catholic Schools 

 A concern, which goes closer to providing a  challenge   to the Catholic vision of the 
project, noted by some  PSTs   as well as staff from Catholic Education Melbourne 
and schools, was that  PST   experience might be limited through only being placed in 
Catholic schools. One PST said “I would like to see a state school, ‘cause [sic] I 
went in primary and secondary both Catholic. I’d love to see and be involved in a 
state setting once” (PST, 2014). 

 This comment reveals a certain tension for some participants in the lived experi-
ence of the Catholic vision of the project. In response, the Steering Committee 
expressed the view that as long as  PSTs   had the opportunity to be placed at/visit a 
range of different Catholic schools (7–12, Senior, Single-sex, Co-Educational) 
within the Consortium this limitation would be addressed (Ryan et al.,  2015 ). As 
noted, the vast majority of the initially recruited PSTs have remained with the pro-
gram despite the concern of some that their experience might be limited by only 
experiencing Catholic schools. Some CTEC participants have been further engaged 
in CTEC schools by gaining casual paid employment in one of the schools, for 
example as integration support offi cers. This was an element of the original project 
design, planned to enable further immersion of PSTs in school communities when 
the cohort was in the third year of their BT/BA.  

5.3.6     Workload Issues 

 For the CTEC team at the University and Catholic Education Melbourne there have 
been on-going comments about the viability of CTEC in terms of the workload it 
required, an experience which has been shown to be frequently connected to partner-
ship work because of its position outside the teacher education norm, usually depen-
dent on insecure grant funding (Darling-Hammond,  2005 ; Kruger et al.,  2009 ). 

 The CTEC reports also document many staff changes which show the program’s 
vulnerability to changes in personnel, likewise identifi ed as a high risk element in 
teacher education partnerships’ success (Kruger et al.,  2009 ). However, as noted 
earlier, the fact that CTEC has continued to enjoy some fi nancial support because of 
its coherence with the University’s mission has meant that participants’ workload 
issues have not threatened the survival of the project to date.  

5.3.7     Policy Disruptions 

 In 2015 an intrusion from the  perceived    space   of Australian national and University 
policy had the potential to  challenge   CTEC more than any of the previously encoun-
tered disruption. After submitting to its mandatory periodic review the BT/BA 
course lost its embedded Community Engagement unit in favour of  PSTs   having 
more discipline study and more supervised teaching days in schools, this being in 
line with  AITSL    accreditation   policy (AITSL,  2014 ). Community Engagement 
undertaken in CTEC school communities had been consistently identifi ed by 
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participants as a strength of CTEC, allowing PSTs to know about their school com-
munity before undergoing formal teaching experience at the schools:

  I think a benefi t [or] highlight is to actually meet the students, not just for teaching pur-
poses. So we have  PSTs   from other universities but they … their involvement is just purely 
classroom oriented. So the two students that we’ve had from ACU over the year have been 
able to get to know us as a community … get to know the students, so then when they go 
into the classrooms there’s even a connection there because they’ve met the students in a 
community forum fi rst” ( PST   Coordinator 2014). 

   The  impact   of this change has not been felt by CTEC participants as the revised 
course is only in its early stages, but that it has occurred demonstrates that the qual-
ity of teacher education is affected by factors in the conceived and  perceived    spaces   
as much as by what participants experience in the  lived space  . 

 Another intrusion on the CTEC experience from the policy space occurred at the 
beginning of 2015 when some of the original CTEC schools were offered state gov-
ernment funding for a different partnership activity and one school declined some 
of CTEC’s  PSTs   for placement out of a concern that they would not be able to sup-
port both partnership programs. Within the thirdspace framework such disruptions 
are part of the  challenge   of working in the hybrid space between the University and 
schools    

6     Conclusion 

 Examination of CTEC in terms of its conceived,  perceived   and  lived spaces   illus-
trates that engagement in a university-school partnership involved participants in 
complex activities to establish arrangements which met a vision created at a leader-
ship level. Perceptions of the program revealed that the Catholic ethos underlying 
the partnership was shared by many of the participants in schools –  PSTs   and teach-
ers. The partnership investigation suggested that the shared vision gave some 
strength to the partnership in that participants were able to see where they were 
going with the work even when it was demanding. While the school participants 
were more likely to describe the signifi cance of the partnership in terms of valued 
professional relationships in a shared Catholic context rather than as a vision for the 
Catholic  education system   overall, they did not express doubts about this vision. 
They supported the idea of the partnership despite experiencing communication and 
other  challenges   in the boundary zones in which they worked. Participants at the 
leadership level of university and school were also required to manage changes in 
policy and resources which threatened the partnership. Ongoing investigation of the 
program into its third and fourth year will reveal whether it is able to remain 
resilient. 

 In terms of what the CTEC project contributes to research on partnerships in 
teacher education, the research suggests that joint planning and execution of a 
teacher education initiative prevents universities from becoming narrowly focused 
on preoccupations like fi nding placements for  PSTs  . Instead it means that there is a 
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joint articulation by both the schools and the university participants of what the 
desirable future teachers might be like. This discussion in the boundary zone is very 
important for managing the on-going work of constructing the specifi cs of the pro-
gram and carrying it out. 

 The CTEC model presents an alternative notion of partnerships that presupposes 
 dialogical relationships   on the boundary between the University and schools. 
Boundary is presented as an open zone of collaboration and production of  profes-
sional knowledge   and as a space of rich experiences for all involved. In the case of 
CTEC the partnership has disrupted the status quo of the members and invited par-
ticipants to join resources, knowledge and experience in and for collaborative 
teacher education practice. Whether or not the participants accept this invitation 
becomes a matter of their responsibility evident in an ability to respond to others 
and their needs, standpoints and understandings. This project therefore redefi nes 
partnerships in teacher education as an ethical practice that is open to and includes 
all the parties involved. By locating teacher education in thirdspace – on the bound-
ary between universities and schools – responsibility of partnership members is less 
about their own interests, power and control than about exposure to the event of 
 PSTs  ’  professional becoming  . This responsibility does not come from either teacher 
educators or teachers but rather from this event that calls to them and that has been 
articulated in the original idea of the CTEC project – that is, to increase the number 
of quality teachers in Catholic schools that are located in socially disadvantaged 
suburbs. It will be important for the project team to investigate the ways in which 
the dialogical partnership model continues to be useful in describing the work of 
participants in the next years of the project. Given the need for teacher education 
research studies to connect with each other, the project is also an invitation to other 
researchers to investigate teacher education partnerships based in other contexts in 
terms of the idea of relationships in the boundary zone.       
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      Activating Teaching Dispositions in Carefully 
Constructed Contexts: Examining the Impact 
of Classroom Intensives                     

     Amanda     McGraw     ,     Sharon     McDonough     ,     Chris     Wines     , 
and     Courtney     O’Loughlan    

1          Introduction 

    In Australia a  focus   on ‘ classroom readiness’   in teacher education implies a physi-
cal, organisational  stance  ; of new teachers well prepared and complete. A recent 
Australian review into teacher education  conducted   by the Teacher Education 
Ministerial Advisory  Group   ( TEMAG  ,  2014 ) argues that pre-service teachers 
( PSTs  )    should be consistently and rigorously assessed against national  professional 
standards   which outline what  beginning teachers   should know and be able to do. 
Interestingly, the current  National Graduate Standards  lack any mention of affec-
tive qualities like passion, inspiration and humour. They fail to focus explicitly on 
important ways of thinking that enable good teaching and professional learning like 
curiosity, creativity and refl ection. Relational elements that are central in teaching 
are also rationalised and ‘fl attened’ out so that there is little sense of nuance and 
sensitivity (Gannon,  2012 ). Reductionism occurs when the system focuses on what 
is easiest to measure rather than seeking to develop ways to assess what is critical 
(Diez,  2007 ). This chapter focuses on the research of a team of teacher educators 
from a regional Australian university who believe that a focus on dispositions is 
central to effective teacher education. We have developed a  Dispositions for 
Teaching Framework  which underpins pedagogical practices, school  partnership   
initiatives, and  assessment   within a  Master of Teaching   program for prospective 
 secondary teachers     . The framework is not a list of personal characteristics or per-
sonality traits, rather it aims to capture ways of thinking that enable teachers to 
engage deeply in their work and continue to learn. The  challenge   to avoid a check-
list mentality pervades our thinking and so we have focused on constructing con-
texts where these dispositions can be understood, activated, made visible, 
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documented, and over time, habituated. While issues related to the authentic 
  assessment   of dispositions continue to  challenge   us, we focus in this chapter, on the 
nature of one of our ‘leading practices’ (the  Classroom Intensive ) and we examine 
whether practices like these have the potential to activate dispositions so that they 
can be recognised.  

2     Dispositions for Teaching 

 The recent national review of teacher education in Australia ( TEMAG     ,  2014 ) 
reported that in addition to having academic skills, prospective teachers require 
“strong interpersonal and communication skills, a willingness to learn and the  moti-
vation   to teach” (p. 13). While this suggests an important move away from selection 
processes based solely on performances in high stakes tests, Edwards and Nuttall 
( 2015 ) argue that the very title of the TEMAG ( 2014 ) report  Action Now :  Classroom 
ready teachers  “belies a lack of acknowledgement of the complexity of  pre-service 
teacher   preparation” (p. 181). Personal qualities and dispositions required for teach-
ing and for effective, ongoing professional learning enable teachers to deal with 
what Barnett ( 2007 ) would call ‘supercomplexity’: “a term that we may apply to the 
open-endedness of ideas, perspectives, values, beliefs and interpretations” 
(pp. 36–37). In a world of supercomplexity we are subject to “conceptual overload” 
(Barnett,  2000 , p. 415) due to the existence of a multiplicity of changing and con-
testable frameworks that increase uncertainty and unpredictability. While Cochran- 
Smith ( 2003 ) suggests that teaching is “unforgivably complex” (p. 5), she argues 
that in the face of simplistic accountability measures and narrow defi nitions of 
 teacher quality  , we must preserve and honour complexity. We would argue that 
teaching for and within complexity demands high-quality learning and agree with 
Entwistle ( 2012 ) when he suggests that “quality in learning depends on acquiring 
the attitudes and ways of thinking and practising that are the hallmark of committed 
professionals” (p. 15). The link between certain dispositions and quality of learning 
is well established through educational research (Entwistle & McCune,  2009 ; 
Perkins,  1995 ; Ritchhart,  2002 ; Riveros, Norris, Hayward, & Phillips,  2012 ). The 
 challenge   for teacher educators is to not only articulate which dispositions they aim 
to link to program goals, but to develop shared understandings of how dispositions 
are developed in complex teaching and learning contexts. 

 The National Council for Accreditation of Teacher Education (NCATE) in the 
United States has mandated the identifi cation and  assessment   of dispositions. 
NCATE ( 2002 ) contend that dispositions are values, commitments and professional 
ethics that infl uence behaviours. They suggest that “dispositions are guided by 
beliefs and attitudes related to values such as caring, fairness, honesty, responsibil-
ity, and social justice” (NCATE,  2002 , p. 52). The term ‘disposition’ is open to 
multiple interpretations and is sometimes used interchangeably with other concepts 
like traits, attitudes, competencies and characteristics. Confusingly, the NCATE do 
not provide any theoretical framework for their defi nition of dispositions (Freeman, 
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 2007 ) and while there is agreement in the U.S.A. about the value of dispositions for 
teaching, there is less agreement about what they constitute and how they can be 
developed and assessed (Diez,  2007 ). Some time ago, Arnstine ( 1967 ) argued that 
dispositions are central to  effective teaching   and defi ned dispositions as behaviours 
that are “thoughtful and discriminative of situations” (p. 28), while others equate 
dispositions to habits of mind and refer to Dewey who suggested that dispositions 
are habitual and persistent (Dewey,  1922 ). Costa and Kallick ( 2000 ) argue that dis-
positions are intellectual resources that help activate relevant knowledge and capac-
ities. They contend that they are essential when encountering complex problems 
and suggest dispositions should “become the subject of  curriculum  , instruction, 
student  assessment   and even teacher evaluation” (Costa & Kallick, p. 3). Other 
researchers also link dispositions to the quality of learning and thinking suggesting 
they are abilities like thinking critically, being refl ective and having an open mind 
(Perkins & Ritchhart,  2004 ; Riveros et al.,  2012 ). Dispositions, however, are more 
than having an inclination to think and act; they also consist of an “awareness of 
occasions for appropriate action” (Ritchhart,  2002 , p. 51). Entwistle ( 2012 ) argues 
that the disposition to understand for oneself is essential in a climate of complexity 
and uncertainty. This involves a willingness to learn, a sensitivity to context, the 
capacity to integrate understandings, and the capacity to use understandings in chal-
lenging situations. Central to this notion is the capacity to understand oneself: to 
hold maps in one’s head about how to plan, act and review what we do (Argyris & 
Schӧn,  1974 ); and to create, evaluate and reimagine those personal maps through 
metacognition and refl ection. 

 Developing a new  Master of Teaching   program in our university gave us the 
opportunity to start from scratch and devise a program that is research informed, 
integrates  partnership   initiatives and builds upon our educational values, beliefs and 
experiences. We began the design process not with  professional standards   but with 
the question:  What sort of teachers do we want our    PSTs     to become ? We found that 
a focus on personal dispositions were just as evident in our responses as desired 
practices and knowledge and decided that, in the absence of a focus on dispositions 
in the National Teaching Standards, we needed to formulate our own framework to 
inform teaching practice and  curriculum  . Over time, the work of researchers like 
Gardner ( 1983 ), Goleman ( 1995 ), Perkins ( 1995 ), and Ritchhart ( 2002 ) has helped 
us to rethink intelligence. The notion of ‘intellectual character’ as dispositional 
(Ritchhart,  2002 ; Tishman,  1994 ) underpins our framework. Ritchhart suggests that 
thinking dispositions “represent characteristics that animate, motivate, and direct 
our abilities toward good and productive thinking and are recognised in the patterns 
of our frequently exhibited, voluntary behaviour” (p. 21). Our framework (see Fig. 
 1 ), which is inspired by the work of Perkins ( 1995 ) and Ritchhart ( 2002 ) and draws 
upon the research of Entwistle ( 2009 ,  2012 ), attempts to capture key thinking dis-
positions that are essential in the discipline of education and for learning in higher 
education contexts. The framework does not intend to provide an exhaustive list of 
dispositions but instead aims to articulate the dispositions we intend to focus on 
explicitly in our teaching and through our school  partnership   activities. The frame-
work provides us with a conceptual map that enables us to build shared vocabulary 
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related to thinking dispositions, relevant learning activities, opportunities for 
 making the dispositions visible through documentation, approaches for self-refl ec-
tion, and strategies for feedback and  assessment  .

   We do not intend to describe the thinking dispositions here, but instead want to 
focus on a key  challenge   for teacher educators: how do we construct learning con-
texts which enable thinking dispositions to be developed and made visible? We see 
an increasing focus on using classroom  observation   as a professional learning expe-
rience as a signifi cant opportunity to activate and develop key thinking 
dispositions. 

2.1      Classroom Observation   as an Opportunity to Activate 
Dispositions 

  Observing in classrooms is a central element of  initial teacher education   programs 
(Gore,  2015 ), however, observations are usually focused on  PSTs   and their teaching 
in the context of offering them feedback to improve skills. In our  Master of Teaching   
program we place an emphasis on the nature of observation itself and aim to enhance 
the disposition to critically attend to what is seen in classrooms by providing PSTs 
with structured opportunities to closely observe what happens there. We use the 
term ‘critically attentive’ to describe a disposition involving close observation, curi-
osity and questioning. We use the work of McCrary Sullivan ( 2000 ) to examine the 
notion of sustained attention and what it means to observe with “keen eyes and fi ne 
sensibilities” (p. 212). Danielson ( 2012 ) argues that  classroom observations   provide 
the ability to “observe the interactive work with students, and this is the heart of 
teaching” (p. 33). Rather than focus on the work of teachers as a primary focus in 
 classroom observations  , we ask PSTs to focus their watching on students’ learning 
and thinking and to then look at the contextual factors that are enabling learning to 
occur. Worryingly, in both Australia and overseas,  classroom observations   are 
increasingly used as a means by which to judge the quality of teachers and teaching 

  Fig. 1    Dispositions for  effective teaching   framework       

 

A. McGraw et al.



197

(Danielson,  2012 ; Gore,  2015 ; O’Leary,  2014 ). An intentional focus on learners and 
learning ensures that PSTs are building curiosity and understanding the complexity 
of teachers’ work.   

2.2     Classroom Intensives 

 A structured, thoughtful approach to  classroom observations   was required and with 
the support of teachers and school leaders from our cluster of  partnership   schools, 
we developed the practice we call  Classroom Intensives . Each  partnership   school 
hosts a  Classroom Intensive  for one or more days and teachers and school leaders 
from other  partnership   schools are also invited to participate. We schedule  Classroom 
Intensives  across the course of the program the fi rst one being held in March and the 
fi nal one in October. This enables dispositions to be understood and strengthened 
over time. The  Classroom Intensive  involves  PSTs  , experienced teachers, school 
leaders and teacher educators (up to 60 people are involved in each Intensive) which 
creates rich opportunities for multiple perspectives to be shared and complexity to 
be foregrounded. The observation groups consist of six educators who complete 
observation rounds of 20 min in a variety of classes during the course of a day. Our 
 partnership   schools are keen to be actively involved in the process as it enhances the 
professional learning approaches they are using in their schools. For all of us, the 
collaborative observation of whole lessons is seen as a way to open up discussions 
of teaching practice in ways that move “beyond the technical delivery of teaching” 
(Gore,  2015 , p. 9). The power of a collegial approach like this is that it enables the 
development of “insights that are brought to bear individually and collectively” 
(Hoyt & Terantino,  2015 , p. 211). 

