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Foreword

This volume is the third collaboration between the Australian Teacher Education
Association (ATEA) and Springer published to coincide with ATEA’s annual
conference. This volume is particularly notable because it includes contributions
from New Zealand, marking the inaugural joint conference of ATEA and the
Teacher Education Forum of Aotearoa New Zealand (TEFANZ) in July 2018.

The theme of the 2018 conference is ‘Teacher Education In and For Uncertain
Times.’ Arguably, teacher education has never enjoyed particularly certain times
regarding its policy and practice frameworks in Australia and New Zealand.
However, as this book goes to press, policy shifts in both Australia and New
Zealand continue to promise ‘interesting’ times ahead. The Australian federal
government has just announced cuts of over $2 billion to the university sector, and
the New Zealand government has just resolved to discontinue its program of
national standards for the reporting of school student progress. These initiatives will
inevitably have an impact on curriculum and pedagogies in initial and continuing
teacher education.

Schools, early childhood services, teacher education providers, families, and
students are also acutely aware of wider uncertainties arising from shifts in the
global economy, geopolitical relationships, employment futures, technology, cli-
mate, and gender roles and relationships. Teacher educators have a particular
responsibility to be aware of and respond to these uncertainties so that graduating
teachers are equipped to work with diverse learners and diverse learning needs in
positive ways. Amidst potentially dystopian views of contemporary society and its
immediate future, teacher education, schools, and early childhood services remain
sites where positive social futures can be imagined and created.

The authors in this volume were challenged to think about how teacher edu-
cation can retain this optimism and creativity in the face of uncertain futures. This is
an international project. Australian and New Zealand teacher educators closely
watch shifts in countries with similar histories of teacher education, such as the US
and the UK, and anticipate that some of the policy moves evident there will make
their way to Australia. In these countries, there is an increasing mix of public and
private interests in teacher education provision and a growing variety of alternatives
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to traditional school–university partnership structures for the education of teachers.
Yet, despite this appearance of growing diversity, the teaching profession continues
to be highly regulated around the world, with regulation functioning as a mecha-
nism for governing teachers’ work.

This regulatory urge on the part of governments is a timely reminder of the
power of teachers’ work and its critical role in the making and remaking of cultural
norms and expectations. It also explains why initial teacher education, in particular,
is so frequently subject to scrutiny and critique by the political class. The recom-
mendations of reviews of teacher education in both Australia and New Zealand in
recent years are now playing out, following from Action Now: Classroom Ready
Teachers in Australia and Future Focused Initial Teacher Education in New
Zealand. Despite the fanfare accompanying these reports, each with their call for a
new, future-focused teaching profession, their recommendations mainly perpetuate
the long history of technocratic debates about ‘school–university partnerships’ and
‘the theory–practice divide.’

Despite the intensive scrutiny, regulation, and other constraints, the most cursory
glimpse of teacher education research and scholarship suggest a great many teacher
educators remain committed to developing counter oppressive curriculum and
pedagogy, and to imagining teacher education otherwise. Also, new technologies
and forms of social media offer teacher educators new avenues for engagement as
public academics and in public spaces. These conversations contribute to wider
social movements that are rapidly developing and aspiring to positive social futures,
many of which are communitarian in orientation, such as experiments with
Universal Basic Income, shifts in the definition of marriage in relation to historical
norms, and calls to reclaim resources that were historically part of the commons,
such as land, water, and human reproduction.

At the heart of these aspirations is a desire for a more just and equitable dis-
tribution of the world’s resources. Crucially, these resources include the opportunity
to benefit from education. Perhaps the most profound challenge facing teacher
education in the immediate term is the need to design programs of initial education
and continuing professional learning that equip teachers to raise the achievement of
all learners. A greater imaginative effort is required than that evident in recent
reviews of teacher education. This effort will necessarily be collaborative and needs
to reach beyond the boundaries of teacher education and the teaching profession for
inspiration for alternative possibilities. The chapters in this volume, and ongoing
research and advocacy by members of ATEA and TEFANZ are welcome contri-
butions to this collaboration.

Melbourne Joce Nuttall
ATEA President 2016–2018
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Chapter 1
Reclaiming Educator Professionalism
in and for Uncertain Times

Deborah Heck and Angelina Ambrosetti

Abstract Uncertainty in education and teacher education is a certainty in the current
international policy context. One of the challenges within this constant process of
change and focus on providing evidence of effectiveness is retaining our attention
on the purpose of education. Gert Biesta challenges us to reclaim teacher profes-
sionalism and engage in discussion about education and its purposes in the context
of schooling. Our challenge in this book is to explore and reflect on implications
within teacher education and the ways research and scholarship contribute to this
discussion. Through reflection on Biesta’s (Eur J Educ 50: 1, p. 75–87, 2015) three
functions of education qualification, socialisation and subjectification, we aim to
engage teacher educators, mentor teachers, school administrators, in-service teachers
and pre-service teachers in discussions about the purposes of education. The volume
contributes towards discussions about what good education is, and our reflections
explore how scholarship provides a space where educators can reclaim their profes-
sionalism. Educators across all sectors need to engage in discussion to provide solid
justifications for their actions in taking forward education and education research in
their context with the aim of making a positive contribution to society. The chapter
explores the positive contributions teacher education is making to this debate and
identifies ways we can reclaim democratic professionalisms with implications for
policy, practice and research.

Keywords Professionalism · Teacher education · Reform · Change · Uncertainty
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2 D. Heck and A. Ambrosetti

Introduction

The way we live, the way we work, the way we communicate and socialise in these
contemporary times are influenced by the increasing and changing globalisation of
our world. Globalisation links and interconnects individual nations and world sys-
tems through economic, cultural and political dimensions (Marginson, 1999; Singh,
2004). The policies developed and implemented and the professions in which they
are situated are impacted by the globalisation of our communities in ways we could
not have predicted in the past. However, as Dale (1999, p. 2) asserts, ‘the nature and
impact of globalisation effects vary enormously across different countries, according
to their position in the world and regional economies’.

Of particular interest in this chapter is the impact of globalisation on policy in
teacher education. We are interested in how the economic, cultural and political
dimensions of individual nations are impacted by globalisation, and how this trans-
lates into education policy. Interestingly, despite different cultural contexts and the
economic, political and social variables associated with the historical development
of education in contemporary times, educational policy in many countries, particu-
larly with respect to teacher education, have become increasingly similar. However,
Lingard, Rawolle and Taylor (2005) argue that the educational policy landscape is
‘multi-layered, stretching from the local to the global’ (p. 76).

Uncertainty in the teacher education context as an outcome of globalisation is
an increasing field of literature internationally with many researchers searching for
answers. Singh, Kenway and Apple (2007) in their analysis of the impact of global-
isation on education policy use Falk’s categorisation of ‘globalisation from above’
and ‘globalisation from below’, to begin to debate and make sense of the topic (p. 2).
The category of ‘globalisation from above’ considers policy as a top-down approach
whereby a corporation or government develops and implements policy as they see
fit. As such, this may occur with minimal consultation or input from those who will
be directly involved in enacting policy at the ground level. In contrast, ‘globalisation
from below’ considers policy from the ground up and is developed and implemented
through immersion in the context. This categorisation considers the moral ground,
and although it does not discount globalisation, it takes into account the place, space,
cultures, identities and relationships of the context. Although the categorisations of
globalisation offered by M. Singh and colleagues do not reflect the complexity of
globalisation (Lingard et al., 2005; Singh et al., 2007), they offer an avenue in which
we can start unpacking policy, practice and research.

This volume considers the role of initial and continuing teacher education in uncer-
tain times. It elaborates principles and practices of teacher education that maintain
curiosity and optimism about the potential of teacher education and about the man-
ifold achievements of pre-service and in-service teachers. It reports the work of
teacher education researchers who are engaging with how teacher education can pre-
pare teachers committed to counter-oppressive curriculum and pedagogy and reflects
the critical role of teacher educators as professionals and public academics.
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Uncertainty and Teacher Education

Teacher education internationally faces uncertain times. The provision of teacher
education is increasingly diversified across public and private interests, and reviews
of teacher education in several countries have continued to question its efficacy and
impact. In the Australian and New Zealand teacher education contexts, for example,
recent reviews and directions for initial teacher education (ITE) such as the Action
Now: Classroom Ready Teachers report (Teacher Education Ministerial Advisory
Group, 2014) and the Future Focused Initial Teacher Education vision (Education
Council, 2017) are illustrations of government focus on efficacy and impact. At the
core of reforms such as these is the focus on ensuring quality teaching practices
that in turn enable quality learning outcomes for students in schools (Ambrosetti,
Capeness, Kriewaldt, & Rorrison, 2018). Although such reviews and their associated
reforms create uncertainty, they also provide the opportunity to rethink and engage
in professional discourse about the profession and what quality means in education
and teaching. Uncertainty prompts us to know and do differently.

Biesta (2017, p. 315) describes education today as being in the ‘age of measure-
ment’ whereby the performance of schools, the students within schools, national edu-
cation systems and universities that offer teacher education programmes are valued
through measurement of effectiveness and achievement. Global educational mea-
surement strategies such as the Organisation for Economic Co-operation and Devel-
opment’s (OECD) programme for International Student Achievement (PISA) is a
prominent example of a measure that has a significant impact on education policy
at a national level. PISA results, in many countries, have had a direct impact on the
review and reform of teacher education and the profession of teaching. The basis for
using measurement scores such as PISA to inform education policy by governments
is a prime example of ‘globalisation from above’ that fuels uncertainty. In addition,
Rowe and Skourdoumbis (2017, p. 3) assert that ‘education reforms seek to establish
a problem that needs to be fixed’. They draw on Blackmore and Lauder (2004, p.
22) to identify that problem setting is often the focus of processes that connect with
unquestioned logic rather than problem-solving in education. Thus contributing to
uncertainty, as governments typically identify problems that have technical solutions
(Rowe & Skourdoumbis, 2017).

In the Australian context, reform is based on the problem of lack of classroom
readiness of teacher education graduates. As a response to lower global rankings in
PISA, the quality of classroom teacher graduates has become the focus of reform
and classroom readiness has become the key policy driver. However, both Gore
(2015) and Rowe and Skourdoumbis (2017) identify the term classroom readiness
as missing a clear definition and conceptualisation. Hence, educators lack a shared
understanding of what it means, making it difficult to respond to the reform agenda.