 The  Classroom Intensive  is structured using a   Visible Thinking    routine that aims 
to build inquiry habits of mind (Timperley,  2011 ). O’Leary ( 2014 ) argues against 
using quantitative approaches with pre-conceived categories as a means of docu-
menting and measuring what is observed in classrooms and contends that such 
approaches need to be questioned for their effectiveness in providing an insight into 
the “complexity of behaviours, interactions” (p. 54). As a way of purposely building 
the thinking dispositions in our Framework, we use the  Visible Thinking  routine  See , 
 Think ,  Wonder  designed by Ritchhart and his colleagues (  http://www.visiblethink-
ingpz.org/VisibleThinking_html_fi les/03_ThinkingRoutines/03c_Core_routines/
SeeThinkWonder/SeeThinkWonder_Routine.html    ) to focus and frame the thinking 
and documentation process. While in classrooms, observers focus on the  See / Hear  
aspect of the routine and describe without interpretation what they observe and hear 
in relation to students’ thinking and learning. Building the disposition to pay atten-
tion and describe complex interactions and behaviours requires  access   to subject- 
specifi c vocabulary which we explicitly build during the course of the program. In 
doing this, rich theory/practice connections can be made. The whole group comes 
together during the lunch break to focus on the second part of the routine: to create 
 thinking  or interpretive statements based on the patterns which emerge from the 

Activating Teaching Dispositions in Carefully Constructed Contexts…

http://www.visiblethinkingpz.org/VisibleThinking_html_files/03_ThinkingRoutines/03c_Core_routines/SeeThinkWonder/SeeThinkWonder_Routine.html
http://www.visiblethinkingpz.org/VisibleThinking_html_files/03_ThinkingRoutines/03c_Core_routines/SeeThinkWonder/SeeThinkWonder_Routine.html
http://www.visiblethinkingpz.org/VisibleThinking_html_files/03_ThinkingRoutines/03c_Core_routines/SeeThinkWonder/SeeThinkWonder_Routine.html


198

observations. The intensive focus on observation builds the disposition to be data 
wise and  evidence  -based when making interpretations. Thinking statements are 
shared publicly in the whole group and once everyone has shared at least one state-
ment, we ask participants to again identify emerging patterns. Finally, we focus on 
the third part of the routine at the end of the day when we ask participants to con-
sider what they have seen and thought during the course of the day and develop 
statements of  wonder . During this stage participants wonder about larger ethical, 
educational, cultural and political issues and demonstrate a disposition to refl ect 
critically. The overall process provides “the foundation for greater insights, 
grounded interpretations,  evidence  -based theory building, and broad – reaching 
curiosity” (Ritchhart, Church, & Morrison,  2011 , p. 55).   

3     The Research Project 

 The focus of this research project was to examine the links between the  Classroom 
Intensive  and the thinking dispositions in our Framework. The questions that most 
intrigued us were:

    1.    Did the experience of the  Classroom Intensive  prompt those ways of thinking?   
   2.    Did it activate some dispositions more than others? And,   
   3.    How could we collect  evidence   of dispositions in action?    

  The research project is based on one two-day  Classroom Intensive  experience 
held in one of our  partnership   schools toward the end of the school year. The school 
is a P-12 rural school and participants in the  Classroom Intensive  stayed overnight 
in the rural town to enable them to have an intense two day observation experience 
in the school. Participants observed in primary as well as secondary classrooms. 
Participants in the research are  PSTs   enrolled in the  Master of Teaching   (Secondary) 
program together with the teacher educators’ (excluding the researchers) who teach 
in the program and who also participated in the  Classroom Intensive . 

3.1     Methods 

 The research makes use of a mixed  method   approach in the collection of data. Our 
decision to adopt such an approach acknowledges and values the unique qualities of 
information derived from both qualitative and quantitative research methods, and 
recognizes the uniqueness and complexity of educational research which focuses on 
human activity and learning (Pring,  2000 ). Because educational practice is a com-
plex phenomenon, we suggest, like Pring that the “qualitative investigation can 
clear the ground for the quantitative – and the quantitative be suggestive of 
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differences to be explored in a more interpretive mode” (p. 55). We take a  concur-
rent approach , which according to Cresswell ( 2013 ) is one “where the researcher 
converges quantitative and qualitative data in order to provide a comprehensive 
analysis of the research problem” (p. 16). The concept of the  bricolage , in the sense 
that it was initially used by Denzin and Lincoln ( 2000 ), is a useful one in conceptu-
alising the method of this research. In essence, when we use the term here we are 
referring to a research process “dedicated to a form of rigour that is conversant with 
numerous modes of meaning-making and knowledge production” (Kincheloe & 
Berry,  2004 , p. 16). We, like Kincheloe and Berry, acknowledge that  bricoleurs  
operate within a space “where the multiple inputs and forces facing the researcher 
in the immediacy of her [his] work are acknowledged and embraced” (p. 5). Such 
an approach “exists out of respect for the complexity of the lived world. Indeed, it 
is grounded on an epistemology of complexity” (Kincheloe & Berry,  2004 , p. 2). 
With such complexity comes an attendant diffi culty in maintaining what Kincheloe 
and Berry term “theoretical coherence” (p. 3) when engaging in the process of inter-
preting the data and drawing out generalisations from within its various formats.  

3.2     Data Collection 

 Data collection occurred through the use of four differing techniques, although not 
all participants completed all four of the data collection activities. Three of the tech-
niques were qualitative in nature; these were the use of participant fi eld notes, a 
narrative response, and ‘on the spot’ conversational interviews. Participants com-
pleted the fi eld notes (n = 36) over the course of the two day  Classroom Intensive . 
These notes contain participants’ descriptions as they look for visible  evidence   of 
thinking and learning at work. They were provided with a template based on the 
 See ,  Think ,  Wonder  routine and were asked to record their non-judgmental observa-
tions of what they saw/heard in each of the classrooms they entered. The fi eld notes 
also include participants’ interpretive statements as they search for patterns within, 
or derived from their observations, and also what they wonder about at the conclu-
sion of the Intensive. The second qualitative method was that of a narrative response 
(n = 13) where participants responded to the following prompt:  Think of a moment 
or an idea from the Classroom Intensive experience that was signifi cant for you and 
write about it . Thirdly, a series of short, on-the-spot conversational interviews were 
conducted over the course of the Classroom Intensive (n = 18). The open questions 
posed in the interviews centred on the prompts contained within the fi eld notes; that 
is, ‘What are you seeing/thinking/wondering about?’ Finally, quantitative data was 
generated through participants’ completion of a survey (n = 28) where they identi-
fi ed how frequently thinking dispositions were activated during the  Classroom 
Intensive . The 15 items in the survey were derived from the  Thinking Dispositions 
Framework , and required participants to indicate how strongly they agreed with 
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statements along a three point Likert-scale. In the design of the survey, we aligned 
specifi c statements with the various dispositions from the  Teaching Dispositions 
Framework , but students were not made explicitly aware of this alignment.  

3.3     Data Analysis 

 We examined both qualitative and quantitative data as part of our concurrent 
approach. For the quantitative survey data, we graphed  PSTs  ’ survey responses to 
all statements based on the frequency with which they identifi ed themselves as 
thinking in the specifi ed ways. We then aggregated the three statements related to 
each disposition so as to produce a snapshot of the activation of each one separately. 
In order to activate our own thinking dispositions we used the  See ,  Think ,  Wonder  
routine as a framework to understand and analyse the data. Using the  thinking rou-
tine   enabled us to give close attention to the data, before we moved to the next stage 
of interpretation. We each independently formed thinking statements that repre-
sented our interpretations of the data and then collaboratively constructed state-
ments emerging from these individual interpretations. The collaboratively created 
thinking statements are presented for discussion in the following section of this 
chapter. They represent our fi ndings from the analysis of data but more importantly 
they represent our learning that will inform the development of our practice as 
teacher educators in relation to teaching and assessing dispositions.   

4     Discussion 

4.1     Statement 1: Dispositions Are Activated in Carefully 
Constructed Professional Learning Contexts 

 The  Classroom Intensive  is a carefully constructed professional learning experience 
that provides the context within which all fi ve of the dispositions for  effective teach-
ing   can be activated. The summary of the survey data in Table  1  shows that  PSTs   
saw themselves thinking in these ways on multiple occasions, although it appears 
that the tendency to recognise and display some dispositions is more frequent than 
others. It can be seen in Table  1  that 93 % of PSTs found themselves engaging with 
the thinking dispositions ‘frequently’ or ‘sometimes’. This clearly shows that the 
constructed context activates the thinking dispositions. We suggest that key ele-
ments of this experience which work to activate the dispositions include: its com-
munal nature; the use of the  See ,  Think ,  Wonder  routine as a framework to structure, 
prompt and notice thinking; the initial focus on students’ learning and thinking as 
opposed to a focus on teaching; and the intensity of the experience. We discuss each 
of these elements in the following paragraphs.
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4.1.1       The Communal Nature of the Classroom Intensive 

 The communal nature of the  Classroom Intensive  assists in the activation of the 
dispositions within our framework. Opportunities to informally discuss and share 
the fi eld notes; engage in dialogue between classroom  observation   sessions; pub-
licly share thinking and wondering statements in structured situations; and be 
involved in an inclusive learning experience with  PSTs  , practising teachers, school 
leaders and teacher educators, all contribute to creating emotional as well as intel-
lectual engagement. This is illustrated in the survey data where 75 % of the partici-
pants responded ‘frequently’ to item number 12:  I found myself moved by the 
communal and collaborative nature of the learning experience . This demonstrates 
the activation of the people-centred disposition and suggests that the PSTs are emo-
tionally connected through a disposition to care, within the learning experience.  

4.1.2     The Routine as a Framework to Prompt Thinking Dispositions 

 The  See ,  Think ,  Wonder  routine acts as a powerful framework to structure, prompt 
and notice thinking dispositions. In analysing the fi eld notes we see that the criti-
cally attentive and refl ective dispositions are mostly activated through the use of this 
tool. The survey revealed that 86 % of participants frequently found themselves 
looking closely at particular interactions and incidents. The fi eld notes show close 
attention to actions and thinking moves: they watch students using trial and error; 
they notice students fi nishing one another’s sentences during a problem solving 
activity; they hear students making connections between content and personal life 
experiences; they hear students reaching conclusions in conversations; they notice 
isolated students with wandering minds; they identify facial expressions which 
show intent concentration; they see students closing their eyes during a story so that 
they can visualise; they hear the hesitation in voices as students guess and make 
their ideas public. The routine makes thinking deliberate and conscious and builds 
the disposition to think metacognitively about one’s own thinking. As the survey 
results show, all participants were aware of their own thinking at least on some 
occasions during the Intensive.  

4.1.3     A Focus on Student Learning 

 By asking  PSTs   to focus fi rst on students’ thinking and learning, the disposition to 
care most about student experiences and see learning as people-centred is fore-
grounded. This also enables PSTs’ strategic thinking to stem from a learning- 
centred basis. A small proportion of the PSTs focus mostly on what teachers do 
even though they were urged against doing this. Some PSTs focus only on the stu-
dents and list their movements, comments and interactions. The majority of PSTs 
begin with a gaze on students; however, their notes capture interactions and show 
that students’ thinking is rarely isolated from what teachers and peers do and say. 
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The thinking and wondering statements show that PSTs believe a student-centred 
focus in teaching is important. “I wonder how I can develop my teaching practice 
so it is less content delivery based and more questioning and student driven as I 
have seen here”, wonders one  PST  . The  Classroom Intensive  enables PSTs to make 
 theory- practice connections   as they see concepts they have explored in the univer-
sity program being enacted in the classroom. They engage in strategizing, problem 
solving and thinking creatively as they visualise how they might apply approaches 
that enable good learning, in their future practice as teachers. This is refl ected in the 
survey data with 86 % of PSTs fi nding that they frequently found themselves 
‘developing ideas for action’.  

4.1.4     The Intensity of the Experience 

 There is an intensity embedded in the experience as the group works together for up 
to two full days and this provides multiple opportunities for conversations, ques-
tions, narrative connections and refl ections to emerge. Rich discussions happen as 
 PSTs   move between classrooms and there is scope to continue discussions at the 
conclusion of the day. PSTs have time to process what they have seen and to think 
in various ways about the observations that they are making. They also have the 
opportunity to move backwards and forwards between personal and communal 
spaces which gives participants silent thinking time as well as time to connect ver-
bally and emotionally with others. The shared nature of the experience and the 
diverse perspectives that are shared amongst PSTs, experienced teachers and teacher 
educators in moments when connections occur are like catalysts in a chemical 
reaction.   

4.2     Statement 2: Multiple Forms of Documentation Are 
Required to Show a Tendency Toward Dispositions 

 In making visible the way that dispositions are activated through the  Classroom 
Intensive  we have identifi ed that multiple and diverse forms of documentation are 
needed to enable their recognition. Our analysis of the data suggests that using only 
one form of documentation and  evidence   is inadequate in capturing the complex 
and holistic nature of the way the dispositions are activated. When we examined the 
survey data we identifi ed that the strategic and refl ective dispositions were the least 
often self-identifi ed (with 50 % and 42 % of participants commenting that they 
found themselves frequently thinking in these ways). Analysis of the fi eld notes and 
interview data; however, highlights that those dispositions are displayed and dis-
cussed in meaningful ways by  PSTs  . These forms of data indicate the ways PSTs 
are thinking strategically, as represented by this example: “I think that I need to use 
an ‘oral planning’ strategy”. Evidence of a refl ective disposition is also 
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demonstrated in these data forms, with this example highlighting the way the  PST   
is critically refl ecting on their own thinking processes:

  When I am observing … I’m a very visual person, so fi rst I get distracted and have to get 
my bearings, so I look around the room see what’s on the wall … but then I sort of, because 
of the See, Think, Wonder sheet we are fi lling out, focus in on what the teacher is doing, 
what the students faces are doing, how are they responding? That’s the kind of order I do it 
[observe] in, I think. 

   Examples from across multiple data sources which demonstrate the activation of 
various thinking dispositions reinforce our view that observation schedules that are 
of a checklist nature are blinkered and fail to allow  PSTs   to represent their knowl-
edge, skills and dispositions in a range of ways. Capturing the complexity of think-
ing requires multiple modes and opportunities for expression. 

 Another example of the need for multiple and diverse documentation forms was 
evident in the responses of a particular  PST   who through the fi eld notes revealed 
very little  evidence   of the thinking dispositions in action. His fi eld notes contained 
information related to the physical environment only, for example ‘Learning inten-
tion on whiteboard’, and did not demonstrate a critical attention to the processes of 
learning and thinking occurring in the classroom. Interestingly, this PST was inter-
viewed during the Intensive with the interview revealing his ability to use a range of 
thinking dispositions. He shows the disposition of paying critical attention when he 
comments: “There was a real sense of bringing the focus away from the ‘right’ 
answer, that is something I have noticed across the whole school”. He also demon-
strated his use of a refl ective disposition in making connections between personal 
prior experiences and his observations:

  Even on my placement … I asked students to sit up the front – they might have moved a row 
forward, but didn’t have that real engaged ‘I want to be right here, actively engaged’ thing 
like students do here. 

   If we only drew from one written source of documentation for displaying dispo-
sitions our understanding of this  PSTs  ’ dispositions would be limited. This rein-
forces the need for diverse forms of documentation to enable expression, recognition 
and articulation of the dispositions. 

 Our analysis of the multiple forms of documentation also indicated that there are 
two elements at work in relation to the recognition and display of thinking disposi-
tions. The fi rst of these is that through the  Classroom Intensive   PSTs   demonstrate 
an awareness of how the thinking dispositions are being used by others within class-
rooms to enhance thinking and learning. The second is related to the fact that in 
identifying dispositions in practice, they are also displaying their own awareness 
and use of the dispositions. The data from the collective sharing of statements illus-
trates the way the experience activates an awareness of the people-centred, creative, 
critically attentive and strategic thinking dispositions in particular. In verbally shar-
ing the ‘I think’ statements PSTs demonstrate the tendency to use the people- centred 
thinking disposition, as illustrated in this example: “I think that the connections 
with the community are a great teaching and learning resource. I think that the 
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majority of students I have encountered feel as though they are part of the learning 
community.” In making this observation, the  PST   is both able to identify the col-
laborative and caring nature of a people-centred disposition at work in the class-
room and the school culture, and also demonstrate that this is a priority in their own 
thinking. Similarly, another PST wrote: “I think that the language and questioning 
used by teachers encourages the students to think for themselves/encourages inde-
pendent learning/connects students to the learning as they engage and think more 
deeply”. In this example, the PST both identifi es the way the critically attentive 
disposition has been fostered in the classroom, and engages in using this disposition 
themselves as they pay critical attention to what is occurring in the learning and 
teaching situation. In sharing these statements publicly and identifying the com-
monality of interpretations, PSTs, teachers and teacher educators generate a shared, 
collegial knowing about the nature of what they are observing and engage actively 
in using the thinking dispositions.  