NewZealand is also in themidst of changewith a new vision for teacher education
recently announced (Education Council, 2017). Key aspects of strengthened ITE
programmes include a focus on the use of teaching standards to ensure that beginning
teachers are ready for the classroom, raised selection and entry requirements, as well
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as a focus on partnerships between ITE and learning settings to improve the quality
of professional experience (Education Council, 2017).

In the United States (USA), the college and university system of teacher prepa-
ration has been deemed a failure with strong debate surrounding the issue about
what teachers need to know and be able to do, who should become a teacher and
how prospective teachers should be prepared (Zeichner, Payne, & Brayko, 2015).
However, ‘whose knowledge should count in teacher education’ is identified as a
missing component of the debate (p. 123). The debate and uncertainty occurring in
theUSAhave similarities to theAustralian context, including concern around student
achievement and the skills and knowledge of graduate teachers.

TheUKhas also experienced policy reviewand reform in recent times.Aubrey and
Bell (2017) report on significant changes in the period from 2000 to 2010 whereby a
major overhaul of teacher education occurred. They identifiedmany positive features
of the reform agenda in the UK. However, they also identified the impact of uncer-
tainty across the numerous reforms and policies implemented. Like the Australian
and US examples, the focus of the reforms was on the knowledge and skills of begin-
ning teachers and their ability to facilitate successful student learning achievements.
Globalisation from above with little consultation from below occurred in the UK
context.

Although the examples above demonstrate how reforms in teacher education have
created uncertain times for pre-service teachers, the reform also impacts in-service
teachers and teacher educators (Aubrey & Bell, 2017). Teacher educators are more
often than not at the battlefront of change and thus are immersed in the uncertainty
that change in policy creates. They implement change in and through initial teacher
education programmes that consequently explicitly impact the pre-service teachers
enrolled in those programmes. In this respect, they also inexplicitly impact schools
and in-service teachers and the role that they play as pre-service teachers undertake
professional experience. Partnerships between universities and schools are under
increasing scrutiny, and collaborative processes during such aspects of ITE as the
professional experience are seen to be key in the development of the knowledge, skills
and professionalism of the next generation of teachers (Ambrosetti et al., 2018).

Two key themes can be identified from the reforms that are occurring all over
the world. Entry pathways into initial teacher education and questioning who can
become a teacher are the first theme within the examples of reform. The use of
professional standards tomake judgements about the competency of both pre-service
teachers and in-service teachers is a second key theme. The assessment of pre-service
teachers throughout their ITE programme is increasingly subject to assessments of
their performance. The implementation of a teacher performance assessment (TPA)
task in Australia, in particular, has prompted a rethink of programme structure, the
development of teaching knowledge and skills and the ongoing assessment of pre-
service teachers.

Practising teachers also face new and uncertain challenges related to new reg-
ulatory demands, funding models, policy frameworks and regimes of assessment
that foster competition, rather than collaboration, between educators. Young peo-
ple across education contexts are growing up in an era of rapidly increasing social
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inequality, where problems of opportunity and achievement persist for many groups,
amidst discourses of ‘post-truth’ and ‘fake news’.

Despite the fact that the structure of schools and the delivery of education have
undergoneminimal change over time, change in the field of teacher education is rapid
and rigorous, bringing uncertainty to both the profession and also those who engage
with the profession. Education reform, however, should not be viewed from a neg-
ative stance, as uncertainty can enable us to incorporate change in innovative ways
(Ambrosetti et al., 2018). The chapters in this volume are an opportunity to demon-
strate innovation and change in teacher education in uncertain times and explore the
role of teacher educators as professionals.

Reclaiming Educator Professionalism

What does it mean to be a teacher education professional in uncertain times? Inter-
estingly, there is little agreement in the literature about the definition of the term
profession or professional. Professions seem to have three key features: specialised
knowledge of some form, a level of autonomous self-government that monitors ethi-
cal practice and they are performed in service to others (Bair, 2016). While teaching
meets the requirements identified above as a profession, it is not always consid-
ered equivalent to other professions such as law, medicine or engineering (Bahr &
Mellor, 2016). However, it needs to be acknowledged that views of professionalism
have changed over time with Hargreaves (2000) identifying four common ages: pre-
professional, autonomous professional, collegial professional and post-professional
in many Anglophone nations. In the light of the uncertainty and education reform
agenda we have outlined, there is a need to heed the call from Hargreaves (2000, p.
176) that ‘If teachers want to become professionally stronger, they must now open
themselves up and become more publicly vulnerable and accessible’. Recent schol-
arship by Bair (2016) identified educators’ views of professionalism were restricted,
thus highlighting the importance of the call for teachers and teacher educators to
reclaim professionalism. The restricted view was in stark contrast to the activist pro-
fessional view of social work students and faculty identified in Bair’s comparative
study.

As educators, we need to reclaim the definition of professional in the post-
professional stage (Hargreaves, 2000). Evans (2008, p. 29) provides a useful refram-
ing of the notion of professionalism to support these efforts:

Professionality-influenced practice that is consistent with commonly-held consensual delin-
eations of a specific profession and that both contributes to and reflects perceptions of the
professions’ purpose and status and the specific nature, range and levels of service pro-
vided by, and expertise prevalent within, the profession, as well as the general ethical code
underpinning this practice.
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The challenge of enacting this definition in education is identifyinghow to enhance
professionality in teacher education. Biesta suggests that educators take the time to
reflect on what it means to be a professional in the context of education (2015, 2017).
He suggests that we need to reclaim the definition of professionalism by rejecting
and reframing many of the commonly held beliefs about education. Beliefs are often
connected to what Evans (2008) refers to as the ‘required’ or ‘prescribed’ views of
education professionality rather than ‘enacted’ practice. One of the challenges of
reclaiming this space is the lack of teacher and teacher education voices in public
discussion and development of teaching quality and standards (Bahr&Mellor, 2016).
However, in making a move to reclaim professionalism, we need to take professional
actions that move our work towards discussions about how our work contributes
to the purposes of education. We should consider our work in this space as part
of the ‘globalisation from below’ in the context of current education reforms as
‘globalisation from above’.

Biesta (2015) argues that there are three purposes of education thatmake education
a multidimensional field. The three dimensions are qualifications, socialisations and
subjectification. Qualifications are related to the development of the ability to do
something regarding vocational outcomes as well as the ability to engage generally
in life. Socialisation as a purpose introduces students to the traditions of society
cultural, political and social. While subjectification refers to the impact education
has on the person that impact can be positive or negative. The three domains are
connected and work together, for example increased knowledge (qualification) leads
to an understanding of cultural practices (socialisation) and increased capacity to take
action on an issue (subjectification). However, not all impacts are positive. Hence, too
much emphasis on one domain, for example, increased performance on standardised
tests (qualifications) can have a negative impact on student and teacher well-being
and motivations to engage (subjectification).

As educators working across these three domains in uncertain times, we respond
to a range of shifts in our professional practice that may at first glance seem to be a
move towards amore democratic education.However, Biesta (2017) asserts that there
are three aspects that require reframing if we are to move towards a more democratic
form of professionalism. The first reframing is amove away from the view of students
as customers. The view undermines the professional role of educator. Biesta (2017)
suggests that an educator’s professional role is to engage with students to identify
what is needed, rather than just to provide what they might already have identified
they want. If education as a profession is just engaged in delivering the wants of
those seeking education, then a very limited view of professionalism emerges. Our
challenge is to identify how to reimagine the dialogue that is required between educa-
tors and students to engage in a more democratic approach to education. The second
reframing is a shift away from managerial approaches to accountability. Mandated
standards or quality requirements are an example of managerial accountability. In
this context, the actions of the profession are compared to the mandated standards
rather than the quality of professional actions by teachers and their contribution to the
education of students and society. The managerial approach to accountability identi-
fies a shift in both who defines the quality of the profession and who the professional
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is accountable to. The third and final reframing is the privileging of evidenced-based
practice over professional judgement. The emphasis on the use of only educational
practices that have a clear evidence base typically identified as ‘best practice’ limits
professionalism. The use of a limited range of proven strategies that ‘work’ does not
allow for educators to make professional judgements about context.

Based on the definition of professionalismprovided byEvans (2008),we are called
as teacher educators to engage with an exploration of teacher education practice and
schooling.Also, Biesta (2017) asserts that teacher educators should identify the needs
of their students and seek to establish authority in education contexts. We emphasise
that as educators this work is part of our role across teaching, research, scholarship,
administration and service. If we are to reclaim our democratic professional role as
educators, we need to consider how we are engaging with the exploration and defi-
nition of teacher education practice and schooling. This conversation and dialogue
need to be ongoing to avoid the process of reducing teaching to a technical vocation.
In developing a democratic dialogic engagement with our students, we can take on
the professional role of defining and redefining the educational purposes for both the
individual and the collective. It is our role to explore with students democracy as ‘a
process in which the “wants” and desires of individuals are brought into collective
deliberation in order to figure which of those wants and desires can legitimately be
“carried” by the collective’ (Biesta, 2017, p. 327). Further, our role as researchers
working in universities is to explore through research and scholarship this ongoing
dialogue.

Thepurposeof this volume is threefold.To reflect on current research in the context
of teacher education and consider how our work contributes to the development of
scholarship related to the purposes of education qualifications, socialisation, and
subjectification. To explore how educators participate in scholarship that develops
our ability to engage with the identification of individual and collective student
needs in teacher education. And additionally, to recognise ways that educators have
established authority in their education contexts as democratic professionals. Our
reflections on current teacher education scholarship will provide an opportunity for
considering the contribution of current research, identify scope for further research
and explore the implications for policy and practice. We aim to maintain an open
dialogue and be mindful of the narrowing effect of the dominance of contemporary
policy language (Biesta, Priestley, &Robinson, 2017) as we engage in this reflection.

Reflections on Contemporary Teacher Education
Contributions

Each of the chapters in this volume highlights the uncertainty that is apparent in
teacher education contexts in Australia and New Zealand that have occurred through
policy reformagendas. It is important to note thatwhilst the chapters’ highlight uncer-
tainty, each chapter offers confidence that an alternative way of doing and knowing is
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possible. The chapters also highlight the ‘collective other’ that has emerged as a result
of the reform agenda in teacher education: university academics, pre-service teach-
ers, mentor teachers and school administrators working together to ensure changes
in policy are successful for those students at the centre of such reforms. Matters of
teacher qualification and programme accreditation also are a reoccurring theme in
a number of chapters. In saying this, the chapters bring to light three key areas that
teacher educators are concerned about in contemporary times. As such, the chapters
highlight issues and concerns for pre-service teachers, mentor teachers and teacher
educators, about professional experience, the impact of ITE on graduate teacher
knowledge and skills, workforce needs and how the application of practice occurs.
Each chapter demonstrates one or more aspect of Biesta’s (2017) purposes of edu-
cation.

Professional Experience

In Chap. 2, Grant-Smith, Zwaan, Chapman and Gillett-Swan document key findings
from their research about how financial stress can and does impact on educational
experiences for students during the professional experience component of their pro-
gramme. The chapter provides a challenge for teacher educators to consider ways
to understand and respond to student needs in the context of their placements. How
might the educational policies and processes value more equally the qualifications,
socialisation and subjectification identified by Biesta (2015)? Teacher educators are
called to engage in ongoing dialogue and debate with students, teacher educators
and placement staff, university support staff, professional experience sites, employ-
ers, education departments and accreditation bodies to explore ways to focus on the
purposes of teacher education and discuss opportunities for innovation and change
in professional experience.

Issac and Hudson in Chap. 4 open up space for discussion about supervising
teacher’s role as teacher educators in working with student teachers during profes-
sional experience. The research engages with supervising teachers’ views of assess-
ing student teachers using the mandated professional standards. Engagement in dia-
logue with supervising teachers underpinned by symbolic interactionism provides a
rich data source that identifies the complexity and competing identities supervising
teachers bring to the role. The challenges of balancing the purposes of education in
their context, including Biesta’s notion of qualifications, socialisation and subjectifi-
cation, seem to permeate the data. It highlights the challenges confronting supervising
teachers in their role as teacher educators and theway professional standards are iden-
tified as undermining their professionalism. The outcomes of the research suggest
some examples of how this work might be further developed to provide opportunities
for more democratic notions of teacher educator professionalism to emerge.

https://doi.org/10.1007/978-981-10-8648-9_2
https://doi.org/10.1007/978-981-10-8648-9_4
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Radford, Howells and Williamson also explore the voice of mentor teachers in
schools with a focus on what is involved in teaching about teaching in challenging
school settings in Chap. 5. The findings regarding responsibility for teaching student
teachers connect to Biesta’s reflections on the purposes of education and move us
away from the unhelpful notion that the purpose of education is student learning in
isolation. These findings connect well with the view that ‘the point of education is
that student learns something, that they learn it for a reason, and they learn it from
someone’ (Biesta, 2015, p. 76). Recommendations for professional development for
mentor teachers and university academic engagement with mentor teachers aligned
with the findings fromChap. 4. The development of further standards specifically for
the mentor teacher role is also suggested in this chapter. However, this suggestion is
framed alongside a caution regarding regulation and accountability.

Initial Teacher Education Programmes

Cobb and Couch in Chap. 3 explore global competence and the increasing role of
international organisations in the process of initial teacher education qualifications
and influence on pedagogic governance. The chapter provides an analysis of the
implications of the emerging global competence assessment of secondary students
internationally usingBasil Bernstein as a theoretical tool. The chapter provides ample
scope for teacher educator agency. We are challenged to engage as professionals and
work with our students to explore the implication of globalisation on education. The
authors suggest Comparative and International Education as one useful approach for
undertaking this exploration in their context, and we welcome further research in
this space in the future. The analysis provides useful understandings for each of us
as teacher educators to analyse the needs of our own students and forge teaching and
learning partnerships that will provide both students and academic staff agency in
this space.

In Chap. 8, Rennie, White, Anderson and Darling challenge teacher educators
to reflect on how programmes of study prepare teacher education students for their
future roles working in rural and remote communities in Australia. Finding a place
within the ITE curriculum for this work to be undertaken beyond the implemen-
tation of the requirements of the professional standards for teachers is a challenge
in Australia and internationally. Developing meaningful educational experiences in
rural and remote settings is thought-provoking work and requires the engagement
of all the partners in a collaborative way to identify and develop the entire process.
One example of space for collaboration identified in the research was curriculum.
The authors suggest making a shift away from pre-identified learning outcomes and
considering the teaching opportunities in rural and remote professional experiences.
Maintaining a focus on the needs of the student teachers, school students, teachers,
administrators and community members is an important consideration and challenge
for the development of flexible and responsive curriculum.

https://doi.org/10.1007/978-981-10-8648-9_5
https://doi.org/10.1007/978-981-10-8648-9_4
https://doi.org/10.1007/978-981-10-8648-9_3
https://doi.org/10.1007/978-981-10-8648-9_8
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Ell, Grudnoff, Haigh and Hill explore the issues for teacher educators connected
with the requirements to develop school university partnerships. Chapter 9 explores
how engagement in a collaborative research partnership exploring equity-centred
teaching provided opportunities outside of typical professional experience partner-
ships to develop a deeper dialogue that engages schools and university staff in dis-
cussions about the purposes of education. Exploring the practice for equity facets
required practitioners to engage in dialogue to enact their meaning in practice. The
project identified a social space for engagement in the knowledge and skills of
teaching. There was a focus on orientation to the practice of teaching by the mentor
teachers. The teacher educators were acknowledged as possessing authority and as
a consequence, there was a change to the power relationships in the professional
experience context when working with teacher mentors. This change was evidence
because of shifts in the teacher mentor practice for equity across all three of Biesta’s
purposes of education qualification, socialisation and subjectification.

Application to Practice

In Chap. 6, Mansfield, Paparaianou, McDonough and King explore teacher educa-
tor views regarding student teacher resilience. A contribution that connects teacher
educator work delivering qualifications with resilience as a critical mechanism for
sustained effectiveness and growth for educators. This connects closely with the
socialisation and subjectification purpose of education identified by Biesta (2015).
The challenges of standardisation of teacher quality by the development andmonitor-
ing of standards are noted as lacking a connection to the contextual nature of teach-
ing. Recent developments that seek to test non-cognitive capabilities before entry to
teacher education programmes in Australia create uncertain times. There seems to
be uncertainty about the testing process that creates uncertainty for those seeking
to enter the profession. The research suggests that while there are barriers to imple-
mentation, there are opportunities for teacher educators to engage with resilience in
their own contexts and drawing on the work of Biesta (2017) to reclaim their profes-
sionalism for themselves and their students. The work suggests the incorporation of
resilience into the professional standards while also identifying the cautionary tale
of the impact of standards on the profession.

McDonald in Chap. 7 explores the challenge teacher educators face work-
ing in partnership with associate teachers and students to negotiate professional
experience. It was encouraging to see in this context that the students were
identified as ‘students’ rather than the learners and the teachers, both teacher
educators and associated teachers, were required to play an active role in
identifying and refining learning. The explicit teaching and use of the self-
regulatory practices provided an opportunity for these teacher educators to
authentically engage students in a high-stakes qualifications context with both
socialisation and subjectification purposes of education (Biesta, 2017). The
teacher educators in this example identify the space for the discussion, engage

https://doi.org/10.1007/978-981-10-8648-9_9
https://doi.org/10.1007/978-981-10-8648-9_6
https://doi.org/10.1007/978-981-10-8648-9_7
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students with reflection on what their own needs are and then work with teacher
associates and students to refine the identification of needs. What is important here
is that they work in collaboration with the associate teachers to support students to
explore what they need to do to achieve the qualification and how they can use the
social structures and reflection along with their agency and motivation to engage
in the education process. A challenge identified by the author in this context is that
this was not the experience for all students, rather it was the experience of those
with dedicated teacher educators concerned about engaging with their students
on their placement. What did seem to be evident from the voices of the student’s
in Chap. 7 was students who engaged in these triad conversations with associate
teachers and teacher educators had a transformative experience.

The ideas, issues and research presented in each chapter provide a starting point
and are by no means the end point of the conversation. As such, the chapters enable
the continued development of collective agency of ourwork as educators. The authors
of each chapter recommend that further research is needed to be undertaken so that
we can continue the dialogue about teacher education, its purposes and the practices
associated with it.

Conclusion

As you read this text, we encourage you to consider ways that you can lay claim
to your professionalism as an educator involved in teacher education in a myriad of
different ways. You should take heart that there is clear evidence of teacher educators
engaging as democratic professionals in response to teacher education reforms in
the UK. Aubrey and Bell (2017, p. 108) identify that ‘teacher educators adapted
critical practices to conform in a flexible, and when called for, covert and even
subversive manner’ based on their democratic and personal philosophical values.
The challenge as teacher educators is to heed the call to engage in the conversation
with all participants about the purpose of education, to identify what those involved
in education need to learn not just what they might want to learn and to work in ways
that allow students give authority to all those engaged as teacher educators.

We would like to acknowledge this text as an opportunity for educators to engage
in the dialogue to reclaim professionalism. The Australian Teacher Education Asso-
ciation (ATEA) and Teacher Education Forum of Aotearoa New Zealand (TEFANZ)
make a valuable contribution to these debates by providing opportunities for teacher
educators to collaborate through the development of this book and engagement
at conferences and workshops. Consider as you read the breadth of ways teacher
educators are engaging with uncertain times and how you might extend your own
professionalism.

https://doi.org/10.1007/978-981-10-8648-9_7
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Chapter 2
‘It’s the Worst, but Real Experience
Is Invaluable’: Pre-service Teacher
Perspectives of the Costs and Benefits
of Professional Experience

Deanna Grant-Smith, Laura de Zwaan, Renee Chapman
and Jenna Gillett-Swan

Abstract Professional experience, or practicum placements, is an important com-
ponent in the education of pre-service teachers and preparing them for their own
classrooms after graduation. However, while the pedagogical and personal develop-
ment benefits of participation arewell documented, the personal costs of participation
have been less comprehensively explored. This chapter identifies the perceived costs
and benefits of participation in practicum from the perspective of undergraduate and
postgraduate pre-service teachers attending an Australia university. The research
study reported in this chapter reveals that the practicum experience is, on the whole,
associated with positive feelings and the opportunity to gain practical ‘real-world’
experience and professional development. However, the financial hardship that can
be created or magnified as a consequence of participation in practicum can nega-
tively impact the practicum experience and the well-being of a pre-service teacher.
The chapter concludes by reflecting on approaches that universities and accrediting
bodies may consider to manage the financial and other impacts of practicum partici-
pation on pre-service teachers without decreasing their educational and experiential
value.
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Introduction and Aims

To satisfy accreditation requirements, Australian education students are required to
undertake a range of school-based placements throughout their degree. There is a
strong agreement among educational theorists that practicum is a necessary compo-
nent in the education of teachers (Le Cornu & Ewing, 2008; OECD, 2014; Smith &
Lev-Ari, 2005; TEMAG, 2014) and the pedagogy of pre-service teacher education
is well-developed. Practicum involves the supervised practical application of theory
in a school-based setting (Beck & Kosnick, 2002) to introduce pre-service teachers
to the realities of teaching in an authentic but supervised teaching environment. The
benefits of practicum participation are widely accepted, with pre-service teacher
accounts that pre-service experience in schools is the most beneficial and influential
part of teacher preparation, claiming this is when they learned to teach (Smith &
Lev-Ari, 2005). Possibly as a result of the evident benefits of such experiences, much
of the research on pre-service teacher’s experiences of practicum has focused on
improving participant learning outcomes and the practical and emotional demands
of the teaching profession (Giannakaki, Hobson, & Malderez, 2011; Lawson,
Cakmak, Gunduz, & Busher, 2015) or the practicum workplace (e.g. Grudnoff,
2011; Le Cornu & Ewing, 2008; Wilkens, Ashton, Maurer, & Smith, 2015).