4.3     Statement 3: Dispositions Interconnect and Rely Upon One 
Another 

 The pressure to generate lists of dispositions to inform selection procedures as well 
as teaching and  assessment   is mounting. Whilst this is a useful activity to aid explic-
itness, it can lead to crude classifi cations which dismiss the contextual, personal 
nature of dispositions and assumes that dispositions are activated in discrete, iso-
lated ways. In searching for  evidence   of dispositions at work in the data collected 
during the  Classroom Intensive , we found that thinking dispositions were most 
powerful and evident when they interconnected and were activated in clusters. 
Thinking dispositions that are central to  effective teaching   and to understanding 
complex interactions operate in dynamic ways and seem to rely upon one another 
for meaning-making. In order to demonstrate the  challenges   in identifying and 
assessing dispositions we take one student at random and by examining her 
responses across the different data collection contexts, show how the dispositions in 
our framework exist in a web-like formation; interconnected and reliant upon each 
other for strength. 

4.3.1     Hazel 

 Hazel’s fi eld notes are a collection of close observations which highlight her ability 
to notice and name what students do to learn. She observes close interactions 
between students and between students and teachers and shows that critical atten-
tion is the cornerstone of understanding student learning and  effective teaching   
practice. Her eyes dart around the room identifying students’ ways of thinking. 
Notes in the See/Hear column of the  See ,  Think ,  Wonder  chart, show that she notices 
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students getting ready to learn, making predictions, posing clarifying questions, 
referring to learning intentions, persisting with problems, thinking aloud, develop-
ing their understandings through talk in small groups, and responding excitedly to 
established routines. She also notes the features of the classroom and in some 
moments, what teachers do and say. She includes snippets of conversation from 
teachers: “What’s worse than failure? The failure to try”; “I’m interested in what 
you already know and understand”; “If you put it out there you’ve got to justify it.” 
Her descriptive notes show that student learning and teachers’ practice are entwined 
and that what students largely do is in response to what teachers do or to routines 
that teachers have established. Her thinking statements show a strategic disposition 
which enables her to organise her thinking and make broad interpretations from the 
data she has collected. Her thinking statements include the following:

  I think expectations of teachers to teach thinking is explicit and constantly reinforced 
through classroom displays, discussions with peers and the pedagogy. 

 I think that students are encouraged to make predictions and not afraid to search for 
answers. 

 I think that a lot of activities are centred around real life situations in order to make 
learning relevant. 

   Hazel’s narrative writing after the  Classroom Intensive  reveals her disposition to 
refl ect and be creative. She refl ects on a particular classroom experience drawing 
out important approaches that the teacher uses to build positive relationships with 
students. In repeating the line “This teacher knows how to build positive relation-
ships with students” she emphasises her people-centred disposition and how impor-
tant relationships are for her own teaching and learning, along with how keen she is 
to identify approaches that can be used in a practical sense to know students and 
help them to enjoy the experience of learning at school. She begins the narrative 
with a focus on the environment: “It’s hot today. The fl ies attach themselves to the 
backs of the students on the way through the door and now buzz overhead.” 
Creatively, she paints a picture of the classroom built upon vivid imagery and the 
critical attention she has given to watching students and teachers at work. Suddenly 
she focuses her attention on an interaction that captures her curiosity:

  I see something that catches my interest. There are three students in this class with disabili-
ties. They seem pretty excitable and the teacher calmly and quickly gets them on task. There 
is absolutely no disruption. I watch the teacher more closely. She smiles. A lot. She looks 
fresh and cool in this muggy room. She moves from table to table checking students’ work. 
Students offer insights into their personal lives and she puts aside the work for a moment to 
focus on the student. And then the moment comes, she asks a student: “How can you incor-
porate that into your story today?” Instantly the student is on task … This teacher knows 
how to build positive relationships with her students. 

   Hazel’s disposition to be people-centred is strong in this writing. She shows the 
ability to care and to value relationships and  emotions   in the context of teaching. 

 In the focus group interview where Hazel engaged in dialogue with her peers the 
critical attention she gave to classroom learning saw her move into refl ection and 
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thinking ethically about dilemmas as well as creative problem solving. In a discus-
sion about teachers’ use of questioning she says:

  I often worry that that’s becoming patronising … because they are quite short closed ques-
tions. It might be like herding sheep, very, very tightly herding sheep. I know they are ask-
ing questions all the time, but they are asking very pointed questions all the time, so it can 
sort of narrow thinking. I feel like it’s ‘guess what’s in my head’, having a specifi c answer 
in mind. 

   She fears that this sort of questioning creates “drones” and that set  curriculum   
can drive teachers in directions away from students engaging in more exploratory 
and critical thinking. 

 Through the use of the  See ,  Think ,  Wonder  routine, the narrative writing task and 
the opportunity for dialogue with her peers Hazel shows that she has important dis-
positions for teaching and that those dispositions interconnect and rely upon one 
another to fuel good thinking about her profession. What exists is a complex web of 
thinking interactions which can only be identifi ed and appreciated by examining the 
thinking that occurs in rich, purposefully constructed professional learning con-
texts. The  challenges   for teacher educators working to value dispositions are multi- 
layered. Not only is there the  challenge   to pinpoint key dispositions and to construct 
meaningful contextual experiences that activate them, but even more challenging in 
relation to  assessment  , is the task of identifying and documenting dispositions as 
they interact in web-like formations.    

5     Conclusion: What Are We Learning and Where to Next? 

 Through our research we understand the power carefully constructed professional 
learning experiences can have in providing  PSTs   with opportunities to build and 
demonstrate the dispositions identifi ed in our framework. We believe that school/
university  partnerships   provide the basis for the construction of such experiences 
and contend that  partnerships   which only focus on enhancing professional place-
ments are limited. We appreciate the complexity of engaging in work related to 
dispositions in teaching and feel that this complexity is something to be cherished 
rather than dismissed. We understand that we must draw upon multiple forms that 
are written and verbal, expository and narrative in order to make dispositions visi-
ble. Rich, contextualised experiences enable dispositions to work collectively and 
they cannot easily be captured in single snapshots or in checklists that decontextu-
alise and separate them into discrete parts. This  challenges   us to continually develop 
our processes for recording, demonstrating and evaluating the way the learning 
experiences in our program contribute to the activation of dispositions. We fi nd that 
the process of researching our practice is generative and sparks new possibilities for 
the ways we can strengthen the constructed professional learning experiences in our 
program. The incorporation of the narrative writing task as part of the research 
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process highlighted to us its potential in enabling PSTs to make visible their use of 
the thinking dispositions and this is an aspect we will formally build into future 
experiences. 

 In order to deepen our understandings we need to collect data in ongoing ways 
that will enable us to identify what  PSTs   say about the  Classroom Intensive  and how 
it fosters their understanding and activation of dispositions. We need to consider 
how the activation of dispositions might become habituated for PSTs and whether 
the dispositions are activated in similar ways during professional placements. In 
building a knowledge base of research that demonstrates how dispositions intersect 
and are activated through carefully constructed professional learning experiences 
we can begin to speak back to reforms and approaches that are limited and superfi -
cially framed. This will also enable us to strategically embed these approaches 
within our programs so that PSTs have multiple opportunities to develop disposi-
tions for  effective teaching   and learning. Developing PSTs’ understandings of 
thinking dispositions and how they foster quality learning is also essential – because 
then they will be able to infuse a focus on dispositions into their own teaching.        
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1          Introduction 

   An ongoing  concern      for teacher educators, teacher employers and more recently 
 policy makers  , is the extent to which graduating teachers are “classroom ready”. 
National and international research has shown that teachers face numerous  chal-
lenges  , especially in the early career years, and diffi culties managing  challenges   
may lead to distress, burnout and a decision to leave the profession. Early career 
teachers often experience “reality shock” (Friedman,  2004 ) and report feeling under 
prepared as they transition from university to the profession, despite having had 
extended periods of professional experience during their degree. In Australia, 
teacher education providers are now charged with the  challenge   to prepare 
“classroom- ready” teachers (Teacher Education Ministerial Advisory  Group  ,  2014 ) 
and a raft of recommendations has been made regarding particular teacher educa-
tion experiences and  assessment   to ensure  classroom readiness  . For example, one 
recommendation is that suitable candidates for teacher education should be selected 
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according to the balance of “academic skills and personal  characteristics  ” (p. vii) 
that are required for the profession. The non- academic      key capabilities that are 
deemed important for teacher education students include  motivation  , strong inter-
personal and communication skills, and  resilience   ( Australian Institute for Teaching 
and School Leadership  ,  2015 ). 

 In the context of preparing “classroom-ready” teachers who will manage the 
everyday  challenges   of the profession, grow and thrive throughout their career, we 
argue that a  resilience  -focused approach to developing such  non-academic key 
capabilities  , or personal resources is benefi cial. Personal resources such as  motiva-
tion  , effi cacy and social and emotional  competence   are important both for success 
and enabling  resilience   (Beltman, Mansfi eld, & Price,  2011 ). Furthermore, research 
 evidence   shows that teacher  resilience   is associated with positive outcomes such as 
 professional commitment  , engagement, enthusiasm and job fulfi llment (Day & Gu, 
 2014 ). Teacher  resilience   has been positively associated with student achievement 
and  teacher quality   (Gu & Li,  2015 ), which also feature strongly in current conver-
sations about the profession. 

 If  resilience   is an important capability for pre-service and in-service teachers, 
how might this be developed? Researchers in the fi eld of  resilience   posit that  resil-
ience   may only be demonstrated in times of adversity (Doney,  2013 ), yet recently 
teacher  resilience   researchers have argued that teachers require “everyday  resil-
ience  ” (Gu & Day,  2013 ; Gu & Li,  2013 ) to manage uncertainty as well as the ongo-
ing intellectual and emotional  challenges   of their work. Everyday  resilience   involves 
more than bouncing back from particular diffi culties, rather it is the capacity to 
manage ongoing and multiple  challenges   over time, while continuing to grow and 
thrive professionally. Particular skills and  coping   strategies are commonly associ-
ated with  resilience   and empirical research has shown professional, motivational, 
social and emotional dimensions of teacher  resilience   (Mansfi eld, Beltman, Price, 
& McConney,  2012 ). Capacity building in these areas during teacher education is 
one way of developing teacher  resilience  . 

 As teacher education  curriculum   becomes increasingly prescribed and crowded, 
innovative approaches to developing  resilience   skills and strategies are needed. In 
recent years,  online learning   experiences have been developed in relation to  wellbe-
ing   and mental health issues. For example, resources such as  thedesk  (  www.thedesk.
org.au    ) focus on assisting university students with mental and physical health and 
 wellbeing   (Ryan, Shochet, & Stallman,  2010 ). Online resources have the advantage 
of being instantly accessible and enabling self-paced learning and engagement 
(Bonk & Graham,  2006 ). 

 This chapter describes the development and evaluation of an innovative  online 
learning   resource designed to support  pre-service teachers   in building capacity for 
professional  resilience  . The online modules were developed as part of the Building 
Resilience in Teacher Education ( BRiTE   –   www.brite.edu.au    ) project (Mansfi eld, 
Beltman, Broadley, & Weatherby-Fell,  2013 ), which aimed to help  pre-service 
teachers   build awareness of the skills and practices that will help facilitate  resilience   
in their future teaching career.  
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2     Literature Review 

 As a starting point for developing the online modules and to ensure that the modules 
were underpinned by empirical and conceptual work in the fi eld, we undertook an 
extensive review of the teacher  resilience   literature (environmental scan) over the 
past 15 years to identify the personal and  contextual resources  , as well as strategies 
that contribute to positive  resilience   outcomes for teachers (Mansfi eld, Beltman, 
Broadley, & Weatherby-Fell,  2016 ). The review identifi ed a range of personal and 
 contextual resources   that infl uence teacher  resilience  , as well as particular strategies 
that promote  resilience  , and offered recommendations as to how these could be 
implemented in teacher education courses. The following paragraphs provide an 
overview of these. 

 Personal resources that enhance teacher  resilience   included intrinsic  motivation   
(Kitching, Morgan, & O’Leary,  2009 ), and  self-effi cacy   for both pre-service (Le 
Cornu,  2009 ) and in-service teachers (Howard & Johnson,  2004 ). Having a sense of 
moral purpose (Day,  2014 ), a sense of vocation (Hong,  2012 ), optimism (Tait, 
 2008 ), and social and emotional  competence   (Ee & Chang,  2010 ) were also seen as 
important.  Contextual resources   could be drawn upon to support teacher  resilience   
and in the literature the key resource was relationships within and outside of the 
workplace. For example, relationships between teachers and school leaders (Peters 
& Pearce,  2012 ), with trusted colleagues (O’Sullivan,  2006 ), with whole school 
communities (Ebersöhn,  2012 ), with supporters outside of school or online 
(Papatraianou & Le Cornu,  2014 ) and between teachers and their students (Morgan, 
Ludlow, Kitching, O’Leary, & Clarke,  2010 ) were all found to support teacher  resil-
ience  . The literature also indicated that teachers use a variety of strategies to harness 
the available personal and  contextual resources  . Problem-solving (Johnson et al., 
 2014 ), help-seeking (Sharplin, O’Neill, & Chapman,  2011 ) and goal-setting were 
important, as were strategies to achieve a work-life balance (Le Cornu,  2013 ). 
Engaging in professional learning had a number of positive outcomes (Patterson, 
Collins, & Abbott,  2004 ) as did other activities involving refl ection (Leroux & 
Théorêt,  2014 ). Using good communication skills was also an important strategy 
(Schelvis, Zwetsloot, Bos, & Wiezer,  2014 ) as was the ability to regulate  emotions   
(Morgan,  2011 ). 

 The literature reviewed also provided suggestions with regard to the types of 
learning experiences that could occur within teacher education that may help build 
 resilience  . There were ideas regarding how to develop personal resources and strate-
gies such as developing refl ective skills (Leroux & Théorêt,  2014 ), enhancing emo-
tional competence (Hong,  2012 ), managing stress (Curry & O’Brien,  2012 ) and 
developing  coping   strategies (Mansfi eld, Beltman, & Price,  2014 ). Other sugges-
tions were connected to the importance of building relationships and included asser-
tiveness training (Ee & Chang,  2010 ), managing relationships (Keogh,  2010 ) and 
dealing with parents (Fantilli & McDougall,  2009 ). Still other strategies were rec-
ommended that focused on the broader context such as increasing sociocultural 
awareness (Ebersöhn,  2014 ). It was seen as crucial that any strategies used were 
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connected to the profession through being situated around authentic classroom 
 situations using case-studies and realisitic problem-solving (e.g. Huisman, Singer, 
& Catapano,  2010 ). 

 Although the review identifi ed a range of existing  resilience   programs, those 
involving teachers typically were about supporting student  resilience   (see for exam-
ple, KidsMatter,   www.kidsmatter.edu.au     and ResponseAbility,   www.responseabil-
ity.org    ). Programs were delivered via a series of workshops or as part of a whole 
school approach. There was a notable absence of programs for teachers and  pre- 
service teachers  , as well as programs that were freely available. 

 The review enabled us to identify the range of factors associated with teacher 
 resilience   and the types of learning experiences recommended for  pre-service teach-
ers  . As a result of the review, we identifi ed developed a  BRiTE   framework, which 
determined the content our fi ve modules:

•     B uilding  resilience   – what is  resilience   and why it matters for teachers;  
•    R elationships – maintaining  support networks  , building new relationships in 

schools;  
•   Wellbe i ng – personal  wellbeing  , work-life balance, maintaining  motivation  ;  
•    T aking initiative – problem solving, ongoing professional learning, communi-

cating effectively; and  
•    E motions – developing optimism, enhancing emotional awareness, managing 

 emotions  .     

3      Conceptual Framework   

  Based on the review and our previous empirical research in the fi eld (Beltman et al., 
 2011 ; Mansfi eld et al.,  2012 ,  2014 ) we conceptualise  resilience   as a  capacity , a 
 process  and also as an  outcome . Figure  1  (based on Biggs & Moore,  1993 ) shows 
the process of  resilience   whereby personal resources related to  resilience   (e.g.  moti-
vation  ; social and emotional  competence  ), and  contextual resources   (e.g. relation-
ships, school culture,  support networks  ) interact as individuals harness resources 
and use particular strategies (e.g. problem solving, time management, maintaining 
work-life balance) to enable  resilience   outcomes (e.g. commitment, job satisfaction, 
 wellbeing  , engagement). Furthermore,  resilience   outcomes infl uence future 
resources and strategies and so  resilience   develops with experience and over time. 
Bi-directional arrows in Fig.  1  also illustrate that the  resilience   process may not 
necessarily be strictly linear, but that resources and strategies interact with each 
other in cycles over time, before resulting in adaptive outcomes.

   In relation to teacher education, the focus of the modules is on building capacity 
through development of personal resources and learning ways to harness  contextual 
resources  , as well as developing  resilience   focused strategies for managing  chal-
lenges  . Because the school contexts  pre-service teachers   work in are varied, in using 
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this conceptual framework, our aim in developing modules was to assist  pre-service 
teachers   to build on existing personal resources and strategies and understand how 
to mobilise  contextual resources   to manage  challenges  .   

4      Methodology   

4.1     Module Development 

  The module development process was informed by  design-based research    method-
ology  , “a methodology designed by and for educators that seeks to increase the 
impact, transfer, and translation of education research into improved practice” 
(Anderson & Shattuck,  2012 , p. 16). Applying this systematic but fl exible method-
ology enabled the researchers to employ a cyclical, iterative process of analysis, 
design, development and implementation, as illustrated in Fig.  2 . Within this pro-
cess, the project team gathered integral feedback from a broad range of trial partici-
pants, including users and experts in the fi eld of teacher education and  resilience   
research. An important aspect of the process was to be cognisant of the constructive 
alignment of the modules, both vertically and horizontally. Learning outcomes, 
learning activities and feedback mechanisms were considered and planned through 
a methodical approach that ensured users of the  resilience   modules were scaffolded 
in appropriate ways.

   The modules were developed in a staged approach, and the process involved 
 trials with stakeholder groups (project reference and advisory groups and  pre-ser-
vice teachers  ) providing feedback to inform module content and design, resulting in 
the fi nal version. Figure  2  shows the module design process where initially the 

Personal 
Resources 

(e.g. motivation, 
social and 
emotional 

competence) Strategies
(e.g. problem 
solving, time 
management, 

maintaining work-
life balance)

Contextual 
Resources

(e.g. relationships, 
school culture, 

support networks)

Resilience 
outcomes

(e.g. commitment, 
job satisfaction, 

wellbeing, 
engagement)

  Fig. 1    The teacher  resilience   process       
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 environmental scan (in this case undertaken through an extensive literature review), 
input from stakeholder groups and the  BRiTE   framework provided a basis for the 
module development. With input from  online learning   experts and highly qualifi ed, 
educational web designers, one module was completed to trial with three stake-
holder groups. These trial groups included  pre-service teachers  , reference and advi-
sory groups and teacher educators from around Australia. The fi rst module trialed 
was focused on Relationships (R) and included the design principles established by 
the project team (i.e. personalised, interactive, grounded in the literature and con-
nected to the profession) that were considered the foundation of future module 
design. The release of a single module allowed the stakeholders at each trial to focus 
on one module specifi cally within the timeframe available. Further module develop-
ment was based on the refi nement of the previous module trial, and included further 
refi nement based on feedback. 

 Trial One in May 2014 included 48 second year  pre-service teachers   (22 pri-
mary; 26 secondary) from an Australian university, who had completed one school 
placement. Participants were invited to work through the Relationships module in a 
computer laboratory, at their own pace. A paper-based evaluation process to provide 
feedback regarding content and online design was employed. The evaluation 
included 18 questions with a fi ve-point Likert scale (strongly agree to strongly dis-
agree) asking users to evaluate aspects of the module including knowledge and 
skills, overall design and aesthetic appeal. Two open-ended questions asked for 
users to identify the time they had taken to participate and any additional comments. 
In line with  design-based research    methodology  , further module review and refi ne-
ment were undertaken to incorporate the feedback from this trial. 

  Fig. 2    The  BRiTE   module design process       
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 Trial Two in July 2014 comprised 13 participants who attended the  Australian 
Teacher Education Association (ATEA)   conference. These teacher educators were 
asked to  access   the Relationships module and provide feedback on a paper-based 
survey about usability, technical aspects, layout and content-specifi c input from rel-
evant disciplines. Refi nements were made to the module prior to the third trial. 

 The project reference and advisory group members included consultant psychol-
ogists, exercise physiologists, teacher educators (national and international), inter-
national experts in the fi eld of teacher  resilience  , and  online learning  /instructional 
design experts who provided feedback on all key design features of the modules 
prior to release. Local group members were invited to engage with the Relationship 
module, in the third and fi nal trial in August 2014 and 11 of the group participated 
in this trial.  

4.2     Final Design and Online Design Features 

 Following the iterative design process described above, results from the trials were 
used to develop a Beta version of all fi ve modules. The module design was informed 
by four key principles: personalised learning, interactive engagement, activities and 
content grounded in the literature and connected to the teaching profession. 

  Personalised  learning is defi ned as the provision to each user “of content or an 
experience which has been tailored to suit their specifi c needs based on implicit or 
explicit information about that user” (O’Donnell, Lawless, Sharp, & Wade,  2015 , 
p. 23). In order to provide a personalised experience, the modules began with a self- 
refl ection quiz that provided information about the user and then automatically pri-
oritised their learning path through the topics in the module. The requirement for 
users to input their own thoughts on key themes, added to the personalised learning 
experience, as did the opportunity to build a personal toolkit (which could be down-
loaded) throughout the modules. 

 The personal toolkit also aligned with the focus on  interactivity . The toolkit is 
developed throughout the learning journey and allows users to “pin” and save infor-
mation (including inspirational quotes, tips, strategies) to their toolkit to support 
their journey toward  resilience  . Learning activities such as responding to questions 
(multiple choice, true/false responses) with feedback specifi cally designed for each 
response were developed to enhance engagement. The interactivity of modules was 
further exemplifi ed through authentic teaching scenarios designed to allow users to 
apply their  resilience   related skills, have opportunities for refl ection, and contribute 
ideas regarding useful additional strategies. 

 The comprehensive review of the literature enabled writing of “what do the 
experts say?” sections to highlight that topics addressed were  grounded in the litera-
ture . These sections summarised key research related to aspects of  resilience   and 
offered further references for users to follow if interested. 

 The modules were  connected to the teaching profession  with teacher voices fre-
quently “heard” through videos, direct quotes from research featuring pre-service 
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and early career teachers (Mansfi eld et al.,  2012 ,  2014 ) and explicit connection to 
teaching  standards   ( Australian Institute for Teaching and School Leadership,    2011 ), 
the Australian  Curriculum   (  http://www.australiancurriculum.edu.au/    ), Early Years 
Learning Framework ( 2013 ) and further resources from related professional 
organisations.  

4.3     Beta Version Evaluation 

4.3.1     Participants 

 Once the Beta version of the modules was developed and live, users were invited to 
evaluate modules to inform the fi nal design. Two cohorts of participants evaluated 
the modules with Cohort A comprising  pre-service teachers   (n = 144) and Cohort B 
non- pre-service teachers   (n = 37). Participants accessed and completed some, or all, 
modules during an 8-week period and provided feedback regarding content and 
online design. All participants were volunteers and university ethics approval was 
obtained for the study. 

 As shown in Table  1 , the majority of the 144 Cohort A pre-service teacher par-
ticipants were studying a Graduate Diploma of Education (85 %). In addition, 79 % 
of the overall cohort was female with most of these aged between 20 and 30 years. 

    Table 1    Demographics of Cohort A:  pre-service teacher (PST)   participants   

 Course  Number  % of cohort  Gender (n)  Age range (n) 

  Bachelor of Education    20  14 %  Female (19)  20–30 (8) 
 31–40 (8) 
 41–50 (3) 

 Male (1)  51+ (1) 
 Graduate Diploma of Education  122  85 %  Female (94)  20–30 (53) 

 31–40 (23) 
 41–50 (17) 
 51+ (1) 

 Male (28)  20–30 (14) 
 31–40 (7) 
 41–50 (5) 
 50+ (2) 

  Master of Teaching    2  1 %  Female (1)  20–30 (1) 
 Male (1)  20–30 (1) 

 Totals  144  100 %  F = 114  20–30 = 77 
 M = 30  31–40 = 38 

 41–50 = 25 
 51+ = 4 
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The average age of all participants in Cohort A was 32 years, with 31.5 for females 
and 33.6 for males. The spread of age ranges is also shown in Table  1 .

   Cohort B participants (n = 37) were also mainly female (76 %), and included con-
sultants from educational organisations (n = 5), psychologists (n = 3), researchers 
(n = 2), teachers (n = 9) and teacher educators (n = 18). The average age of these 
participants was 46.7 years (range 25–66).  

4.3.2     Instruments 

 The evaluation for both cohorts was conducted online with a combination of Likert 
scale response items and open-ended questions. At the completion of each module, 
users were asked to complete a short evaluation (1 = strongly disagree; 5 = strongly 
agree) comprised of a rating scale for 18 items related to module content (e.g.  I 
found the content of this module relevant ), to module online design (e.g.  The infor-
mation in the module is well organised ) and to possible future use (e.g.  I will refer 
to this module again in the future ). Users were asked to indicate the time it took to 
complete the module and an open-ended question was included if they had any fur-
ther comments. The non  pre-service teachers  , Cohort B, completed similar ques-
tions but they focused on perceived relevance for  pre-service teachers   and use as a 
teacher educator (e.g.  The content of this module will be relevant for    pre - service 
teachers   ;  I will refer to the content in this module in my teaching ).    

5     Results 

5.1     Quantitative Results 

 Tables  2  and  3  present the quantitative results from the evaluation rating items for 
each cohort and show highly positive evaluations for both cohorts trialing the Beta 
version of the modules with all ratings above 3.5. Not all participants completed all 
module evaluations and module evaluations declined over modules 1–5. Even so, it 
is worth noting that the mean scores for those who completed all evaluations were 
fairly consistent, indicating that users engaging with later modules rated these 
equally useful and engaging. As Cohort B participants were asked to provide feed-
back about use of the modules in teacher education and for  pre-service teachers  , this 
may have contributed to the decline in evaluations across the modules. Cohort B 
participants may also have been more familiar with the content and may also have 
been more “time poor”, juggling other end of year work demands. The fi ndings also 
showed alignment of feedback on the relevance and the usefulness of the  BRiTE   
modules for teacher education from both cohorts.
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5.2         Qualitative Results 

 Qualitative data were also gathered via open-ended questions at the end of each 
module evaluation. Cohort A participants were asked: “Are there any comments 
you’d like to make about this module?” In response, participants identifi ed strengths 
of the modules and made suggestions for improvement. 

5.2.1     General Comments 

 General comments about the content and design were given: “Interesting informa-
tion, interactive design and visually appealing” (P78). Organisation and usefulness 
of the module content was a strength: “The module was well organised and the 

   Table 2     BRiTE   module evaluation: Mean scores for Cohort A participants   

 Module question  1  2  3  4  5 
 Overall 
mean 

  Content  
 Useful  4.2  4.0  4.2  4.2  4.3  4.2 
 Interesting  4.1  3.9  4.2  4.1  4.3  4.1 
 Relevant  4.4  4.1  4.3  4.3  4.4  4.3 
 Appropriate level  4.4  4.2  4.3  4.4  4.3  4.3 
 Enjoyable  3.9  3.8  4.0  3.9  4.1  3.9 
 Enabled refl ection  4.1  3.9  4.2  4.3  4.3  4.2 
 Raised awareness  4.1  4.1  4.2  4.2  4.2  4.2 
 Enabled development of 
knowledge and skills 

 4.0  3.8  4.0  4.1  4.2  4.0 

 Consider new ideas  3.8  3.8  3.7  3.8  4.0  3.8 
 Will use content in 
Professional Experience 

 4.0  3.9  3.9  4.0  4.0  4.0 

 Will use content in 
teaching career 

 4.2  4.1  4.1  4.2  4.3  4.2 

 Will refer to in future  4.0  3.7  3.9  4.0  4.0  3.9 
 Will recommend to friends  3.9  3.8  3.8  3.9  3.9  3.9 
  Content mean    4.1    3.9    4.1    4.1    4.2    4.1  
  Online design  
 Appealing  4.3  4.2  4.3  4.3  4.4  4.3 
 Graphics appropriate  4.3  4.3  4.3  4.3  4.3  4.3 
 Navigable  4.5  4.2  4.2  4.3  4.4  4.3 
 Organised  4.5  4.3  4.4  4.4  4.4  4.4 
 Links work  4.6  3.8  3.7  4.3  4.2  4.1 
  Online design mean    4.4    4.2    4.2    4.3    4.3    4.3  
  Overall mean    4.2    4.0    4.1    4.2    4.2    4.2  
 No. (%) participants 
completed evaluation 

 117 (81 %)  81 (56 %)  73 (51 %)  71 (49 %)  67 (47 %) 

C. Mansfi eld et al.



221

content useful, in particular the provision of practical examples” (P14). Comment 
was also made about use of different media and activities maintained engagement: 
“Breaking up the reading with questions was an effective way to maintain engage-
ment. The use of different media, including the YouTube video was also good for 
providing different ways to  access   the content” (P26). True-false response questions 
were used in a number of modules and participants liked these “because it gave me 
the opportunity to revise knowledge I had learnt previously’’ (P33) and “interactive 
activities made it easier to understand” (P34). 

 Additional resources were appreciated: “I also appreciated the links to the 
resources if I would like to follow up on any points” (P38), and the strategies and 
tips were noted as “simple but very practical and useful” (P33). One participant 
wrote “I have saved some of the links to look over again a later date. Thank You” 
(P96). The capacity for users to “pin” items to their personal toolbox was also 
praised: “I really enjoyed [sic] that the tips and pages were able to pinned to my 
personal toolbox” (P38).  

   Table 3     BRiTE   module evaluation: Mean scores for Cohort B participants   

 Module question  1  2  3  4  5 
 Overall 
mean 

  Content  
 Useful for PSTs  4.3  4.3  4.1  4.4  4.3  4.3 
 Interesting for PSTs  4.0  4.3  3.9  4.3  4.6  4.2 
 Relevant for PSTs  4.3  4.3  4.2  4.6  4.4  4.4 
 Appropriate level for PSTs  3.9  4.4  4.0  4.4  4.3  4.2 
 Enable refl ection for PSTs  3.9  4.3  3.9  4.0  4.0  4.0 
 Enable development of 
knowledge and skills 

 3.7  4.3  3.9  4.0  4.0  4.0 

 Will refer PSTs to module  4.1  4.2  4.0  4.3  4.0  4.1 
 Will refer to content of 
module in teaching 

 3.8  4.1  4.0  4.1  4.1  4.0 

  Content mean    4.0    4.3    4.0    4.3    4.2    4.2  
  Online design  
 Appealing  4.1  4.5  4.0  4.1  4.3  4.2 
 Graphics appropriate  4.2  4.5  4.2  4.1  4.1  4.2 
 Navigable  4.2  4.6  4.1  4.4  4.2  4.3 
 Organised  4.1  4.6  4.1  4.3  4.4  4.3 
  Online design mean    4.2    4.6    4.1    4.2    4.3    4.3  
  Overall mean    4.1    4.4    4.0    4.3    4.2    4.2  
 No. (%) participants 
completed evaluation 

 26 (70 %)  10 (27 %)  9 (24 %)  8 (22 %)  9 (24 %) 
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5.2.2     Comments About Specifi c Modules 

 Specifi c comments were made about each module. For example, referring to the 
Relationships module, a participant noted: “This module gave me some great sug-
gestions on how to build and maintain relationships in a new school environment” 
(P95). Participants also noted how the information aligned with their previous 
experiences.

  The content in this module is of great value and from my personal experience, the value of 
relationships and mentors cannot be understated. Students perform at their best when they 
respect/have a connection with the person who is passing on knowledge. This may also be 
said for working relationships – a positive team oriented mindset promotes a positive envi-
ronment for others. (P62) 

   Some users, perhaps with more life experiences made comments such as: “I was 
already aware of most of the content in this module. Good to refresh” (P67) and “it 
was common sense but good to read and review” (P79). 

 Referring to the  Wellbeing   module, a participant said: “I thought this module 
was extremely helpful in making me think of ways of how to deal with stress. I 
would defi nitely use the strategies” (P24). Particular activities in the module were 
seen as benefi cial: “I think the section about refl ecting on a situation, whether it’s 
permanent or pervasive etc. really useful, it’s a really positive strategy to employ” 
(P11). This participant also “appreciated the factual content” of the  Emotions   mod-
ule. One user noted that “we need more around this at uni” (P35).  

5.2.3     Refl ection and New Ideas 

 Participants described the benefi ts of refl ection stimulated throughout the modules. 
One noted: “I enjoyed the process of refl ecting on what I knew about  resilience   
before and after accessing information” (P38). Another said: “It allowed me to 
refl ect on my own teaching practice. I will defi nitely be using this during my next 
PEX [Professional Experience] and also in my future teaching career” (P15). 
Comments were also made about new ideas in the module content that “made me 
think of things I wouldn’t have usually. Provided me with some excellent sugges-
tions!” (P56), and was “very helpful for professional development!” (P59). Another 
pre-service teacher said: “This module was very well thought out and provided me 
with some new ways to approach teaching but also it was able to reinforce some of 
my own personal and professional goals and qualities” (P64). 