Despite the prevalence of practicum in teacher education and its intensive charac-
ter, the financial pressures associated with practicum for education students remains
under-examined relative to other disciplines with high levels of work-integrated
learning (Moore, Fern, & Peach, 2012). A focus on the financial hardship expe-
rienced by participants during practicum is important as it is a known source of
stress and anxiety for tertiary students (Creedon, 2015; Ross, Niebling, & Heck-
ert, 1999) and a common cause of attrition (Schofield, Keane, Fletcher, Shrestha,
& Percival, 2009). Financial hardship can negatively impact academic performance
(Joo, Durband, &Grable, 2008) and broader well-being (Deasy, Coughlan, Pironom,
Jourdan, &Mannis-McNamara, 2014;Watson, Barber, &Dziurawiec, 2015). Recent
research in the field of social work (Johnstone, Brough, Crane, Marston, & Correa-
Velez, 2016) has highlighted the relationship between unpaid placements and finan-
cial hardship which they believe can compromise the practicum learning experience.
Financial constraints are a significant source of stress for students required to under-
take placements (Timmins & Kaliszer, 2002), on top of the financial pressures stu-
dents already face (Fosnacht & Calderone, 2017; Harding, 2011; Heckman, Lim, &
Monalto, 2014).

This chapter identifies the perceived costs and benefits of participation in
practicum from the perspective of undergraduate and postgraduate pre-service teach-
ers in an Australia university. In particular, it highlights the financial hardship created
or magnified as a consequence of practicum participation. The chapter concludes by
reflecting on approaches that universities and accrediting bodies may consider to
reduce the financial impact of practicum participation on pre-service teachers with-
out decreasing their educational value.
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Research Approach

This chapter reports on the findings of education respondents from a larger study of
practicum experiences funded by the National Centre for Student Equity in Higher
Education (Grant-Smith, Gillett-Swan, & Chapman, 2017) in which students in the
QUT Faculties of Health and Education enrolled in a practicum unit in 2016 were
invited by email to complete an online survey. Ethics approval for the project was
provided by QUT. Of the five hundred and fifty-two (552) students who completed
the Qualtrics survey to a satisfactory level to be included in the analysis, close to one-
third were enrolled in an education degree (31%, n� 172). Online surveys have been
successfully applied in studies seeking participant perspectives and experiences of
practicum (e.g. Kanno & Koesk, 2010; Spooner-Lane, Tangen, & Campbell, 2007).
The survey instrument employed was a refined version of a pilot project which
investigated the practicum experiences of a cohort of Graduate Diploma of Education
students (Grant-Smith&Gillett-Swan, 2017). The survey included amix of open and
scaled questions. Basic biographical and demographic questions were also included
to provide context for responses.

A mixed-methods approach, informed by critical realism (Krauss, 2005), was
adopted to analyse the data. Descriptive statistics were prepared, and cross-tabulation
was used to generate a range of two-way tables to examine the relationships between
variables, which were then analysed using chi-square tests. Descriptive content anal-
ysis was used to thematically identify and describe the primary content and meaning
within the data obtained from the open-ended survey questions. This resulted in cat-
egorising, listing and quantification of themes based on the frequency of occurrence
to determine their prominence (Bryman, 2008). Participant quotes are presented in
italics and identified by the level of study of the respondent. All respondent quotes
are from full-time students unless otherwise indicated.

Pre-service Teacher Perceptions of Practicum

Practicum can be a time of intense learning and considerable stress for participants
(Danyluk, 2013). Respondents were asked to identify what they considered to be the
best and worst aspects of participation in a practicum placement and the feelings they
experienced during placement. The respondent sample was predominantly female
(82%, n � 141) with six per cent of respondents (n � 10) choosing not to disclose
their gender. Most respondents were domestic students (92%, n� 158) though seven
per cent chose not to disclose their citizenship (n � 12). Only three per cent of
respondents (n � 5) reported speaking a language other than English at home. As
shown in Fig. 2.1, the majority of respondents were aged 30 years and younger (67%,
n � 94), with the average age of 27 years for female respondents and 29 years for
male respondents. More than a quarter of respondents (28%, n � 48) reported that
they had children living at home with them.



18 D. Grant-Smith et al.

Fig. 2.1 Respondent age profile by gender

Table 2.1 Respondent profile by level of study

Gender Undergraduate Postgraduate

Number of
respondents

Average age of
respondents

Number of
respondents

Average age of
respondents

Female 107 26 years 34 32 years

Male 12 22 years 9 38 years

Undergraduate students dominated the sample (72%, n � 124) with just over a
quarter postgraduate (26%, n � 44). As shown in Table 2.1, there is a comparable
number of undergraduate and postgraduate male respondents, but more than three
times as many undergraduate than postgraduate female respondents. At the time
of the survey, the average number of days that a respondent had participated in a
practicum placement was 33 days ±23.1

The majority of respondents (75%, n � 130) had paid employment, whether that
was their main source of income or a supplement source of income. Of the 130
respondents who stated that they were in paid employment, 79% were undergradu-
ate students (n� 103) and 21%were postgraduate students (n� 27).More than three
quarters of female respondents (78%, n � 109) and more than two-thirds of male
respondents (67%, n � 14) were in paid employment. Further, seven respondents
(5%) who chose not to disclose their gender were also in paid employment. Respon-
dents were asked if they had continued, or intended to continue, paid employment
during their practicum placement. Of those that responded to this question (n � 24),
more than half (58%, n � 14) had ceased, or intended to cease, paid work during
the placement. These findings are generally consistent with those of Moore et al.
(2012) who found that 72% of applicants for an Australian Collaborative Education

1It should be noted that at the time of the survey some students were still participating in their
practicum placement and that it was the first practicum placement for some respondents.
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Network (ACEN) scholarship, which included education students, signalled that they
would have to cease paid work as a result of practicum participation.

Feelings Experienced During Placement

Assessing the affective experience of practicum using the experience sampling
method, in which respondents are required to record their activities and feelings
in real time at random intervals (Krueger & Schkade, 2007), is expensive, disruptive
and involves very high levels of participant burden. An effective and less burden-
some alternative for respondents is to ask them to recall emotions associated with a
recent event (Kahneman, Kreuger, Schkade, Schwarz, & Stone, 2004a). We asked
respondents to rate the feelings they experienced during practicum participation as
an average of their total practicum experience. Table 2.2 shows the average rating
given by respondents (n� 171) for each feeling. The rating is from 0 to 100. A rating
of 0 would reflect no experience of the feeling during practicum, while a rating of
100 would indicate that the feeling was very prominent during the practicum. The
feelings measured were derived from Kahneman, Kreuger, Schkade, Schwarz and
Stone (2004b, p. 21).

Following Kahneman et al. (2004a) mean positive and negative affect was deter-
mined. Positive affect is the average of the happy and enjoying myself feeling
categories. Negative affect is the average of frustrated/annoyed, depressed, has-
sled/pushed around, angry/hostile, worried/anxious and criticised/put-down feeling
categories. The mean positive affect was 71, indicating that the practicum experi-
ence is, on the whole, associated with positive feelings. The mean negative affect
was 19.4 indicating that although negative feeling is present, it is not overwhelming
for most participants. The most strongly identified negative feeling was associated

Table 2.2 Feelings experienced during practicum (rated out of a possible 100%)

Affect Feeling Average rating Standard deviation

Positive affect Happy 71 ±26.3

Enjoying myself 71 ±25.1

Other affect Tired 65 ±29.9

Impatient for it to end 30.4 ±32.2

Negative affect Worried/anxious 43.1 ±30.8

Frustrated/annoyed 28.2 ±28.1

Depressed 14.6 ±26.8

Criticised/put-down 12.4 ±29.5

Hassled/pushed
around

12.2 ±28.1

Angry/hostile 5.7 ±18.7
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with worry and anxiousness. Unsurprisingly, given the intensity of the practicum
experience and long days associated with planning, travel and attendance, tiredness
was also a feeling strongly associated with practicum participation.

Self-reported Best Things About Undertaking Practicum
Placement

Prior research has found that most of the learning on placement occurs in non-
theoretical areas such as time management and the development of self-confidence
(Abery, Drummond, & Bevan, 2015). Respondents were asked to identify the best
things about undertaking a placement. As shown in Table 2.3, exposure to the ‘real
world’ of teaching was the most commonly reported benefit. The opportunity for
professional development and to apply knowledge and skills gained in a workplace
context (25%, n � 43) were also commonly reported. However, despite the rhetoric
surrounding the purported employability enhancing benefits of placement (Crebert,
Bates, Bell, Patrick, & Cragnolini, 2004), these did not feature prominently in pre-
service teacher accounts of the best things. Instead, as shown in the following quote
there was a sense that placements had the purpose of confirming the career choice
of pre-service teachers:

[by] giving an understanding of what the job entails, including relationships, politics, time
management and planning. Having insight into these things help you better prepare for the
‘real’ world, and get a feeling for whether it is something you truly see yourself doing in the
future (undergraduate).

Practicum participation was seen as having the benefit of providing the “hands-on
experience” necessary “to confirm that you can do it, and importantly that you want
to do it” (postgraduate). This opportunity to test skills and abilities in the context
of a live classroom was considered to be important in making these judgments as
“until you are in a situation where students see you as a teacher, you cannot gain

Table 2.3 Top five best
things about undertaking
placement

Number Theme Per cent (%) n

1 Practical ‘real-world’
experience

64 110

2 Opportunity for professional
development

30 52

3 Opportunity to apply
knowledge/skills

25 43

4 Exposure to industry 17 30

5 Opportunity to develop
professional networks

8 14
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the experience to determine your own abilities” (postgraduate). Given the nature of
teaching as an occupation, it is surprising that very few respondents rated interactions
with students as one of the best things about placement; it was only mentioned by
seven (4%) respondents. Instead, practicum was primarily associated with applying
the theoretical knowledge learned at university in a practical way that supports future
learning and to consolidate skills across successive placements.