 Participants also noted how their understanding of  resilience   had developed, as 
illustrated by the following two quotes:

  I had a fairly good understanding about  resilience   (or so I thought) I can see now how well 
developed my current protective factors are and how some of these will assist in my future 
 wellbeing  - BUT – I also have some work to do in building another set of protective factors 
in each school that I will casual teach in. (P43) 

C. Mansfi eld et al.



223

 The information on this website has been interesting and extremely useful and helpful. 
Resilience is defi nitely much clearer to me now, and I now know a few helpful strategies 
and ideas to help build the  resilience  /confi dence with my students. I would defi nitely rec-
ommend this website to others. (P15) 

5.2.4        Ideas for Future Teaching 

 Some participants noted the applicability of their learning for future teaching, 
remarking, for example, that “I will be teaching at a challenging high school … and 
will incorporate a lesson on  resilience   for all of my classes – thank you!” (P55). 
Participants also engaged with modules, based on how they viewed their immediate 
employment prospects and their prior experiences. For example, with regard to the 
Relationships module a participant noted:

  I struggled to stay attentive in this module- probably because I felt that it was more useful 
for pre-service teachers that expect to get a permanent position – during my life I have had 
to move a lot and change work a fair bit so many of the bits of advice were practical in 
nature and something I do almost automatically- I will think more about my personal learn-
ing network and  support network   though. (P16) 

5.2.5        Suggestions for Improvement 

 Even though the majority of comments noted positive aspects of the modules, users 
also noted technical glitches that needed attention and made suggestions for how the 
modules may be improved. These included having more case studies, a better bal-
ance between secondary and primary schooling examples, downloadable tips, moti-
vating quotes from famous people, strategies for dealing with negative colleagues 
and confl ict resolution. Suggestions were also given by the non- pre-service teachers   
for how the modules may be improved through adding in-depth scenarios, connec-
tions to research and challenging some of the assumptions made. All comments 
were used to refi ne specifi c aspects of the modules and to inform decisions about the 
fi nal version of the modules.  

5.2.6     Value for Teacher Education 

 Cohort B participants were asked: “How do you think this module could be used in 
teacher education programs?” These participants noted the importance of the 
resource for  pre-service teachers  , the engaging and well-presented learning design, 
effective use of the  Australian Professional Standards for Teachers   ( Australian 
Institute for Teaching and School Leadership,    2011 ) and said it had “A good balance 
of theory, videos of personal experiences and practical advice. It is easy to navigate 
and the tips and advice is given in a supportive non-judgemental way” (P22). Others 
commented on how they could use the resource: “This is an excellent resource for 
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teachers and teacher educators to help stimulate discussion, refl ection and training 
on all areas related to  resilience  ” (P8). 

 More specifi c suggestions were also made regarding how the modules could be 
valuable in  initial teacher education   programs, as illustrated by the following three 
comments.

  This module provides some great strategies for  pre-service teachers   to learn to cope with 
the stressors of the profession, and hopefully these strategies will be carried forward well 
into their careers. The importance of this cannot be underestimated, as burnout is not neces-
sarily sudden; it can be a very drawn-out and painful process. (P2) 

 Students could complete the module right before a practicum placement as they will 
likely see much of the examples given in schools as well go through their own  challenges   
as they cope with the pressure of these learning experiences. Perhaps it could be used in a 
 professional practice   unit, where students all complete the module as a group with opportu-
nity to ask questions, discuss and complete the activities together. (P20) 

 This module could be incorporated into the Professional Practice unit to equip  pre- 
service teachers   with mental strengths before being placed in a school for their practicum. 
The knowledge in the module will be necessary for  pre-service teachers   to deal with various 
levels of stress and adversity in the classroom. (P10)  

6          Discussion 

 The  BRiTE   project provided an opportunity to explore how  resilience   related skills 
for teachers may be promoted through the development of an  online learning   
resource that is personalised, interactive, connected to the profession and grounded 
in the literature. In summary, the fi ndings of the evaluation were highly positive in 
terms of content and online design for the  pre-service teachers   and education experts 
trialling the modules. The fi ndings also showed that both cohorts of participants 
were closely aligned in their evaluative feedback on the relevance and the useful-
ness of the BRiTE modules for teacher education. This unique resource is shows 
how innovative online resources may be used to complement teacher education 
experiences. 

 On a conceptual level, one strength of the modules was the comprehensive litera-
ture review on which the  BRiTE   framework was developed (Mansfi eld et al.,  2016 ). 
Conceptualising  resilience   as a  capacity ,  process  and  outcome  that is multidimen-
sional, dynamic and developing over time allows for a more nuanced understanding 
of  resilience   processes and a positive view of the concept. Often  pre-service teach-
ers   describe  resilience   as the capacity to “bounce back”, however equally, if not 
more important, is the capacity to “bounce forward” (Walsh,  2002 ), which not only 
has a restorative function, but promotes ongoing growth, development and learning 
through the lifespan. Data showing that users developed their understanding of 
“ resilience  ” by engaging with the modules reinforces the importance of conceptu-
ally (rather than popularly) driven understandings of the construct. It is important 
that trait views of  resilience   are challenged and teachers understand the broader 
social ecologies (Ungar,  2012 ) in the teaching profession that enable  resilience  . 
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 The development of this resource raises the issue of the extent to which an online 
self-paced accessible resource focused on non- academic   key  capabilities   ( Australian 
Institute for Teaching and School Leadership,    2015 ) may be a valuable addition to 
pre-service teacher education for both  pre-service teachers   and teacher educators. 
As higher education programs continue to embrace online and blended learning and 
look towards  MOOCS   (Massive Open Online Courses) as a source of future stu-
dents and revenue (Burd, Smith & Reisman,  2015 ; EDUCAUSE,  2012 ), these mod-
ules show how an engaging online resource can be developed to raise awareness of 
 resilience   strategies in a particular professional context (see also, Wosnitza et al., 
 2013 ). In recent years, online resources for mental health and  wellbeing   have 
become more prevalent with research suggesting that individuals are more likely to 
seek online help than traditional or face to face help (Crisp & Griffi th,  2014 ; Ryan 
et al.,  2010 ) even with increasing levels of distress. Online resources have the 
advantage of being instantly accessible and can be visited and revisited when 
needed. How  BRiTE   users engage with the resource and their site visiting (and 
revisiting) behavior is an important avenue for future research. Likewise, the extent 
to which engagement with such a resource may infl uence teacher  resilience   in the 
short term and long term requires future longitudinal research. 

 Although both groups in the reported evaluation were positive about the value of 
the modules, there remains the  challenge   of developing content that meets the needs 
of the diverse group of  pre-service teachers   in Australia ( Australian Institute for 
Teaching and School Leadership,    2013 ). Teacher education courses at the under-
graduate, graduate and postgraduate level attract students with a range of life expe-
riences,  motivations   and aspirations. Some participants described some of the 
content within the modules (knowledge and skills) as “common sense” even though 
there was an acknowledgement that a review and reinforcement of the learnings and 
wisdoms was both timely and valuable. Similarly, user engagement was infl uenced 
by the view they had of their future teaching, which included working in a casual 
capacity. Consideration of the range of work profi les  beginning teachers   may have 
and including targeted support for the unique  challenges   of casual teaching would 
be a valuable avenue for future module development. Another further development 
may involve the option to engage with content at different levels, further personalis-
ing the learning experience. It may also be appropriate to consider that at times 
pre-service and practicing teachers require a reminder to be aware of the knowledge 
each bring to the teaching profession, to classrooms, schools and the broader 
community. 

 How the modules may be used in teacher education programs was also consid-
ered as part of this project. Guidelines have been developed to assist teacher educa-
tors to use the modules in various ways. For example, in a fl ipped learning 
environment (Bergman & Sams,  2012 ) students could engage with a module sce-
nario and bring their responses and further ideas to class for a discussion. Modules 
may also be embedded into Learning Management Systems via a Widget and con-
nected to particular unit content. For individuals, engagement with the modules 
provides opportunity for professional growth, with opportunity to revisit responses, 
thereby providing  evidence   of  refl ective practice   which may be used in a  portfolio  . 
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As the modules are aligned with the Australian National Professional Standards for 
Teachers ( Australian Institute for Teaching and School Leadership,    2011 ) they may 
be also used to provide part of the body of  evidence   illustrating achievement of 
 standards  . As the modules have been designed to support development of  resilience   
skills and strategies, we wish to caution against use of the resource in a remedial 
manner, as a “go to” package for students in crisis. 

 On a broader level, a resource such as  BRiTE   may have application beyond the 
teacher education experience. The modules may complement teacher induction pro-
grams, provide resources for  mentor teachers   and be adapted for use in professional 
learning settings for more experienced teachers. The opportunity to engage with 
current resources regarding  resilience   may also be benefi cial for teachers and their 
students particularly in the face of ongoing professional  challenges  . Although the 
modules are specifi cally developed for the Australian context (which may also be a 
limitation) the content and online design of modules is readily adaptable for other 
countries and other “caring” professions.  

7     Conclusion and Future Directions 

 In Australia, teacher education providers are under pressure to “identify and admit 
only those candidates who can demonstrate they have the necessary academic as 
well as non-academic capabilities that will enable them to successfully graduate as 
classroom ready teachers from a rigorous  initial teacher education   program” 
( Australian Institute for Teaching and School Leadership,    2015 , p. 1). Such non- 
academic capabilities include “ motivation   to teach, strong interpersonal and com-
munication skills, willingness to learn,  resilience  ,  self-effi cacy  , conscientiousness, 
organisational and planning skills” (p. 8). Although nearly all these capabilities are 
addressed in the  BRiTE   modules, what the literature shows, as illustrated in the 
introduction to this chapter and in Fig.  1 , is that  resilience   is a complex, multidimen-
sional construct which incorporates factors such as  motivation   and relationship 
skills. We also know that these are developed in an ongoing way over time, not only 
through individual capacities, but also with support from various contexts and as a 
result of personal experiences. Responsibility for the development of an effective, 
committed teacher therefore is a shared one. Individuals, workplaces, employers 
and professional development providers all have a role to play. Pre-service pro-
grams clearly have a key role to play in the very early stages of a career and the 
BRiTE modules, as indicated by their  evidence  -informed nature and positive evalu-
ations of their role in teacher education, indicate that skills and capacities related to 
 resilience   can be developed during a pre-service program. Rather than being a fi xed 
quality that can be measured at one point,  resilience   is “the culmination of collective 
and collaborative endeavours” (Gu & Li,  2013 , p. 300) and should be viewed as an 
ongoing process occurring as a result of interactions in particular contexts.       
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      Building Professional Learning Identities: 
Beginning Teachers’ Perceptions of Causality 
for Professional Highs and Lows                     
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1          Background Context 

     It has been well documented that  beginning teachers      can experience “reality shock” 
upon  entering   the  teaching   profession (Keogh, Garvis, Pendergast, & Diamond, 
 2012 ). According to Devos, Dupriez, and Paquay ( 2012 , p. 206), “beginning teach-
ers enter a new world, experience an accelerated pace of life, and encounter unex-
pected situations and  challenges  .” Participation in professional learning and 
induction programs has been cited as a necessary support for novitiate teachers as 
they deal with the transition into the profession (Darling-Hammond, Wei, Andree, 
Richardson, & Orphanos,  2009 ; Huisman, Singer, & Catapano,  2010 ), impacting 
positively on levels of beginning teacher retention (Buchanan et al.,  2013 ; Ingersoll, 
 2001 ) and, additionally, assisting teachers to develop the capacity to  impact   student 
outcomes and contribute to the collective expertise of their schools (Lovett & 
Cameron,  2011 ). As stated in the recent report from the Australian  Teacher 
Education Ministerial Advisory Group (TEMAG)   ( 2014 , p. 38), “high-performing 
and improving  education systems   demonstrate a commitment to structured support 
for beginning teachers in their transition to full professional performance and, in 
doing so, build and sustain a culture of professional responsibility.” 

 The provision of support in this context requires an understanding of both the 
professional learning needs of the beginning teacher (Lovett & Cameron,  2011 ), 
and also of the ways in which the beginning teacher develops an identity with a 
propensity to engage as a professional learner (Walkington,  2005 ).  Self-effi cacy   
(Devos et al.,  2012 ),  motivation  ,  resilience   (Doney,  2013 ) and a positive attribution 
style (Fineburg,  2010 ) have all been linked to beginning teachers’ ability to cope 
with the early  challenges   of teaching. A study of novice coaches by Larsen and 
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Allen ( 2014 ) also found that those coaches who displayed  evidence   of strong pro-
fessional learning identities were able to remain positive in the face of signifi cant 
 challenges  . Little is known, however, about what motivates beginning teachers to 
prioritise professional learning in the development of their teacher  identities     . 

 In response to research acknowledging that professional learning is key to teacher 
retention and success, the “ teacher as professional learner  ” has emerged as signifi -
cant in educational policy (Australian Institute of Teaching and School Leadership 
( AITSL  )   ,  2011 ,  2012 ). The implementation of  The    Australian Professional Standards 
for Teachers    (AITSL,  2011 ) has established professional learning as an expectation 
for all teachers through, for example, structured induction programs. According to 
Phillips ( 2008 ), effective engagement in professional learning also requires a sense 
of responsibility for that learning. There is a need, therefore, for us to understand 
how teachers entering the profession develop positive professional learning identi-
ties. The work reported on in this chapter goes some way to addressing this need.  

2     Research Aim 

 The aim of the research reported on below was to develop an understanding of the 
ways in which beginning teachers interact within their working contexts to develop 
their identity as professional learners during their fi rst year of  professional practice  . 
For the purposes of this chapter, data analysis and interpretation from the fi rst phase 
of the study, conducted through an online survey in 2015, will be presented and 
discussed. In doing so, we respond to the following research question:

  How do beginning teachers attribute  causality   for the successful and unsuccessful 1  events 
that they experience in their fi rst year of teaching? 

   The fi ndings from this study raise important considerations in relation to how 
such attributions  impact   the development of beginning teachers’ beliefs, values and 
identities as professional learners. This chapter will acknowledge these consider-
ations as study fi ndings are discussed.  

3     Literature 

 We begin this review by discussing current national and international literature 
about the development of  teacher identity   which provides an overarching  concep-
tual framework   to this research. We then provide a brief overview of how the 
literature portrays the  professional identity   development of the beginning teacher, 

1   We are not suggesting a polarity between “successful” and “unsuccessful” here. Rather, partici-
pants reported a range of experiences across this spectrum. The terms “successful” and “unsuc-
cessful” were used by participants during data collection to identify those events in which 
successful or unsuccessful outcomes were perceived. 
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and the ways in which  teacher identity   has been shown to be impacted by profes-
sional learning. The fi nal part of the review focuses on the process of refl ection on 
and for action—and its relevance to professional learning identity development. 

 Teacher identity has been an area of increasing focus for some time (Beauchamp 
& Thomas,  2011 ; Day, Kington, Stobart, & Sammons,  2006 ; Gee,  1999 ). Teacher 
identity stems from an individual’s sense of personal identity, which has been 
described as the set of beliefs and values that one holds about oneself that exist 
behind one’s “situated identities” (Bullough,  2005 ) that are specifi c to the particular 
roles or contexts in which an individual participates. Referred to as both  teacher 
identity   (Flores & Day,  2006 ) and  professional identity   (Cohen,  2010 ), both termi-
nologies refer to the teacher’s understanding of what an effective teacher is, and 
their own beliefs and values about the teacher they want to become (Thomas & 
Beauchamp,  2007 ). 

 Identity research has demonstrated that teachers not only perform a functional 
role, but also develop an identity refl ecting their understandings and inclinations as 
a teacher practitioner (Beauchamp & Thomas,  2011 ; Beijaard, Meijer, & Verloop, 
 2004 ; Flores & Day,  2006 ). The seminal work of Lortie ( 1975 ) demonstrated that 
beginning teachers come to teaching with a set of values and beliefs that  impact   the 
ways in which they understand their multiple professional responsibilities informed 
by their experiences as school students, through a process of anticipatory socialisa-
tion. The process of occupational socialisation is then further infl uenced during 
pre-service professional experience activities (see, e.g., Allen,  2006 ), and, as the 
 pre-service teacher   transitions to practising teacher, through immersion in the insti-
tutional environment (Allen,  2006 ) and through interaction with colleagues (Cook, 
 2009 ). Beginning teachers modify their early understandings and beliefs about 
teaching as they experience the realities and demands of their new role. According 
to Day et al. ( 2006 ), this is an intense time of identity work when new teachers often 
question current beliefs and values, and reshape their identities as they refl ect on the 
highs and lows of their experiences in the workplace. 

 According to Hammerness, Darling-Hammond, and Bransford ( 2005 , p. 383), 
“developing a  professional identity   is an important part of securing teachers’ com-
mitment to their work and adherence to values and norms of practice.” The  impact   
of beginning teachers aligning their practice and beliefs to “adjust to the require-
ments of the conditions of the workplace” (Hargreaves,  1995 , p. 80) has been 
debated within the research. However, teachers are expected as a norm of practice, 
in Australia and elsewhere, to engage in ongoing professional learning ( AITSL  , 
 2011 ;  United Kingdom   Department of Education,  2011 ). It is therefore essential 
that beginning teachers value and prioritise professional learning as a responsibility 
of their work. 

 Researchers agree that such professional learning comprises of more than par-
ticipation in professional learning events. Mockler ( 2013 , p. 42) argues that “teacher 
professional learning at its best is not merely about acquisition of knowledge and 
skills, but the formation and mediation of teacher  professional identity  .” This view 
represents a shift in attention away from teacher behaviour and towards teacher 
thinking and refl ection (Zuljan, Zuljan, & Pavlin,  2011 ). From this perspective, 
engagement in professional learning “promotes the teacher as a fl exible, lifelong 
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learner, able to participate in ongoing change” (Walkington,  2005 , p. 54). The 
emphasis is on both the development of knowledge for improved practice, as well 
as the growth of a professional learning mindset. 

 Key to the development of such a mindset is a focus on  refl ective practice  . 
Teachers who engage refl ectively can develop the capacity to identify areas for 
improved practice (Liu & Zhang,  2014 ). Researchers agree that  refl ective practice   
has transformative potential through the “thoughtful, systematic, critical explora-
tion of the complexity of one’s own learning and teaching practice” (Samaras & 
Freese,  2006 ). Therefore, within the context of this study, refl ection can be seen as 
thinking about, and moving forward from, the highs and lows of teaching. 

 However, while  refl ective practice   has been clearly identifi ed as a critical factor in 
teacher professional learning, it continues to be represented in myriad ways (Liu & 
Zhang,  2014 ; Toom, Husu, & Patrikainen,  2015 ). Seminal works by Dewey ( 1933 ) 
and Schön ( 1983 ) occupy a prominent position in the literature on  refl ective practice  , 
albeit from different theoretical perspectives. While Dewey ( 1933 ) supports a retro-
spective approach to refl ection through a sequenced and logical practice known as 
  refl ection on action   , Schön ( 1983 ) is critical of such a technicist approach, and places 
value on the tacit and experiential knowledge of the teacher to respond fl exibly and 
spontaneously to experiences as they happen through  refl ection in action . 

  Refl ection on action   provides the beginning teacher with the opportunity to make 
sense of their professional experiences that can be “complex, unpredictable and often 
challenging” (Jones & Jones,  2013 , p. 74). For the beginning teacher, tacit under-
standings of teaching (Herbert,  2015 ) and past teaching experiences, upon which to 
draw while refl ecting in action, are obviously more limited (McIntyre,  1993 ). 
 Refl ection on action   provides a retrospective opportunity for beginning teachers to 
make meaning about “themselves as persons and as teachers, events they encounter 
and the contexts in which their experiences occur” (Toom et al.,  2015 , p. 322). 

 While  refl ective practice   of the type proposed by Dewey ( 1933 ) is important to 
understanding past events, Eraut ( 1995 ) argues the need for a model of refl ection for 
 action   that requires beginning teachers to consider future actions and development 
(Urzua & Vasquez,  2008 ). Refl ection for  action   focuses on prospective planning for 
action “that allows novice teachers to interpret their early experiences with a view 
towards the future” (Urzua & Vasquez,  2008 , p. 1944). This future oriented process 
enables interpretations of experience to generate professional learning intentions. 
There is a signifi cant gap in the research examining thinking behaviours that facili-
tate this refl ection for future action. Through framing the work presented in this 
chapter in  attribution theory  , we go some way towards addressing this gap.  

4     Theoretical Framework 

 Our adoption of Weiner’s theory of attribution ( 1972 ,  1985 ,  1986 ) provides an 
effective frame within which to examine thinking that facilitates professional learn-
ing.  Attribution theory   explains the process and consequences of seeking a 
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determination of  causality   following a particular event perceived by an individual as 
having either a successful or unsuccessful outcome. According to Weiner ( 1985 , 
 1986 ), individuals have an innate tendency to seek  causality   to explain the causes 
for events that occur in their lives, particularly when such events are novel, unex-
pected or negative (Perry, Daniels, & Haynes,  2008 ). The attribution process is 
therefore highly pertinent to the beginning teacher undergoing a signifi cant transi-
tion into an unfamiliar context (Boyer,  2006 ). Furthermore, attributional processing 
subsequently infl uences the behaviour of the individual within that social context 
(Weiner,  1995 ). 

4.1     Dimensions of  Causality   

 Weiner ( 1972 ,  1985 ,  1986 )  proposes that individuals allocate  causality   across three 
dimensions of locus, stability and controllability. The properties for each dimension 
(see Fig.  1 ) are considered as individuals refl ect, and determine  causality  .

    Locus of    causality    :  In allocating the locus of  causality  , an individual seeks to 
ascertain the source of responsibility for an event outcome as either internal or 
external to their own self. A locus of  causality   that is internal includes personal abil-
ity and effort. External loci of  causality   include (a) the abilities or decisions of oth-
ers, and (b) the context in which the event took place. 

  Stability:  Stability refers to the individual’s perception of the changeability of 
the attributed cause in the future. On one hand, a highly stable cause would be 
deemed to be fi xed, and unlikely to change in the future. On the other hand, an 
unstable cause would indicate a possibility for change across time. 

Allocation of
dimensional properties

Event or outcome
Successful

Unsuccessful Locus
Internal vs External

Stability
Stable vs Unstable

Controllability
Controllable vs
Uncontrollable

  Fig. 1    Dimensions of  causality         
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  Controllability:  Weiner ( 2010 ) defi nes controllability as the perception of infl u-
ence over the cause of an event. High controllability refers to a high degree of per-
ceived infl uence over either an internal or external cause. McAuley, Duncan, and 
Russell ( 1992 ) found that greater reliability of attributional measurement occurs 
when both personal and external perceptions of control are included.   

4.2     Attributional Responses 

 Signifi cantly, dimensional attributions for the cause of an event outcome  impact   an 
individual’s subsequent actions,  motivations  , and emotional responses (Weiner, 
 1986 ), as we explain below. These actions and responses have been linked by 
Weiner to  self-effi cacy  , expectations for the future and the  motivation   of the attribut-
ing individual (see Fig.  2 ).

   Attributions for locus of  causality   have been closely linked to  self-effi cacy   
(Weiner,  2010 ). When attributing a successful outcome internally, the individual is 
likely to experience a sense of pride and  self-effi cacy  . Conversely, external attribu-
tions for successful outcomes may lower the individual’s sense of  self-effi cacy   due 
to feelings of failure (Bandura,  1989 ). Where  causality   for an unsuccessful outcome 
is determined to be external,  self-effi cacy   can be preserved (Coleman,  2013 ). In 
contrast, self-attribution for an unsuccessful outcome can lead to feelings of guilt 
and lowered  self-effi cacy  . 

Allocation of
dimensional
properties

Attributional
ResponseEvent -

Successful
Unsuccessful

Locus
Internal vs External

Self-Efficacy

Expectations

Motivation

Uncertainty

Stability
Stable vs Unstable

Controllability
Controllable vs
Uncontrollable

Neutral

  Fig. 2    Attributional responses       
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 Stability gives rise to expectancy shifts for future achievements and is a power-
ful determinant of perceived hope for success, while controllability creates a per-
ception of infl uence over the cause. There is a strong link between controllability 
and Bandura’s ( 1989 ,  2001 ,  2006 ) work on human  agency  . A high sense of  agency   
leads the individual to perceive that they have the ability to infl uence factors 
impacting their success. In contrast, a low sense of  agency   elicits the perception 
that circumstances are controlled by others, which can  impact   negatively on the 
 motivation   to act. 

 Martinez, Martinko, and Ferris ( 2012 , p. 17) introduced the concept of “fuzzy 
attribution style.” Whereas the attributions above indicate a “crisp set” of attribu-
tional decisions by the individual, a fuzzy attribution results from an uncertainty, or 
an unwillingness to commit, to a particular causal decision. These attributions are 
characterised by neutral responses when refl ecting about  causality  . 

 As alluded to above, this chapter focuses on the attributions of  causality   across 
these dimensions, reported by a sample of beginning teachers in response to their 
perceived successful and unsuccessful experiences during their fi rst year of 
teaching.   

5      Methodology   

  This is the fi rst phase of a larger sequential mixed methods study (Creswell & Clark, 
 2011 ), involving the online collection of survey data in 2015 following ethics clear-
ance from the University’s Human Research Ethics Committee. Fifty-seven fi rst- 
year teachers working in independent schools in Queensland completed the online 
survey consisting of an adaptation of the Causal Dimension Scale II (CDSII) 
(McAuley et al.,  1992 ), designed to measure participants’ attributions of  causality   
for events in which they were involved in their fi rst year of teaching. This sector 
provides a richly diverse and previously under-researched context for investigation. 
With a return rate of 30.6 % from a possible sample of 186 beginning teachers, 
demographic data indicated that there was representation of independent school 
contexts across geographic location, school size and year level (Prep to Year 12).   

6     Data Analysis 

 To remain within the scope of this chapter, two of the four sections of the survey 
data have been selected for presentation here. These include open responses provid-
ing participants’ reported experiences and associated perceptions of  causality  , and 
quantitative data from a bi-polar scale providing detailed attributions across the 
dimensions pertaining to each cause. 

 Analysis fi rstly involved the coding of attributed causes for the event outcomes. 
Each cause was coded using key words, and iterative coding led to the development 
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of categories (Miles, Huberman, & Saldana,  2014 ). Frequency counts and percent-
ages were calculated for each category to ascertain the prevalence of causes identi-
fi ed by this fi rst-year teacher sample. 

 Total scores were then calculated for each causal dimension (locus, controllabil-
ity and stability) attributed to each cause (see Table  1 ). The higher the total score, 
the higher the personal responsibility (internal), perception of both personal and 
external control, and perceived stability of the cause; the lower the score, the lower 
the sense of personal responsibility (external), personal and external control and 
stability of the cause. A score of 15 was considered neutral.

7        Findings 

 We present our fi ndings in four parts: (1) Causes 2  of successful outcomes; (2) 
Causes of unsuccessful outcomes; (3) Dimensional attributions for successful 
causes; and (4) Dimensional attributions for unsuccessful causes. 

2   As previously noted, this is a perceptual study and, therefore, these are participants’ reported 
perceptions of the causes of “successful” and “unsuccessful” event and experience outcomes. 

   Table 1    Total scores for the causal dimension scale II   

 Dimension of attribution  Bi-polar survey statements 

 Total scores  27–16  15  14–3 
 Locus of  causality    That refl ects an aspect of 

yourself 
 Neutral  Refl ects an aspect of your 

context 
 Within you  Outside of you 
 About you  About others 

 Controllability (personal)  Manageable by you  Neutral  Not manageable by you 
 You can control  You cannot control 
 Over which you have 
power 

 Over which you have no 
power 

 Controllability (external)  Over which others have 
control 

 Neutral  Over which others have no 
control 

 Within the power of 
other people 

 Not within the power of 
other people 

 Other people can control  Other people cannot control 
 Stability  Permanent  Neutral  Temporary 

 That is stable across time  That varies across time 
 Unchangeable  Changeable 

  Adapted from McAuley et al. ( 1992 )  
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7.1     Causes of Successful Outcomes 

 Ten cause categories for success were established (see Table  2 ). Of these categories, 
participants were most likely to attribute success internally to their own practice. In 
total, participants attributed  causality   internally in 57.14 % of survey responses. 
While there was a propensity for these beginning teachers to attribute internally, 
external causes were also represented, with support from colleagues accounting for 
the majority of external attributions. Table  2  includes the attributed causes, an 
exemplar survey response and the frequency count. Other external causes were also 
acknowledged, such as collaboration, students, contextual conditions, professional 
learning and pre-service experiences to lesser extents (see Fig.  3 ).

7.2         Causes of Unsuccessful Outcomes 

 Similarly, participants were most likely to attribute  causality   for unsuccessful out-
comes to their own practice (see Fig.  4 ).

    Table 2    Successful cause categories   

 Attributed causes  Survey response exemplar 
 Frequency 
count  % 

 Own practice  Providing an interesting activity  54  38.57 
 Colleagues  I asked other teachers what they 

used for behaviour management 
 35  25 

 Own relational/
communication work 

 I developed a positive 
relationship with the student at 
the beginning 

 16  11.43 

 Collaboration  Everyone was on the same page 
doing the same things 

 10  7.14 

 Own professional learning  Personal study/research and 
preparation 

 8  5.71 

 Students  The student’s willingness and 
 motivation   to take on extra 
learning 

 8  5.71 

 Context  I work with these girls in a 
small class environment 

 3  2.15 

 Own life experience  My previous work and life 
experience has assisted me 

 2  1.43 

 Professional learning  I attended Professional 
Development that was inspiring 
and practical 

 2  1.43 

 Pre-service experience  My teaching internship has 
allowed me to accumulate lots 
of ideas and resources 

 2  1.43 
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  Fig. 3    Successful cause distributions       
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  Fig. 4    Unsuccessful cause distributions       
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   Internal categories, which included inexperience, a lack of confi dence, a lack of 
knowledge, a lack of professional learning initiative and relational skills, totalled 
53.92 % of responses (see Table  3 ). Notably, causes pertaining to external causes 
such as teaching context, students, colleagues, parents and the home, lack of train-
ing and other life activities combined to yield 46.09 % of responses.

7.3        Dimensional Attributions for Successful Causes 

 Attribution sets for each cause were developed combining dimensions of locus of 
 causality   and stability. Our data analysis generated fi ve types of personal and exter-
nal attributions for successful experiences (see Table  4 ). Two types of personal or 
internal attributions featured, with the fi rst illustrating a perception of high stability 
and the second attributing low stability. These two attribution types were catego-
rised as “Personal 1” and “Personal 2” consecutively. Similarly, two external attri-
bution types were developed with the fi rst featuring attributions of high stability, 
and the second, low stability. We labelled these types “External 1” and “External 2.” 
The last attribution type included attribution sets where locus of  causality   was per-
ceived as neutral, and was thus categorised as “Neutral.”

   Table 3    Unsuccessful cause categories   

 Attributed causes  Survey response exemplar 
 Frequency 
count  % 

 Own practice  I did not prepare my materials enough  31  26.97 
 Teaching context  Not enough time, lack of teacher aide 

support, small sized classroom 
 20  17.39 

 Inexperience  If I was more experienced I may have 
been able to try something different 

 18  15.65 

 Students  This was due to the student’s attitude 
towards his work 

 18  15.65 

 Colleagues  My mentor does not seem keen to 
impart her knowledge 

 11  9.58 

 Lack of confi dence  I felt I was not confi dent about talking 
to parents about learning diffi culties 

 6  5.21 

 Lack of knowledge  I didn’t have enough knowledge about 
the topics I was teaching 

 5  4.35 

 Home/parents  There was no support from home  2  1.73 
 Lack of training  Inadequate training and preparation to 

manage behaviour 
 1  0.87 

 Other life activities  My sporting career infl uenced this  1  0.87 
 Lack of initiative to 
seek help 

 I did not speak with my mentor about it  1  0.87 

 Own relational skills  I am extremely driven and fi nd it hard 
to forgive the laziness of others 

 1  0.87 
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   These fi ndings indicate that the majority of participants attributed success to 
internal causes that they perceived as constant (see Fig.  5 ). The second most com-
mon attribution type demonstrated a propensity to attribute internally, but to per-
ceive the cause for success as unstable. A total of 19.42 response sets attributed 
 causality   externally, with 50 % of these perceiving this cause to be stable into the 

   Table 4    Attribution sets (locus of  causality   and stability) for successful events   

 Attribution set 
(L Locus, S Stability)  Attribution type and description 

 Frequency 
count  Percent 

 L internal S high  Personal 1  46  44.66 
 I can always achieve success 

 L Internal S Low  Personal 2  22  21.34 
 This success was mine, but may 
not continue 

 L External S High  External 1  10  9.71 
 They can always achieve success 

 L External S Low  External 2  10  9.71 
 This success was not mine and 
may not continue 

 L Neutral S Neutral  Neutral  15  14.56 
 I am not sure who is responsible 
for this success 

Neutral

External 2 External 1

Personal 2

Percent

Personal 1
50

40

30

20

10

0

Attribution Types-Successful Events

  Fig. 5    Attribution type distributions for successful events       
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future. Signifi cantly, 14.56 % of responses were recorded as neutral, which suggests 
that, for a portion of these beginning teachers, decision making with regard to locus, 
stability and/or controllability remained undetermined.

   Through the analysis of personal and external control data, we found that partici-
pants reported a signifi cant level of shared high control for successful experiences 
(see Fig.  6 ). This was particularly signifi cant where the locus of  causality   was per-
ceived to be internal, calculated at 40 % of responses (see Fig.  6 ), compared to 
shared high control for externally attributed successes at 8.57 %. Aside from shared 
control, participants were also more likely to express higher levels of personal con-
trol for successful causes than external control. It is noteworthy that there were also 
a number of participants who perceived success to be the responsibility of, and 
within the control of, others in their context.

7.4        Dimensional Attributions for Unsuccessful Causes 

 Analysis of attributional sets combining locus and stability dimensions for unsuc-
cessful causes generated two dominant types. Signifi cantly, participants were most 
likely to perceive high levels of personal responsibility for unsuccessful events, but 

Perceived Control-Successful
Events

External
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Personal 1

Control

Control

ControlControl

Shared HighShared Low

Shared
Neutral
Control

60

40

20
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  Fig. 6    Control distributions for successful events       
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to also see these causes as unstable (see Table  5 ). External causes, although less 
signifi cantly represented, were also perceived to be likely to alter across time see 
(Fig.  7 ). Attribution sets consisting of neutral attributions accounted for 16.84 % of 
responses. Additionally, a total of 17.89 % of responses indicated a perception that 
causes would be unlikely to change across time.