Real world experience, there’s nothing like it! Everything our lectures have been talking
about finally makes sense now we’ve been teaching in a real classroom. I will have many
more questions to take back to uni (postgraduate).

As a pre-service teacher you get the opportunity to see what school life is like. You get to put
all your knowledge to the test and enhance all the skills you learn throughout your degree
so far. Personally I believe that I had ample opportunities to test myself and teach my own
classes, this then helped me to learn and grow as a teacher (undergraduate).

Self-reported Worst Things About Undertaking Practicum
Placement

Despite the learning benefits associated with practicum, some aspects of practicum
are challenging for participants. As shown in Table 2.4, respondents were also asked
to identify the worst thing about undertaking a placement. The most commonly iden-
tified drawback was the financial stress associated with participating in an unpaid
placement (32%, n � 53). Other commonly reported downsides connected to stu-
dent personal circumstances included the challenges associatedwith balancingwork,
life, and study (25%, n � 41) and the stresses associated with meeting the academic
requirements of their degree (16%, n � 27). What was clear from the responses to
this open-ended question was the way that multiple factors combine to impact the
practicum experience (Grant-Smith et al., 2017; Macdonald, 1992). Many respon-
dents highlighted the challenges presented by an intersection of lack of time, lack of
money, lack of experience and conflict with other commitments.

Money, attempting to fund yourself whilst working a job you have never done before and
needing the timeoutside school hours tomake resources and do assignments (undergraduate).

Workload, hours and hours of prep and review on top of full 8 h days, is draining. It’s not
about being shy of hard work, it’s about 12 + hour days on top of having a family, etc
(postgraduate).

As might be expected, a major challenge associated with the practicumworkplace
was problematic interactions with supervising teachers or other staff (24%, n � 40).
Respondents also identified issues associated with the structure of their placement
(20%, n� 34) such as the length and block nature of placements and the total number
of required placement hours. The block structure of placements has been found to
have a significant impact on the ability of students to cope financially as it limits their
ability to simultaneously undertake, or continue, part-time or casual work (Moore
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et al., 2012). This was a concern for both postgraduate and undergraduate pre-service
teachers.

Unfortunately many people, including myself, were unable to work normal jobs during
placement. This was an inconvenience as I have rent and bills to pay, and it was extremely
hard to go about paying my bills as I was unable to earn money (undergraduate).

The lack of understanding from the university about the amount of stress, money, time and
commitment it takes to undertake placement. It is not easy to simply ask for time off work
and expect to still have a job post placement or to save enough money to be able to afford to
live for the 4–6 + weeks it takes to complete without working (postgraduate).

The Financial Impacts of Practicum Participation

Students experiencing stress during practicum due to financial constraints may be a
growing phenomenon (Timmins & Kaliszer, 2002). However, while it is acknowl-
edged in the literature that students undertaking degree programmes that require
practicumwill incur additional financial expenses (Ralph,Walker,&Wimmer, 2009),
the impact of this on the student and on their practicum experience has remained
under-examined.

Students’ financial circumstances and concerns about finances have the potential
to impact their health and well-being as those who encounter financial difficulties
may experience greater levels of stress and negative emotions which can impact their
mental health (Heckman et al., 2014; Jessop et al., 2005). Andrews and Chong (2011,
p. 17) found that students who indicated they were struggling financially, or who
reported having adequate finances, demonstratedmore psychological distress, stress,
anxiety and depression than those who reported secure financial circumstances.

Financial stress may be experienced as either specific or repeated instances of
financial hardship or a continuation of endemic poverty while studying (Lloyd &
Turale, 2001). Respondents were asked about their subjective experience of financial
stress at various times during the academic year, specifically the periods outside of
the semester (n � 166), during the semester (n � 167) and during their practicum
placement (n � 168). Following Andrews and Chong (2011), the subjective self-
reportmeasures of financially secure, adequate and strugglingwere used to determine
financial security in each of these time periods. Financially secure was defined as

Table 2.4 Top five worst
things about undertaking
placement

Number Theme Per cent (%) n

1 Financial stress 32 53

2 Study/work/life balance 25 41

3 Supervising teacher/staff
interactions

24 40

4 Placement structure 20 34

5 Academic stress 16 27
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Fig. 2.2 Self-reported financial circumstances outside semester, during semester and during place-
ment

being “able to pay for what I want”, financially adequate was defined as being “able
to pay for necessities but not much else” and financially struggling was defined as
“struggling to pay for necessities”. As shown in Fig. 2.2, financial hardship was
experienced by more than half of respondents (54%, n � 90) during placement
compared to only seven per cent during the academic semester when not participating
in placement. Given the extended nature of education placements, this is concerning.

Significant differences were found within all three time periods: outside semester
X2 (2, n � 166) � 74.4, p � 0.01, during semester X2 (2, n � 167) � 100.3,
p � 0.01 and during placement X2 (2, n � 168) � 41.3, p � 0.01. Significant
differences were also found within the circumstance categories of secure X2 (2,
n� 157)� 51.3, p� 0.01, adequate X2 (2, n� 238)� 23.6, p� 0.01 and struggling
X2 (2, n� 106)� 127.5, p� 0.01). Respondents reported feeling themost financially
secure outside of semester (n � 93) and the least secure during placement (n � 22).
During the semester, the majority of students reported having adequate financial
circumstances, (n � 114) but during placement, the majority of students reported to
be struggling financially. These findings illustrate the transience of financial hardship
in that themajority of respondents felt more financially secure outside of the semester
with their financial circumstances becoming less secure, to the point of struggling,
while undertaking a placement.

Financial Stress and Hardship Experienced During Placement

The main contributor to the financial stress and hardship experienced by pre-service
teachers was the loss of income (41%, n � 59) for anywhere between two and
eight weeks. While this might not seem a long period in the context of a degree
programme, the impact of placement on earnings was put into perspective by an
undergraduate studentwho noted: [I] can’t work for 2weeks, whichmeans no income
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Table 2.5 Top five additional
costs incurred due to
placement

Number Theme Per cent (%) n

1 Loss of income 41 59

2 Transport 40 57

3 Resources and materials 31 45

4 Work appropriate clothing 20 28

5 Childcare 10 14

for 2weeks (ormore as placements get longer). The “financial burden of placements”
(Wray & McCall, 2007), caused by lack of income during the placement period,
is exacerbated by the additional costs incurred as a direct result of participation.
As shown in Table 2.5, the most common cost incurred was travel to and from
placement, additional transport costs including fuel and parking, particularly if the
placement site was not located conveniently to public transport routes or the timing or
availability of services was not alignedwith the hours worked. For some respondents,
this included “having to pay tolls to minimise the extremely long drive to and from
placement site” (part-time postgraduate). An undergraduate student who reported
being financially secure outside of semester, financially adequate during the semester
and financially struggling during placement described the financial impact of their
most recent practicum experience like this:

The placement I was allocated was in Noosa; this impacted me financially as I live in a rental
property in Brisbane. Travelling up to Noosa was an additional cost I was not prepared for.
Also, there was no way for me to work while I was up there as I am also employed in
Brisbane. So this hindered my ability to pay rent and bills as I had no income for two weeks.

The purchase of additional resources and materials was also a significant cost
for pre-service teachers, but one not necessarily experienced to the same extent by
students from other disciplines (Grant-Smith et al., 2017). These additional expenses
were usually the purchase of teaching supplies and materials for student use in the
classroom. Purchasing “resources that the school does not have so I can get a good
result” (postgraduate) was seen as a necessary expense by some respondents. These
expenses, such as printing, laminating, resource making and “personal hotspot to
access [the] Internet while on placement”, were often incurred as they were “not
offered by school” (postgraduate). These additional costs associated with the pur-
chase of resources for activities and lessons were clearly articulated by an under-
graduate student: Teachers have expressed the amount of money they spend each
year to prepare their room and lessons and were not eager for pre-service teachers
to use their resources.

Because uniforms or other specialist attire are not required for pre-service teach-
ers, costs were associated with having access to a sufficient professional wardrobe.
Having enough suitable outfits for the workplace was also a significant and some-
times unanticipated additional expense. This expense was exacerbated by the dress
code that exists at some schools.
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I find that the level of professionalism at different schools makes it hard to always wear the
same clothes from the prac before. State schools are fine with wearing jeans, whereas private
you are not allowed jeans and have to dress smart-smart casual (undergraduate).

The school I was placed at had a very rigorous staff clothing policy (covering arms and legs,
loose) so I had to buy new clothes on top of my prior professional attire (postgraduate).

Even respondents who reported a positive practicum experience highlighted the
financial challenges associatedwith participation: The placement itself was amazing;
the only thing I could think of was the financial hardship during it—not being able
to work, etc (postgraduate). These findings are generally consistent with those of
Moore et al. (2012) who found the most common financial impacts associated with
practicum participation included: loss of income; transport; accommodation; food;
the purchase of work appropriate clothing; placement materials; and childcare.

As financial losses are incurred with each placement (Moore et al., 2012), this
may have a cumulative impact over multiple placements. Respondents noted the
potential impact that financial hardship can have on the practicum experience and
their personal performance: “The fact that I have to take time off work and therefore
don’t receive any income … is a huge financial stress which can impact my perfor-
mance during placement” (undergraduate). However, there was an apparent conflict
between placements that were sufficiently long to allow participants to become com-
fortable, competent and confident in the classroom against the financial impact of
extended placements.

The inability to work for four weeks is hard … [but] four weeks is not enough time to
establish decent relationships with the students. Because of this, you can’t connect with
them and it takes so long to get control and respect from the students. As a result of this,
behaviour management is pretty much impossible (undergraduate).

Support Access and Awareness Among Pre-service Teachers

As reported in Table 2.6 respondents were most likely to seek support from family
and friends (55%) or to seek no support at all (43%). Very low levels of access to
university support were reported. As reported in Table 2.7, respondents were most
aware of the availability of counselling but many chose not to access this service.
There was a generally low level of awareness of most other support services available
such as the food bank, work-integrated learning (WIL) bursaries and faculty equity
support. The most accessed university support was equity scholarships, but these
were accessed by fewer than ten per cent of respondents. This can be compared to
close to half the respondents being aware of the availability of equity scholarships
but being unable or ineligible to access one. One undergraduate respondent noted
her disappointment in the way the university had handled her request for assistance:
“I applied for uni scholarship while on prac but was told that I was not poor enough
and that I could afford to eat noodles if I wanted”.
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Table 2.6 Support accessed while undertaking placement (n � 164)

Type of support n %

Support from family and
friends

90 55

I did not access any support 71 43

Financial support from the
university

18 11

Other support from the
university

21 13

Other support 21 13

Table 2.7 Awareness and use of university support services

Support awareness and access

I was aware of
but could not
access this
support

I was aware of
but chose not to
access this
support

I was aware of
and accessed
this support

I was unaware of
the availability
of this support

Type of
Supporta

N % N % N % N %

Food bank 28 21 41 30 1 1 64 48

Counselling
services

13 9 92 66 7 5 28 20

Welfare
officers

20 15 45 34 2 1 66 50

Equity
scholarships

69 49 30 21 9 6 33 24

WIL
bursaries

39 29 23 17 3 2 70 52

Faculty
equity
support

23 17 22 16 2 2 88 65

aThe foodbank is run by the student guild andprovides access to basic food items.Awork-integrated
learning (WIL) bursary is a payment for students undertaking a placement and experiencing finan-
cial hardship. Eligibility is determined through an appointment with student counselling services
and supporting documentation provided by the student. Low-income students experiencing finan-
cial hardship can apply for an equity scholarship to assist with covering the costs of living and
studying more generally

As reported in Table 2.8, the main reason respondents gave for choosing not to
access university support services they were aware of is that they were not required.
Being ineligible to apply was the main reason given for being unable to access
university support services that they were aware of. Altruism, based on a belief that
there were other students with greater need, also featured prominently in choices not
to access available support.
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Table 2.8 Reasons for not accessing university support services (n � 108)

Support awareness and access

I was aware of but could not access
support
(n � 69)

I was aware but chose not to access
support (n � 108)

Reason N % N %

Support not
required

5 7 61 57

Eligibility 58 84 18 17

Too busy to
access support

6 9 18 17

Altruism 3 4 15 14

Accessibility of
support

3 4 11 10

Accessed other
support

1 1 8 7

Difficulty asking
for
help/charity/pride

– – 5 5

Supporting the Pre-service Teacher

Pre-service teachers are seeking greater levels of pastoral care, staff support and
empathy from universities and their university supervisors (Smith & Lev-Ari, 2005).
The university-based supervisors tasked with supporting pre-service teachers while
undertaking their practicum, often straddle the multiple roles of imparting necessary
theoretical knowledge (Smith&Lev-Ari, 2005), developing andmaintaining positive
and productive partnerships with the schools and responding to the needs pre-service
teachers as required, while maintaining a ‘weak position’ overall in the context of
the teaching practicum (Wilkens et al., 2015). Despite the prevalence of stress and
anxiety among students, staff are often unaware of the extent of the personal and
financial difficulties students experience (Creedon, 2015). This lack of knowledge,
combined with their own work-related pressures, may result in a “lack of empathy
from lecturers about practicum pressures” (postgraduate, part-time) or a superficial
engagement with students on practicum.

I’ve attempted to contact my university supervisor who has not even had the professional
decency to acknowledge my email or confirm my contact. There has been very little com-
munication regarding placements (postgraduate, part-time).

In this placement (just like the previous two)… it really does feel like you are going it alone.
Funnily enough, the odd email from our supervisor asking us whether everything is going
ok doesn’t actually achieve anything at all. If this university was serious about this sort of
thing, they would provide some sort of supervisor who at least visits my class and observes
at least one lesson (undergraduate).
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While it is recognised that implementation may prove to be challenging, a num-
ber of low cost but potentially high impact initiatives were proposed by respondents.
These included providing an “online tutorial or tutor to answer simplistic ques-
tions regarding lesson planning, topic content, ACARA2 documents, etc.” while on
practicum, providing a “seminar on the different types of help available for place-
ment time”, and improved processes for dealing with difficulties experienced during
placement.

While it is very unlikely that universities will be able to provide students with
the financial assistance they desire, students should be advised of the ‘true’ costs of
their degree, including placements, as unexpected expenditures can throw students
financially off balance (Creedon, 2015). Improvedprocesses could alsobeput in place
to support university placement officers to address issues associated with practicum,
such as minimising the travel burden experienced by some students.

Before placing students, survey them on their considerations such as transport. Four hours of
commute a day for field experience is ridiculous and has impacted my health and wellbeing
(undergraduate, part-time).

Johnstone et al. (2016, p. 481) argue that the financial hardship experienced by
students undertaking placement “should not be regarded as a problem for students
to endure and manage”. Instead, they argue that collaborative effort among multi-
ple stakeholders is required. A financial anxiety scale (Archuleta, Dale, & Spann,
2013) could be used to identify students who are experiencing increased levels of
financial distress to target those who require assistance or referral to an appropriate
professional.

Deasy et al. (2014) argue that in order to properly equip students for practicum,
educators should ensure that programmes of study that include a practicum compo-
nent also offer opportunities to learn coping strategies, life skills and stress manage-
ment. A part-time postgraduate respondent proposed providing “opportunities for
new students to hear from experienced students first-hand what actually happens in
placements. That way they can be more aware of what to expect and how to pre-
pare”. Workshops could be provided for the most common stressors encountered by
students (Ross et al., 1999), which given our findings indicate practicum students
would benefit from personal finance training in addition to emotional, institutional
and academic supports. Such an initiative could provide the opportunity for students
to learn from financial counsellors and “recent graduates who have ‘survived’ or
‘thrived’ through their poverty experiences” (Lloyd & Turale, 2001, p. 13).

Goetz, Cude, Nielsen, Chatterjee, and Mimura’s (2011) research confirmed
student interest in personal financial education through a combination of online
resources, workshops and financial counselling. Improving students’ financial effi-
cacy and confidence through such initiatives could help students better respond to
financial stressors (Heckman et al., 2014) as there is a positive relationship between
higher levels of financial knowledge and reduced financial stress (Britt, Mendi-
ola, Schink, Tibbetts, & Jones, 2016). To effectively support students, financial

2Australian Curriculum Assessment and Reporting Authority.
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knowledge should be offered in addition to financial support (Britt et al., 2016)
as improving students’ financial literacy can equip them with the skills to manage
the financial impact of practicum, leading to less financial stress and improved well-
being. This may need to be offered more than once as many students experience
financial hardships during placement but do not always expect finances to be a con-
cern at the beginning of their degree (Wray & McCall, 2007).

Finally, some respondents propose that universities and registration/accreditation
bodies may need to be more flexible and consider the potential for structural changes
to placement requirements. An example was the suggestion that “placement should
be offered part-time to enable students who are suffering due to health concerns,
financial concerns, etc” (postgraduate, part-time). Students are not always aware of
constraints experienced by the university in organising placements. For example,
a part-time undergraduate respondent proposed the currently unviable possibility
of students completing “two subjects that require … field experience at once” to
reduce the total number of placements needed in the degree programme, which
if implemented, could result in a lack of adherence with accreditation standards
which set a mandated number of days of placement. However, it does raise the
possibility of reimagining how professional experience is embedded within initial
teacher education programmes to potentially move away from predominantly block
placements to a more integrated approach, which could relieve some of the financial
strain associated with practicum participation.

Conclusions and Future Directions

Students are overwhelming in their appraisal of practicum as a valuable ‘real-world’
learning experience. However, as the respondent quote used as the title of the chapter
shows participation is not without costs. This chapter does not question the poten-
tially transformative impact that professional experience opportunities can have on
participants, nor do we dispute that practicum participation has pedagogical value.
Ratherwe advocate that the zeal for placements is tempered by an explicit recognition
of the costs of participation and the unintended impact these can have on students’
performance during placement. The financial implications of practicum have not
always been an issue as in the past students were paid during placement (Timmins
& Kaliszer, 2002). Given that this is no longer the case, we concur with Schofield
et al. (2009, p. 134) that “there are significant risks in a system that exposes students
to a reduction in earnings that support their capacity to study”.

The introduction of non-academic entry requirements for admission to an initial
teacher education course provides an additional unknown moving forward (Louden,
2015). While having the potential to increase the quality of entrants and graduates
by understanding their interests and motivation for wanting to enter the profession,
it also introduces an additional hurdle that may exclude certain students with, for
example literacy and communication difficulties. It is yet to be seen how these new
entry requirementsmay impact the identified stressors and challenges associatedwith
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professional experience as highlighted by pre-service teachers and is something that
warrants ongoing investigation.

Moore et al. (2012, p. 211) believe that “more needs to be done to raise concern
across the [higher education] sector about the cost ofWIL to students”. It is imperative
that all stakeholders involved in managing, administering and promoting practicum
be cognisant of the potential impacts on participants and act to reduce those where
possible. It is critical that the financial impacts of practicum participation do not
restrict participation and that the impacts on participation are reducedwhere possible.
This is important for safeguarding the well-being of the student but also to ensure
that they enter the teaching profession with a positive outlook. This was succinctly
expressed by an undergraduate respondent who noted: “While bad experiences are
just as valuable as the good ones, it can make you lose passion before you even begin
your career”.
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Chapter 3
Teacher Education for an Uncertain
Future: Implications of PISA’s Global
Competence
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Abstract In 2018, the Organisation for Economic Cooperation and Development’s
(OECD) is set to introduce an assessment of Global Competence in its Programme
for International Student Achievement (PISA). This assessment lays the foundation
for a set of knowledge, skills, values and beliefs that the OECD considers necessary
to become a globally competent citizen. Throughout this chapter, we identify and
critique the intended socialising function of PISA’s Global Competence and con-
sider its implications for Initial Teacher Education (ITE). We do this by drawing
on Bernstein’s theoretical tools to engage in a critical analysis of PISA’s Global
Competence framework. Our analysis reveals three key findings: (1) PISA’s Global
Competence acts as a symbolic regulator of consciousness, (2) PISA’s Global Com-
petence facilitates a new form of global pedagogic governance and (3) ITE can play
an important role in either reproducing, disrupting or transforming the socialising
function of PISA’s Global Competence. In conclusion, we argue that engaging with
Comparative and International Education scholarship will prepare pre-service teach-
ers to respond to the complexities and demands of an uncertain educational future
within an increasingly globalised educational landscape.
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Introduction

It might be said that the only certainty in the future of education is its uncertainty.
There is, however, a case to be made for a further certainty; that with growing
frequency and speed, local education ideas, policies and practiceswill be increasingly
determined by responses to global events, debates and agendas (Robertson, 2016).
Education policy is increasingly being influenced or determined by events and policy
groups that operate on an international level (Volante & Fazio, 2018). This is not a
new phenomenon. However, the intensity of this interconnectedness and the growth
of pathways for education ideas to travel between global and local leads to a rising
uncertainty for the future of education. This chapter raises critical awareness to the
socialising function of Programme for International Student Achievement’s (PISA)
Global Competence and considers the implications for Initial Teacher Education
(ITE).