    Analysis revealed that control over causes for unsuccessful experiences was 
mostly perceived as personal (see Fig.  8 ), with highest perceptions of personal con-
trol where participants also held themselves to be responsible for the cause. 
Similarly, external causes were linked to external control. However, in 17.02 % of 
the responses, despite an attribution of internal responsibility, participants also 
reported perceiving that others shared high levels of control with them over this 
cause (see Fig.  8 ). For some participants, a neutral attribution of responsibility for 
unsuccessful experiences was compounded by a lack of defi nitive attribution for 
who had any control over the cause.

   Table 5    Attribution sets (locus of  causality   and stability) for unsuccessful events   

 Attribution set 
(L Locus, S Stability)  Attribution type and description 

 Frequency 
count  Percent 

 L Internal S High  Personal 1  9  9.47 
 I am responsible and it probably will not 
change 

 L Internal S Low  Personal 2  36  37.9 
 I am responsible but the cause may change 

 L Internal S Neutral  Personal 3  3  3.16 
 I am responsible but the cause may or may 
not change 

 L External S High  External 1  8  8.42 
 Others are responsible and it probably 
won’t change 

 L External S Low  External 2  26  27.37 
 Others are responsible but it could change 

 L External S Neutral  External 3  2  2.11 
 Others are responsible and it may or may 
not change 

 L Neutral S High  Neutral 1  1  1.05 
 It is nobody’s responsibility in particular 
and it probably won’t change 

 L Neutral S Low  Neutral 2  5  5.26 
 It is nobody’s responsibility in particular 
but it could change 

 L External S Neutral  Neutral 3  5  5.26 
 It is nobody’s responsibility in particular 
and it may or may not change 
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8         Discussion 

 We now turn to a discussion of the fi ndings and, in doing so, respond to the research 
question underpinning this study:  How do beginning teachers attribute    causality     for 
the successful and unsuccessful events that they experience in their fi rst year of 
teaching?  

8.1     Successful Causes 

 The fi ndings indicate that, when refl ecting on a particular successful experience, 
these beginning teachers are likely to attribute responsibility for that success to their 
own practice. These fi ndings could be indicative of self-serving bias, described by 
Harvey, Martinko, and Gardner ( 2006 ) as the tendency for individuals to attribute 
success internally, and to attribute failure to external causes. Research has shown 
that such attributions assist individuals to maintain  self-effi cacy  . In a study of attri-
bution styles and teacher burnout, Fineburg ( 2010 ) found teachers perceiving an 
internal locus of  causality   for successes avoided burnout and loss of effi cacy in the 
profession. We can thus deem such attributions to be positive in the lives of teachers 
as they face ongoing  challenges  . 

 Participants also display a tendency to associate internally attributed causes with 
high stability, or persistence, of the successful cause into the future. According to 
Fineburg ( 2010 ), such attributions also fall into a positive attribution style whereby 
there is an optimistic expectation for the future. While facilitating a positive outlook 
for future practice, this tendency raises the question as to how such a  refl ection on 
action   would lead to refl ection for  action  . Where professional improvement is not 
deemed necessary, a view of continuous professional learning may be 
compromised. 

 Furthermore, participants’ reported perceptions of dual high control over causes 
for success presents as an interesting trend. Controllability creates for the individual 
a perception of infl uence over the cause. For these fi rst-year teachers, shared high 
control indicates a perceived duality of power. An attribution of shared control 
could, according to Turner and Stets ( 2006 ), be a consequence of the individuals’ 
acknowledgement of power, or fair treatment, by others in the context. Where a less 
powerful individual feels that they have been treated fairly by a more powerful 
other, that individual may choose to attribute success to a  disposition   of their own, 
but also acknowledge the  disposition   of another (Turner & Stets,  2006 ). The ques-
tion then arises over the  impact   of shared controllability on proactive refl ection and 
planning for action by the fi rst-year teacher.  
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8.2     Unsuccessful Causes 

 Participants also made internal attributions to both their own practice and inexperi-
ence in response to unsuccessful events. These are important fi ndings in light of the 
fact that internal attributions for failure are categorised as negative, with a tendency 
to lower  self-effi cacy   (Weiner,  1985 ). According to Schlenker, Weigold, and Hallam 
( 1990 ), concern over criticism may activate a more cautious approach when attrib-
uting responsibility for unsuccessful outcomes. This may indicate that fi rst-year 
teachers are less comfortable attributing responsibility to others in their context for 
unsuccessful outcomes, such as colleagues, leaders or mentors. The infl uence of 
power and positioning on the refl ections of fi rst-year teachers may in turn infl uence 
their attributions, despite the negative  impact   that this thinking may have on percep-
tions of  self-effi cacy  . 

 It is important to note that this sample of fi rst-year teachers, regardless of attribu-
tions of responsibility, perceived the cause for their unsuccessful experiences to be 
temporary and changeable. It could thus be reasonably anticipated that such an attri-
bution style would facilitate these teachers’ positive refl ection for  action  . However, 
such action planning for transformation (Toom et al.,  2015 ) requires a perception of 
controllability. While the majority of participants reported a perception of high per-
sonal control, there was also a signifi cant group that considered causes to be con-
trolled either in part, or completely, by others in the context. Given that controllability 
infl uences  agency   to make change, it would be reasonable to expect that some fi rst- 
year teachers may anticipate dependency upon others, either completely or in part, 
to action change.  

8.3     Neutrality 

 Martinez et al. ( 2012 ) suggest that the more fuzzy, or neutral, an attributional style, 
the more incapable the individual is to make a defi nite decision as to how to move 
forward. Such individuals would avoid making decisions as to appropriate action. 
Across all attributions, participants demonstrated a tendency to include in part, or 
completely, neutral attributions for successful and, even more commonly, unsuc-
cessful causes. In light of these concerns, these fi rst-year teachers may be at risk of 
focusing solely on  refl ection on action  , without “looking forward” (Toom et al., 
 2015 ) to engage in refection for action. Limited experience (McIntyre,  1993 ) and 
concerns over the response of colleagues to attributions made by the beginning 
teacher (Schlenker et al.,  1990 ; Turner & Stets,  2006 ) could play an infl uential role 
in attributional neutrality.   
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9     Limitations 

 We acknowledge several limitations pertaining to our presentation and discussion of 
this research study. First, for the purposes of this chapter, we report only on the fi rst 
phase of our larger mixed methods study; a more comprehensive report, drawing 
from the full study, is forthcoming. Second, there are a number of areas that we 
point to in this chapter that require further exploration. These areas, which include 
neutral responses and the role of power and authority on attributional styles, will be 
further explored in Phase Two of the study, as well as in ensuing research projects. 
Third, given the space limitations of this chapter, we were unable to engage with 
additional literature, such as that of Daniels ( 2011 ) that could potentially add to and 
enrich our attributional framework. Again, this will be incorporated into our future 
work.  

10     Conclusion 

 The fi ndings from this study provide important insights into the ways in which fi rst- 
year teachers refl ect on their practice and make meaning from the experiences they 
encounter during their work. In this chapter, we reported on the fi rst phase of a 
larger research study aiming to develop an understanding of the ways in which 
beginning teachers interact within their working contexts to develop their identity as 
professional learners during their fi rst year of  professional practice  . The fi ndings 
from an online survey used to elicit responses from a sample of fi rst-year teachers 
working in independent school contexts across Queensland shed light on the ways 
in which participants refl ected upon particular experiences and attributed  causality   
for the associated outcomes. 

 In sum, this study found that the sample of fi rst-year teachers displayed common 
patterns of attribution in response to perceived successful and unsuccessful events. 
Particular patterns representative of positive attribution styles included self- 
attribution for success and a perception of the instability of causes for unsuccessful 
experiences. The propensity for fi rst- year teachers to self-attribute  causality   for 
unsuccessful events, and the neutrality of some  attributional thinking  , was evident 
within our fi ndings. Notably, the extent to which causes for successful outcomes 
were perceived as constant and the perception of shared control over causes of both 
successful and unsuccessful events has raised questions as to the infl uence of such 
 attributional thinking   on the development of  dispositions   valuing ongoing profes-
sional growth and learning. 

 We will focus on these questions in Phase Two of the study where semi- structured 
interviews will be conducted. In light of the fi ndings from this study, understanding 
how beginning teachers attribute  causality   for the highs and lows experienced dur-
ing their fi rst year of teaching could provide an important key to supporting begin-
ning teachers’ development as professional learners.         
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      Teaching and Teacher Education: The Need 
to Go Beyond Rhetoric                     

     John     Loughran    

1          Introduction 

    There have been debates about how, where, by whom, and for what purposes teachers 
should be educated ever since teacher education emerged … For just as long, there have 
also been debates about what kind of an activity teaching is and what knowledge and skills 
teachers need to have in order to teach well. (Cochran-Smith & Demers,  2008 , p. 1009) 

   As has been  demonstrated   time and time again, when questions about the quality 
of teaching and teacher education arise, responses are often based on individuals’ 
personal experiences and opinions,  education systems’   expectations, demands and/
or  politicians’   desires for higher rankings through various international educational 
testing schemes. It is not surprising then that views about teaching and teacher edu-
cation end up being infl uenced by sweeping generalisations that masquerade as  evi-
dence   and that the type of data used to shape policy is based on bold statements such 
as, ‘Parents are concerned about  teacher quality   …’; or ‘ Principals   see a decline in 
 standards   of  beginning teachers   …’; or ‘Teacher education does not make student 
teachers classroom ready’. 

 Cochran-Smith and Demers (above), like many before them, highlighted the 
recurrent nature of debates about teaching and teacher education. As has been 
argued elsewhere, teaching and teacher education are complex and  sophisticated   
enterprises (Bullock,  2011 ; Labaree,  2000 ; Loughran,  2015 ; Richardson,  1997 ) 
although they are not necessarily recognized as such by the casual observer. So why 
is it that the same debates continue and that public expectations of teaching and 
teacher education do not appear to be realized? Darling-Hammond ( 2006 ) offered 
one way of interpreting the situation:
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  One of the most damaging  myths   … is the notion that good teachers are born not made. 
This superstition has given rise to a set of policies that rely far too much on some kind of 
prenatal alchemy to produce a cadre of teachers … and far too little on systematic, sustained 
initiatives to ensure that all teachers have the opportunity to become well prepared. 

 A companion myth is that good teacher education programs are virtually non-existent 
and perhaps even impossible to construct. As a consequence of the fi rst myth or their own 
experience, a startling number of  policy makers   and practitioners appear to believe one or 
more of these notions: that teaching is mostly telling others what you know and therefore 
requires little more than subject matter knowledge, that people learn[ing] to teach learn 
primarily from (more or less unguided) experience, or that education schools can offer little 
more than half-baked “theories” that are unnecessary and perhaps even an impediment in 
learning the practical requirements of teaching. Thus there is little reason to require much 
in the way of  teacher preparation   or to invest in the institutions that are expected to prepare 
teachers to teach. (p. ix) 

   If teaching is not understood as complex and  sophisticated   business then there is 
little wonder that teacher education is also dismissed as simplistic and superfi cial 
leading to front loading views of, and sadly, approaches to, what teaching teaching 
should entail. Hence, Darling-Hammond’s conclusion (above) that such thinking 
leads to a view that there is little need to invest in  teacher preparation  , unfortunate 
though it may be, poses major  challenges   for mounting claims to the contrary. But, 
just stating that teacher education is complex and  sophisticated   business does not 
resolve the situation. 

 This chapter examines four issues (the notion of a  prescribed curriculum   for 
teacher education; a  vision for teaching  ;  professional    knowledge   of practice; and, 
 evidence   of  impact  ) that offer a starting point for a more informed debate about 
teaching and teacher education – something that is crucial if Darling-Hammond’s 
 myths   are to be addressed and the situation is to substantially change. In so doing, 
the  challenge   is to go beyond the common rhetoric associated with existing practice 
and make clear that teaching and teacher education is complicated,  sophisticated   
and important business.  

2      Prescribed Curriculum   

  Criticism and ridicule of teaching and teacher education is not new, Labaree ( 2004 ) 
encapsulated the ever persistent complaints well when he stated that:

  Education in general is a source of chronic concern and an object of continuous criticism … 
[yet] citizens give good grades to their local schools at the same time that they express 
strong fears about quality of public education in general … [Such] threats include every-
thing from multicultural curricula to the decline in the family, the infl uence of television, 
and the consequences of chronic poverty. One such threat is the hapless and baleful educa-
tion school, whose incompetence and misguided ideas are seen as both producing poorly 
prepared teachers and promoting wrong-headed curricula. For the public at large, this insti-
tution is remote enough to be suspect (unlike the local school) and accessible enough to be 
scorned … [making] it the ideal scapegoat, which allows blame for problems with schools 
to fall upon teacher education … for critics of public education, the ed school’s low status 
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and its addiction to progressive educational rhetoric make it a convenient target for blame. 
(p. 3) 

   To some, the idea of a prescribed teacher education  curriculum   is enticing; the 
argument often being that ‘if teacher education taught the right things, the right way, 
then students of teaching would be properly prepared for the demands of teaching’. 
But as studies of  curriculum      consistently illustrate, just setting a mandated  curricu-
lum   does not necessarily lead to the desired learning outcomes; not least because of 
the range of issues associated with  curriculum   alignment, i.e., the hidden  curricu-
lum  , excluded  curriculum  , recommended  curriculum  , written  curriculum  , supported 
 curriculum  , tested  curriculum  , taught  curriculum   and learned  curriculum   (Glatthorn, 
 1999 ). Clearly, the interactions between these curricula  challenge   the perceived 
cause and effect expectations that tend to fl ow from a misguided belief that mandat-
ing the  curriculum   will resolve the situation. 

 With all that we know about teaching and learning, although the notion of a lin-
ear relationship might be comforting, it does not apply in education in the ways so 
often expected – in contrast to some areas of science where the experimental and 
control approach is steadfast. In fact, as the literature on educational change contin-
ues to illustrate, when a linear cause and effect problem solving approach is applied 
to teaching and learning, an ever-growing set of issues that infl uence the perceived 
problem tend to emerge as opposed to leading to a generalizable solution. As a con-
sequence, the suggested solutions begin to create their own new sets of problems, 
all of which tend to distract from the original problem initially set to be ‘solved’. 
Much of the ‘can be solved with a single solution’ approach is as a consequence of 
assuming that teachers can (should) be told what to do, ignoring the fact that teach-
ers are professionals who in the normal course of their work are constantly making 
judgements about what to do, how and why, in response to not just the  curriculum   
but more importantly, their learners and their pedagogical context. 

 There is furious agreement that quality in teaching matters, “even among those 
who argue for diametrically opposed approaches to  teacher preparation  , there is an 
apparent consensus that  teaching quality   is a critical infl uence on how and what 
students learn. The frequency of citations by researchers and  policy makers   of all 
stripes … [is] that individual teachers are the single largest factor that adds value to 
student learning” (Cochran-Smith,  2003 , p. 95). The same clearly applies in teacher 
education. Teacher educators matter; they critically infl uence how students of teach-
ing learn about, and come to understand, teaching. 

 It seems reasonable to suggest then that, rather than attempting to  mandate   the 
correct ‘what and how’ of teacher education, it is more judicious to consider the 
vision it projects for teaching; a vision that should be strong and clear. It is hard to 
argue against the notion that teacher education should be able to create a vision of 
what teaching is (or should be) and purposefully build ways of making that tangible 
in the work of students of teaching. If that is the case, then support of that vision 
requires at least two foundational components: the ability to develop teachers’  pro-
fessional knowledge   of practice that is  articulable  , useable and therefore highly val-
ued; and, the expectation that that knowledge will  impact    teachers’   practice and, as 
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a consequence, lead to enhanced student learning. If that were the case, then teacher 
education would be in a position to offer the  evidence   necessary to push back against 
Darling-Hammond’s  myths   and superstitions that continue to confound and trivi-
alise the serious work of teaching and teacher education. That is a  challenge   that 
must be addressed and is the imperative for going beyond rhetoric.   