In 2016, the Organisation for Economic Cooperation and Development (OECD)
signalled its proposal to include Global Competence in its 2018 PISA measurement.
Defined as the ability to “mobilise knowledge, skills, attitudes and values” (OECD,
2016, p. 2), this assessment of Global Competence intends to prepare students “to
engage with and act in the world” (p. 2). The OECD defines Global Competence as
the:

capacity to analyse global and intercultural issues critically and from multiple perspectives,
to understand how differences affect perceptions, judgements, and ideas of self and others,
and to engage in open, appropriate and effective interactions with others from different
backgrounds on the basis of a shared respect for human dignity. (OECD, 2016, p. 4)

Fifteen-year-olds in approximately 80 countries will be tested on their knowledge,
skills, values and attitudes towards global competence, including their knowledge
of global issues, their ability to speak more than one language and the demonstra-
tion of their attitudes towards cultural diversity. Evidence from this assessment is
intended to provide governments with data to reform education policy, curriculum
development and teacher education programmes (OECD, 2016). Teacher education
and professional training are considered central to the implementation of Global
Competence, and the OECD argues that there is a critical need for Initial Teacher
Education (ITE) to “address and support teachers’ global competence development”
(OECD, 2016, p. 19). However, this radical move to reform education based on an
assessment of globally regulated values, attitudes, skills and knowledge brings con-
siderable uncertainty, particularly for teacher education. What does this mean for the
future of teacher education? How can educators, academics and ITE providers best
prepare pre-service teachers for this increasingly uncertain future?

In this chapter, we examine the OECD’s Global competency for an inclusive
world (OECD, 2016) framework. The framework outlines the introduction of Global
Competence into PISA’s upcoming 2018 assessment. The chapter begins with an
overview of critical policy scholarship on the OECD and PISA. We then draw on
Bernstein’s theoretical tools, from a critical realist position, to argue that PISA’s
Global Competence operates as a symbolic regulator of consciousness to shape a
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new form of pedagogic identity that serves the interests of a global marketplace. We
demonstrate how ITE plays an important role in this identity reconstruction by either
reproducing or disrupting these new pedagogic identities. We conclude by stating
that stronger engagement with the field of Comparative and International Education
(CIE) will prepare pre-service teachers for uncertain futures within an increasingly
globalised educational landscape.

The OECD’s Education Agenda

The origins of the OECD and PISA arewell chronicled. It is not our intent to replicate
that historiography. However, it is important to understand the organisational intent
of the OECD to examine the ideation of PISA’s Global Competence. To this end, we
briefly explore literature from critical policy scholarship on the OECD and PISA.
The OECD’s convention of 1961 sets out its purpose as “promoting sustainable eco-
nomic growth and development, maximising employment and living standards, and
nurturing the global trading regime” (Woodward, 2009, p. 4). Members’ states come
from 35 of the most advanced national economies in the world, although, in recent
times, this has extended to emerging economies such as Mexico, Chile and Turkey.
The organisation is multifaceted, operating simultaneously as a “geographic entity,
an organisational structure, a policy-making forum, a network of policy-makers,
researchers and consultants, and a sphere of influence” (Henry, Lingard, Rizvi, &
Taylor, 2001, p. 7). The OECD operates solely within the realm of ideas, which leads
it to occupy a particular realm of influence in setting the current global education
agenda (Sellar & Lingard, 2014). While education had always had an inferred role
within the organisation, this became explicit during the 1990s (Lingard & Sellar,
2016).

Since its inception, the OECD’s interest in education has always been framed
by economic concerns (Lingard & Sellar, 2016). A key justification for the explicit
policy focus on education during the late 1990s was driven by a wide subscription
to human capital theory and the global emergence of a knowledge economy. Within
human capital theory, education plays an instrumental economic role as it develops
the individuals who constitute “a highly skilled and flexible workforce [essential] to
national success within the new global knowledge economy” (Henry et al., 2001, p.
30). This saw a shift away from perceiving education’s primary benefit as collective
(public good) and towards the individual (private good). The knowledge economy
regarded education “as the policy key to the future prosperity of nations” (Henry
et al., 2001, p. 30), and this drove OECD member states to call for education data
that could be internationally comparative “as surrogate measures of the potential
global competitiveness of national economies” (Sellar & Lingard, 2014, p. 918). The
OECD duly began to develop tools to gather and compare educational attainment
(Lingard & Sellar, 2016; Volante & Fazio, 2018). The Programme for International
Student Assessment was the result.
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PISA international assessments take place every three years to assess the skills and
knowledge of 15-year-olds in member and non-member countries who volunteer to
take part. Using a subject-based cycle, PISAmeasures literacy, mathematics and sci-
ence once every three years with the aim of creating an “internationally comparative
evidence base for educational policy development and implementation” (Wiseman,
2013, p. 304). Fourty-three countries were involved in the first PISA assessment;
however, by 2015 over half a million students, who were representative of 29 mil-
lion 15-year-olds, were assessed in 72 countries (OECD, 2017). Generating such a
significant amount of data, PISA “is one of the largest non-experimental research
exercises the world has ever seen” (Murphy, 2014, p. 898). With big data comes with
big influence. PISA has enabled the OECD to position itself as a primary influencer
within the global education agenda. Many authors point to PISA as a key mecha-
nism of global educational governance, in which OECD member countries leverage
their position within the organisation to effectively direct national-level education
reforms in member and non-member states alike (Lingard & Lewis, 2017; Volante &
Fazio, 2018). Nations have used PISA’s international comparisons to identify their
educational problems and have responded by reforming their education systems and
policies in an attempt to “move up” the rankings (Meyer &Benavot, 2013;Wiseman,
2013). This has further legitimised the role of international organisations to examine
and dissect successful school systems with the aim of implementing internation-
ally standardised curricula, pedagogy and ITE programmes as a panacea for failing
education systems (Münch 2014).

It is clear from this review of literature that PISA influences national forms of
education delivery. This positions teacher education within a rapidly changing and
uncertain landscape,which encourages national education institutions to increasingly
align and conform with PISA structures (Münch, 2014). Ultimately, this has the
potential to rob local institutions, such as ITE providers, of their legitimacy and
keep them “in a state of uncertainty for decades” (Münch, 2014, p. 13). This state
of uncertainty for teacher education is even more imminent with the OECD’s recent
proposal to include the assessment of Global Competence in the 2018 PISA (OECD,
2016). Below, we analyse the Global competency for an inclusive world (OECD,
2016) to identify the potential implications of PISA’s Global Competence on national
ITE programmes.

A Bernsteinian Analysis of PISA’s Global Competence

In recent years, there has been a growing interest in “putting Bernstein’s theories to
work” (Robertson & Sorensen, 2017, p. 3) to theorise global processes and global
governance (Singh, 2015, 2017; Tyler, 2010). The explanatory power of both Bern-
stein’s theoretical tools and his notion of a Totally Pedagogised Society (TPS) have
been particularly useful for examining global policies and global governance. In
his later work, Bernstein hypothesised that a market-oriented ideology would shape
new forms of pedagogic identity to serve the interests of the marketplace (Bern-
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stein, 2001). He used the term TPS to vaticinate an emerging society that he believed
would shape and sustain social order by embedding discursive principles of pedagogy
throughout the fabric of social life. It is through the internal shaping of conscious-
ness, aspirations, desires and conduct that governments would gain symbolic control
of the pedagogic space. Bernstein predicted that this space would socialise actors to
serve the rapidly changing labour needs of a global marketplace. Of late, a growing
number of scholars have extrapolated Bernstein’s thesis beyond the boundaries of
the nation state to examine how supranational organisations, such as the OECD, have
used pedagogic tools to gain symbolic control over regional and global pedagogic
spaces (seeRobertson&Sorensen, 2017; Tyler, 2010). In doing so, these scholars add
weight to Bernstein’s vaticination that a TPS would see symbolic power transform
education from being a reproducer of society, to becoming a shaper of consciousness.

What makes Bernstein’s work particularly relevant to our examination of PISA’s
Global Competence is the way he also developed a conceptual grammar to address
the relationship between actors and agencies in both the transmission and acquisition
of knowledge, and the production and regulation of consciousness and disposition
(Bernstein, 2001). He sought to understand the social significance of these peda-
gogical relationships and the way that they shape cultural production, reproduction
and disruption. This engagement with multiple actors and agencies is particularly
useful when examining the pedagogical significance of a tool such as PISA’s Global
Competence. Actors and agencies can operate as agents of this symbolic control by
performing various roles and functions. Bernstein (2001) defines symbolic control as
“the means where consciousness, dispositions and desire are shaped and distributed
through forms of communication which relay and legitimate a distribution of power
and cultural categories” (p. 23). He views this field of symbolic control as a divi-
sion of labour, which he suggests is divided into “specialised discourses, agents and
agencies” (p. 23). For example, Bernstein maintains that teachers and schools fulfil
a reproductive function while academics and institutions, such as ITE providers, can
play either a reproductive role by reproducing the ideas and practices produced by
governments or a transformative role by disrupting oppressive ideologies and shap-
ing new ideas and knowledge. We return to this point later in this chapter in our
analysis of PISA’s Global Competence.

Bernstein (2000) maintains that biases are embedded within educational trans-
mission. He sets out the notion of a “pedagogic device” to describe the mechanisms
which relay biases and ideological messages. Pedagogic devices provide a valuable
way to understand how the process of producing, transmitting and acquiring knowl-
edge shapes and reshapes pedagogic identities. The pedagogic device, therefore, has
a dual role: to act as a symbolic regulator of consciousness while also facilitating the
production, reproduction and transformation of culture. Ideologies are constructed
as a result of changing values in education systems. Bernstein prompts us to question
the agenda behind educational changes by asking “which group is responsible for
initiating the change?” (2000, p. 15), and whether such change is initiated by a domi-
nant or a dominated group. These questions encourage us to consider why the OECD
is interested in assessing certain knowledge, values and beliefs, and whose interests
this information serves. An analysis of these biases is necessary to understand the
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social significance of this educational transmission. Bernstein (2000) identifies three
rules to analyse these biases and ideological messages within this pedagogic device:
the distributive rule, the recontextualising rule and the evaluative rule.