3     A  Vision for Teaching   

  The notion of a  vision for teaching   offers an opportunity to create a meaningful way 
to argue against views of practice that are primarily based on a transmissive or bank-
ing model of teaching (Freire,  1972 ). In a study of priorities for teacher education, 
Kosnik and Beck ( 2009 ) found that their participating teachers “gave a high priority 
to having a general teaching approach or philosophy … a “vision” for teaching. 
Being helped to develop such a vision was one of the things they appreciated most 
in their pre-service program” (p. 147). However, they also cautioned that there were 
problems with creating a  vision for teaching   in teacher education programs. Three 
issues in particular that they noted were that visions were often: too abstract; too 
narrow; and/or, unrealistic. They proposed nine principles that they considered vital 
to creating a sound  vision for teaching  :

    1.    Pursue a broad range of goals   
   2.    Select and prioritize objectives, topics and activities   
   3.    Connect to students’ lives   
   4.    Engage students   
   5.    Teach for depth   
   6.    Integrate learning   
   7.    Build community in the classroom   
   8.    Teach  inclusively     
   9.    Build close teacher-student relationships. (p. 157)    

  Kosnik and Beck’s principles are certainly laudable, but it is not diffi cult to see 
how they could unwittingly be interpreted by a teacher as being realized in practice 
without necessarily questioning the nature of one’s existing practice. Such a per-
spective was not uncommon when teachers were initially introduced to  PEEL   
(Project for Enhancing Effective Learning; Baird & Mitchell,  1986 ; Baird & 
Northfi eld,  1992 ), a teacher-led project that aimed to develop students as active 
learners by explicitly developing their metacognitive skills by teaching for under-
standing as opposed to teaching through transmission. Despite the major shift to 
teaching and learning inherent in the aims and practices of  PEEL  , many teachers 
introduced to the project were often of the view that they were already teaching in a 
manner congruent with a  PEEL   approach. 
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 Teachers involved in  PEEL   were typically attracted to the project because they 
recognized the poor learning tendencies (see, Mitchell,  1992 , p. 179 for full details) 1  
that fostered passive learning in their classrooms. Interestingly, many teachers not 
involved in the project also acknowledged these features as typical in their students. 
But the difference between involvement and non-involvement in  PEEL   often hinged 
on whether, as a teacher, there was some acceptance of responsibility for their stu-
dents’ learning behaviours. For example, when fi rst introduced to  PEEL   Hynes 
( 1997 ) stated:

  I listened carefully to what Ian [Mitchell] and John [Baird] were saying and how they saw 
what the program meant. I spent a great deal of time thinking over a couple of basic issues 
which left me with an insecure feeling – my reaction to the meetings and what everyone 
was saying was ‘but I do this anyway! – I can’t quite grasp onto how their ideas are different 
to what has been said and tried before’. (pp. 28–29) 

   Many teachers were of this view. They recognized that their students were pas-
sive learners however they tended to consider passive learning to be a part of ‘nor-
mal schooling’, rather than being linked to the nature of their teaching. Hence the 
‘we already do this’ view of teaching masked the reality of their existing classroom 
practice. It is not hard to see then how important it is to create a  vision for teaching   
through which the rhetoric and reality match! 

 As this brief  PEEL   example suggests, the  challenge   for teacher education is to 
consistently create meaningful pedagogical experiences through which purposeful 
teaching transforms subject matter through learning, and in so doing, to make the 
links between teaching and learning explicit. Because the long recognized   appren-
ticeship of observation    (Lortie,  1975 ) dramatically infl uences how many students of 
teaching have experienced, and therefore conceptualize teaching, the ability to cre-
ate a realistic vision that  challenges   their experiences of teaching and learning is no 
simple task. 

 Many aspects of teacher education can rightly be criticized for reinforcing trans-
mission as the dominant mode of practice rather than challenging it. If students of 
teaching are to understand teaching as more than transmission then telling them it is 
not so can never suffi ce. Teacher educators need to embrace what it means to genu-
inely model teaching for understanding in order to consistently reinforce the devel-
opment of  pedagogical relationships   that result in quality learning. Creating 
opportunities for students of teaching to see into their teacher educators’ pedagogi-
cal reasoning is crucial in order to illustrate that good practice is not innate, but 
thoughtfully structured and conducted. 

 To  challenge   the ‘we already do this’ view of teaching, teacher education must 
primarily be a site in which practice is opened up for scrutiny, exploration and 
research. Teacher educators must be able to illustrate that teaching is more than tell-
ing and learning is more than listening. They must consistently model not just good 

1   Briefl y, the list of Poor Learning Tendencies (PLTs) is: (1) superfi cial attention; (2) impulsive 
attention; (3) premature closure; (4) inappropriate application; (5) staying stuck; (6) non-retrieval; 
(7) ineffective eradication; (8) lack of internal refl ective thinking; and, (9) lack of external refl ec-
tive thinking. 
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teaching, but illustrate how that teaching is conceptualized, structured, implemented 
and reviewed. In that way, the complex and  sophisticated   nature of teaching can be 
made clear to students of teaching as they experience it. 

 Going beyond an ‘activities that work’ (Appleton,  2002 ) approach to the teach-
ing  and  learning of teaching matters. Teacher educators’ practice needs to be 
responsive to, whilst also challenging, the needs and expectations of their students 
of teaching. There is a constant need to extend learning about teaching so that stu-
dents of teaching seriously engage with the complexity of practice.

  The remarkable feature of the  evidence   is that the greatest effects on student learning occur 
when teachers become learners of their own teaching, and when students become their own 
teachers. When students become their own teachers, they exhibit the self-regulatory attri-
butes that seem most desirable for learners (self-monitoring, self-evaluation, self- 
 assessment  , self-teaching 2 ). Thus it is visible teaching and learning by teachers and students 
that makes the difference. (Hattie,  2012 , p. 18) 

   In essence, a vision of teaching should be suffi ciently concrete and useable to 
genuinely shape one’s practice. Teaching for quality learning requires  sophisticated   
knowledge  of  and  in  practice. Teacher education should therefore support students 
of teaching to make that vision robust,  articulable   and realizable in their practice. In 
that way, teachers’  professional knowledge   of practice might be catalysed.   

4      Professional    Knowledge   of Practice 

   A strong example of how an important aspect of a  vision for teaching   might unwit-
tingly be undercut is encapsulated in academic arguments about teachers’  profes-
sional knowledge   of practice. There has long been debate about knowledge in 
relation to teaching and the ways in which defi nitions of such knowledge shape 
what does, and does not, count and the perceived status fl owing from such decisions 
and allocations. Fenstermacher ( 1994 ) drew attention to the distinction between the 
knowledge that “teachers generate as a result of their experience as teachers, in 
contrast to the knowledge of teaching that is generated by those who specialize in 
researching teaching” (p. 3). In so doing, he posed an important question about the 
nature of teachers’ knowledge of practice – whose knowledge is it and what purpose 
does it serve? 

 Schön ( 1983 ,  1987 ) captured some of the salient features of differences in under-
standings about, and perceived value of, knowledge. He examined the nature of 
theoretical knowledge emanating from the ‘ivory towers’ and the practical knowl-
edge imbued in the ‘swampy lowlands’. His exploration of these forms of knowl-
edge focused in on how a technical rational approach to practice contrasted with a 
practitioner’s  knowing in action  . Schön began to articulate the tacit knowledge 

2   These points resonate well with PEEL  and the importance it places on fostering students’ meta-
cognitive skills through teaching aimed at supporting such an active approach to knowledge devel-
opment and understanding. 
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deeply embedded in a practitioner’s doing and initiated a new wave of interest in 
refl ection that had its crescendo in teaching and teacher education - thus comple-
menting and extending Dewey’s ( 1904 ,  1933 ) earlier work in the fi eld. 

 By refocusing attention on the role of refl ection, Schön heightened interest in 
knowledge of practice. Importantly, in teaching and teacher education, it also trig-
gered new ways of exploring practice, specifi cally from the privileged position of 
the teacher. Teacher research (Clarke & Erickson,  2003 ; Cochran-Smith & Lytle, 
 1990 ,  1993 ; Mitchell,  2002 ), practitioner research (Cochran-Smith & Lytle,  2004 ; 
Zeichner & Noffke,  2001 ) and self-study (Bullough,  1994 ; Hamilton et al.,  1998 ; 
Loughran, Hamilton, LaBoskey, & Russell,  2004 ) led to the development of knowl-
edge of practice,  for  practice,  by  practitioners. As these practice-based research 
approaches gained momentum, they initially sat ‘uncomfortably in the hallowed 
halls’ as their products were not necessarily considered commensurate with the 
more highly valued public/codifi ed knowledge from more traditional research 
approaches. As teacher education has long jockeyed for position in the hallowed 
halls of academia, it too has struggled to come to grips with how to portray, enact 
and value knowledge of teaching. Unfortunately that struggle has heightened ten-
sions around the  theory-practice gap   (Nuthall,  2004 ), most notably exacerbating 
tensions for students of teaching through their professional experience. 

 Students of teaching need to be able to see, and experience, knowledge of teach-
ing as making a difference in their practice and, as a consequence, enhance their 
students’ learning. Therefore, teacher educators need to be able to make informed 
choices not only about what knowledge is important in teaching about teaching, but 
also how it might be used by their students of teaching and support their learning 
about teaching.

  Research is often seen by teachers as too theoretical, too idealistic, or too general to relate 
directly to the practical realities of classroom life … they consider [research reports] pri-
marily as a source of useful ideas about things they might try when circumstances permit. 
They evaluate research by fi nding out if its recommendations can be effectively adapted to 
their own classrooms. (Nuthall,  2004 , p. 274) 

   Nuthall (above) accurately describes a major issue in relation to research and 
teaching; and by extension, teacher education. If teachers apply recommendations 
from research in their classrooms and they are found to be wonting, it tends to rein-
force the view that theory is less than helpful in practice. 

 There is a great need for research fi ndings to resonate with teachers’ experience 
of their understanding of student learning in their classrooms. From a teacher’s 
perspective, it does not matter how generalizable research fi ndings might be, nor 
how robust or rigorous the method that led to those fi ndings might be, if when 
applied they do not make a difference in an individual’s classroom, they do not mat-
ter. As a consequence, a teacher’s knowledge (however that might be defi ned) 
derived of personal experience tends to be more highly regarded by that individual 
than research knowledge that can too easily be seen as abstract and removed from 
the reality of classroom practice. 
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 If teacher education cannot illustrate the value of research and portray the resul-
tant knowledge in meaningful ways for students of teaching, then it more than likely 
reinforces the oft’ bemoaned  theory-practice gap   (Korthagen & Kessels,  1999 ). 
Munby and Russell ( 1994 ) described how students of teaching are confronted by the 
tension between the   authority of position    and the  authority of    experienc    e .  Authority 
of position   can be seen as carrying similar intentions to that of ‘telling as teaching’, 
therefore how teacher educators navigate the teaching of theory is clearly important 
as the  how  perhaps matters more than the  what . Teacher educators need to ensure 
that students of teaching do not experience a situation in which ‘knowledge from on 
high is transmitted to them’; teaching IS the message (Russell,  1997 ) and in teacher 
education there is little doubt that actions speak louder than words. 

 Teachers typically share their knowledge of practice through stories of classroom 
experiences, activities and teaching procedures. Being able to unpack those experi-
ences, to explore why activities and procedures work facilitates a shift in focus from 
doing to thinking. It is in the underlying pedagogical reasoning that the ability to 
create knowledge of practice begins to come to the surface, and it is in teacher edu-
cation that such reasoning should be nurtured and enhanced. 

 Understanding the nature of knowledge in teaching is crucial to understanding 
how it might  impact   practice so who determines that knowledge, why and how mat-
ters. Teacher education must be at the forefront of making that knowledge clear, 
useable and meaningful in the developing practice of students of teaching. In so 
doing, teachers’  professional knowledge   of practice is able to be articulated, por-
trayed and applied - despite the problematic nature of teaching which is, “an inter-
active process in which teachers must always be creating or adapting methods to 
meet the requirements of the  curriculum   as it relates to the specifi c needs and abili-
ties of their pupils at particular moments in time” (Nuthall,  2004 , p. 276). 

 If students of teaching are to see beyond teaching as doing, they need to have 
such practice modelled by their teacher educators, they need to see that teachers’ 
 professional knowledge   of practice is informative, useful and valued. Teacher edu-
cation must be at the forefront of so doing.    

5      Evidence   of  Impact   

   …   research about teacher education needs now to be undertaken using methods that will 
increase our knowledge about important features of teacher education and its connections 
to the outcomes that are important in a democratic society … however … although empiri-
cal research can inform important decisions about research and policy, it cannot tell us what 
to do. Simply because something has been researched does not tell us much about what 
people actually do or should do in preparation programs. Indeed, we see many instances 
where the same research is interpreted to justify dramatically different practices and policy 
decisions. (Cochran-Smith & Zeichner,  2005 , p. 31) 

   One of the enduring issues around the perceived effectiveness of teacher educa-
tion is the diffi culty associated with offering acceptable  evidence   of  impact  . This 
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issue is one that disturbs education more generally. Those things that can be 
 measured to show  impact   tend to assume a short term, perhaps superfi cial, linear 
cause and effect relationship; something that troubles efforts to support and better 
value deeper learning in contrast to the simple accumulation of information. And, 
herein lies the recursive nature of the educational paradox. When telling as teaching 
and listening as learning dominates, measurement appears as a relatively straight-
forward process. Thus,  assessment   seeks to answer two major questions: If the 
information was delivered (read taught) can it be recounted? If so, how accurately 
is it recounted and how profi ciently can it be used (read learnt)? 

 In seeking quality in teaching and learning there is a need to go beyond recall of 
propositional knowledge in order to pursue deeper levels of understanding. However, 
in so doing,  assessment   becomes increasingly complex and resource heavy. 
Evidence of  impact   therefore requires research that purposefully goes below the 
surface. In education that has typically taken the focus away from large-scale stud-
ies with generalizable outcomes, to small scale, context specifi c cases of particular 
instances or situations. Despite what might be uncovered through specifi c  small 
scale studies  , they tend to be less infl uential in the public domain than studies that 
offer generalizable fi ndings – especially so in the political world where proof of 
improvement in numeric terms inevitably dominates. 

 That does not mean that small scale, context specifi c cases are not important. 
Rather, it is about being clear about purpose and intent. Purposefully investigating a 
situation, seeking to better understand how teaching shapes learning, or being able 
to describe quality of outcomes, may well precede quantifi cation. Understanding 
the relative value of the nature of  evidence   matters - it goes hand in hand with the 
nature of the research. For example, Hattie’s ( 2012 ) visible learning has attracted a 
great deal of attention in recent times because it speaks to issues around teaching 
and learning in ways that can be seen to offer  evidence   of solutions. His extensive 
meta-analyses underpinning effect-size across a large range of specifi c outcomes is 
both informative and impressive. Having such knowledge is helpful; how to do 
something as a consequence requires pedagogical expertise. 

 Expert teachers are skilled and knowledgeable professionals (Loughran,  2010 ) 
who must constantly manage competing pedagogical needs, issues, concerns and 
expectations.

  The act of teaching requires deliberate  interventions   to ensure that there is cognitive change 
in the student; thus the key ingredients are being aware of the learning intentions, knowing 
when a student is successful in attaining those intentions, having suffi cient understanding 
of the student’s prior understanding as he or she comes to the task, and knowing enough 
about the content to provide meaningful and challenging experiences so that there is some 
sort of progressive development. It involves a teacher who knows a range of  learning strate-
gies   with which to supply the student when they seem not to understand, who can provide 
direction and redirection in terms of the content being understood and thus maximize the 
power of feedback, and who has the skill to ‘get out the way’ when learning is progressing 
towards the success criteria. (Hattie,  2012 , p. 19) 

   Evidence of the ability of a teacher to perform in the way described by Hattie 
(above), must surely be powerful. Clearly, the same applies to teacher education 
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where the knowledge, skills and ability necessary to teach teaching abounds. The 
ability to demonstrate expertise carries with it an invitation for teacher educators to 
develop research programs that actively address issues about quality,  impact   and 
value in teaching  and  learning about teaching. 

 Now is the time to decide how to respond to the recurring questions placed before 
teaching and teacher education and to do so in ways that have  impact  . There have 
been countless studies that offer insights into aspects of quality in teaching and 
teacher education. It is time to develop coherent, well-linked research programs that 
build on these fi ndings and offer opportunities to demonstrate (qualitatively and 
quantitatively) that which makes a difference. That which has been learnt from 
small scale, context specifi c descriptive studies needs to be built upon. For example, 
if teachers’  professional knowledge   of  practice   is able to be captured, articulated 
and portrayed, how is it used and to what extent? In a similar vein, what aspects of 
a  pedagogy of teacher education   infl uence teacher educators’ practice? To what 
extent do the results of standardized tests infl uence teachers’ practice? There is a 
pressing need to be able to ‘scale up’ research and seek convincing  evidence   of 
 impact   beyond the particular in order to embrace the general. Challenging as it may 
be, there is a need to be able to offer measures of improvement that speak to the 
demands to be able to show that expertise in teaching and teacher education makes 
a discernible difference. Without such  evidence  , the technical-rational approach 
will always be seen as a simple solution.    

6     Conclusion 

 If teaching really is complex and  sophisticated   business, then teachers themselves 
need to be able to illustrate why that is so. The same applies in teacher education. 
There needs to be a concerted, coherent and thoughtful approach to illustrating what 
teacher education has to offer and how it makes a real difference in the development 
of the next generation of skilled professionals. If teacher education is to be a valued 
starting point for a career as a teaching professional, then teacher educators need to 
lead the way in responding to questions that have, for so long, been answered in less 
than convincing ways to the sceptical observer.

  As every seasoned teacher educator can attest, the work is all-encompassing, sometimes 
exhaustively so. The press of time, of building programs, of dealing with bureaucracies, of 
endless meetings with collaborators, of countless hours with candidates, of getting from 
one school to another, of applying for grants, and more can make philosophical refl ection 
seem like a remote luxury … the politicized environment surrounding teacher education 
generates anxiety, anger, distraction, and confusion. The environment places relentless 
pressure on teacher educators to showcase and defend their work … all of these factors 
militate against calm, tenacious, and honest refl ection on purpose. (Hansen,  2008 , p. 5) 

   If we as teacher educators do not take the time for ‘calm, tenacious and honest 
refl ection on purpose’ as Hansen (above) suggests, and make decisions about what 
to do, how can we expect the situation to change? Although the issues in teaching 
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and teacher education lie heavily on the profession, the response inevitably begins 
with the individual. The  challenges   are clear; at a personal level, how will you 
respond?      
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