The distributive rule refers to the way in which a phenomenon becomes legit-
imised. This occurs in the abstract; something that was not previously thought is
thought and thus becomes possible to know. Bernstein (2000) argues that this dis-
tributive rule creates, produces and distributes pedagogic discourse to privilege the
dominant social group. In the case of the OECD’s framework, the idea that all people
can possess universal skills, values, attitudes and knowledge independent from local
cultural practices is legitimated through the establishment of PISA’s Global Compe-
tence assessment. This universal individual is set out and justified by OECD’s Chief
of Staff Ramos in her introductory comments to the framework:

Against a context inwhichwe all havemuch to gain fromgrowing openness and connectivity,
and much to lose from rising inequalities and radicalism, citizens need not only the skills
to be competitive and ready for a new world of work, but more importantly they also need
to develop the capacity to analyse and understand global and intercultural issues. (OECD,
2016, p. ii)

Ramos presents global competency as the answer to rising inequalities and radi-
calism around the world, stating that “global competencies [are] vital for individuals
to thrive in a rapidly changing world and for societies to progress without leaving
anyone behind” (OECD, 2016, p. ii). At this first level of analysis, we begin to see
how PISA’s global competence assessment lays a foundation for legitimising univer-
sal attributes and enables the OECD to gain symbolic control of the global pedagogic
space.

Bernstein’s notion of recontextualisation considers how ideas, such as global com-
petence, take on new meaning as they are transmitted between actors and contexts.
During this transmission, a new form of the original idea takes shape. This could
be understood in terms of a Trojan Horse, whereby a seemingly innocuous or even
positive notion obfuscates an alternative intent. Herein lies the crux of our argument,
as we make the case that recontextualisation occurs within the ideation of Global
Competence. The framework clearly identifies certain values, attitudes and skills
that the OECD believes should be possessed by all. In this initial construction of the
idea, several positive and desirable attributes are presented. These include attitudes
of openness towards people, respect for cultural otherness, global mindedness and
responsibility. It also includes the ability to interact respectfully, with empathy and
flexibility (OECD, 2016, p. 13). Also, it maintains that individuals should have the
ability to speak another language. However, a thematic analysis of the framework
illustrates the underpinning dominance of human capital theory. Itmakes the case that
“both employers and policy-makers… need an evidence-based approach to teach-
ing and assessing global competence” (p. 3). Certain skills, values and behaviours
are privileged to meet employers’ needs within a global marketplace. In this way,
the original concept of Global Competence is recontextualised from meeting largely
social goals to advance a neoliberal agenda across national education curricula and
ITE programmes.
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Finally, the evaluative rule ensures that knowledge, skills, values and attitudes
are both taught and acquired. Bernstein (2000) explains that the evaluative rule is
responsible for regulating the “what” and “how” of teaching by setting standards,
legitimating content, determining the form of transmission and regulating the way
that knowledge is distributed to different groups in different contexts. Within the
GlobalCompetence framework, a particular emphasis is placed on pedagogic interac-
tion. This suggests that teachers will need to “act as facilitators in activities” (OECD,
2016, p. 18) to aid the development of Global Competence, and that learner-centred
pedagogy is an “innovative teaching and learningmethod” (p. 18) that should be sup-
ported by “the official curriculum and education authorities” (p. 19). This explicit
focus on pedagogy is intended to ensure that students gain the acquisition of the
skills, attitudes, values and knowledge set out by the OECD in their ideation of the
globally competent individual. In the light of the identified foundation of human cap-
ital theory, the evaluative rule in this context facilitates the socialisation of students
to think, behave and act in certain ways that serve the interests of a globalised labour
market.

The “PISA Effect” and Teacher Education

This analysis of PISA’s Global Competence framework reveals three key findings.
Firstly, by understandingPISA’sGlobalCompetence as a pedagogic device, its capac-
ity to act as a symbolic regulator of consciousness is uncovered. Our analysis of
the Global Competence framework has identified an underlying intent within the
notion of Global Competence which orients education further towards market inter-
ests. Labaree (2014) claims that a certain type of worker is needed to grow market
economies. This has seen theOECD engineer the development of cognitive skills that
are considered necessary for workers in a global marketplace (Labaree, 2014). PISA
performs a crucial function in the development of this human capital production by
not only establishing the criteria for the globalisation of certain skills but providing a
“measure of human capital flows into economies” (Sellar & Lingard, 2013, p. 193).
This has shifted the focus of assessment from understanding what people know or
what people can do, to quantifying “who people are and who they could become”
(Sellar & Lingard, 2013, p. 196). Münch (2014) suggests that this refocused empha-
sis on human capital production keeps local institutions such as schools and ITE
providers in an ongoing state of uncertainty. This presents an opportunity to sub-
tly erode and deconstruct their foundations to conform with PISA’s subscription to
human capital theory. By understanding PISA’s Global Competence as a pedagogic
device, we can see how the framework intends to reshape pedagogic identities by
socialising the skills, values, behaviours and dispositions that advance human capital
production.

Our second finding builds on this conceptualisation of PISA’s Global Competence
as a pedagogic device and proposes that PISA’s Global Competence contributes to
a new form of global pedagogic governance. The OECD signals that data gathered
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from the PISA Global Competence assessment is intended to drive national cur-
ricula reform (OECD, 2016, p. 12). This increasing control over the “what” and
“how” of learning and teaching at all levels of education suggests that the OECD is
positioned to gain increasing governance of the global pedagogic space. Bernstein
(2001) raised concern that governance would be increasingly obtained by pedagogic
means in order to serve market interests. Our analysis of PISA’s Global Competence
framework points to such concerns. Pykett (2009) refers to the way in which ped-
agogic governance is outworked through developing competencies “in every area
of life” (p. 108) rather than regulating actors by external rules or direct instruction.
As previously demonstrated PISA’s Global Competence appears to fulfil this func-
tion by reshaping consciousness, dispositions and desires to address the needs of
the market. Thus, this reorienting of pedagogic identity now seems to align with the
OECD’s core function; that is, to grow market economies (Tröhler, Meyer, Labaree,
& Hutt, 2014). This positions the OECD to better gain symbolic control of the global
pedagogic space, increasing the OECD’s power to govern global education reform
through indirect means.

This increasing alignment between pedagogic governance and social control is
what Bernstein (2001) referred to as a Totally Pedagogised Society (TPS). Singh
(2015) reminds us that a TPS creates new regimes of power by establishing newways
to communicate social control (Singh, 2015). PISA’s Global Competence appears to
provide an important symbolic tool to establish these new routines of introspection
and regimes of power and social control. Bernstein predicted that a move towards
a TPS would reposition education away from being a reproducer of society and
towards playing a leading role in establishing and legitimating society. Our first find-
ing illustrates how the framework is significant in reorienting education to become
a shaper of consciousness, uncovering a new mode of regulation, governance and
social control in the process (Singh, 2017). However, Bernstein’s concern with such
reorientationmoves beyond simply determiningmodes of power and control. Rather,
he argues that such understanding must lead to consideration of how social inequal-
ities are reproduced, resisted, disrupted and transformed “through these new modes
and networks of pedagogic communication” (Singh, 2015, p. 365). To respond to
these concerns, our final finding briefly examines the agents and agencies of symbolic
control.

Our third key finding demonstrates how ITE plays an important role in either
reproducing or disrupting and transforming pedagogic identities. Bernstein (2001)
prompts us to look beyond the surface features of this pedagogic governance to
consider the groups who are expected to acquire these pedagogic identities and the
conditions in which these identities are to be acquired. We return to the notion of
agents and agencies of symbolic control that were introduced earlier in this chapter
to consider how PISA’s “regime of global governance” (Meyer & Benavot, 2013,
p. 7) influences local ITE programmes. From the OECD’s perspective, ITE plays
an important role in enacting PISA’s policies (Lingard & Lewis, 2017) and shaping
and reproducing these new pedagogic identities. For example, the OECD argues that
there is a critical need for ITE to “address and support teachers’ global competence
development” (OECD, 2016, p. 19). It states that “teacher education and professional
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training are crucial to the successful implementationof global competence education”
(p. 19) and, because of this, an entire section of the Global competency for an
inclusive world framework (OECD, 2016) is dedicated to the development of Global
Competence in teachers and teacher preparation programmes. It signals that the
2018 PISAwill evaluate howwell teacher education programmes prepare teachers to
become “globally competent” (OECD, 2016, p. 3). As Bernstein (2000) points out,
new pedagogical practices and curriculum content are easily acquired when there
are systematic means through which to regulate acquisition. The OECD’s intent
to evaluate teacher education programmes signals a strong desire to ensure that
ITE providers produce globally competent teachers who, in turn, can reproduce the
OECD’s interpretation of a globally competent student.

However, institutions such as ITE providers can also play an important role as
shapers of ideas and knowledge and can be “a force for change and development”
(Bernstein, 2001, p. 27). For this reason, agents operating within these institutions,
such as teacher educators and academics, have the potential to disrupt the market-
oriented socialisation of new pedagogic identities and restore notions of global com-
petencies to their original intent. In other words, agencies such as ITE and actors such
as pre-service teachers can be agents of change and transformation. It is here where
Bernstein’s conceptual tools allow us to understand the power of human agency to
transform reproductive power structures, a notion that is central to critical realist
ontology. But in what ways can teacher educators and ITE providers resist, disrupt
and transform this market-driven orientation of global competences? How can ITE
providers best prepare pre-service teachers to gain critical awareness of their work
within an increasingly globalised society? To respond to these questions, we turn to
the field of Comparative and International Education (CIE) to demonstrate how such
scholarship can bring critical awareness to global processes, policies and reforms.

Making a Case for Comparative and International
Education

Teacher education plays an important role in preparing pre-service teachers to have
critical awareness of education reform. Zhao (2010) maintains that teachers “need to
have a broad understanding of globalisation” so that they can “interpret the realities
of globalisation on behalf of their students” (p. 426). He suggests that teachers should
have critical awareness of the impact of international and government policies as well
as the ability and courage to speak up to defend the future of their students. Teacher
education can raise pre-service teachers’ critical awareness by helping them under-
stand “how broader social forces influence schooling and the curriculum” (Wang,
Lin, Spalding, Odell, & Klecka, 2011, p. 116). This understanding can provide pre-
service teachers with the capacity to identify, and the ability to resist and transform,
changes to education policy, structures and curricula (Wang et al., 2011; Zhao, 2010).



44 D. J. Cobb and D. Couch

The field of CIE provides a valuable foundation to prepare pre-service teachers
to engage with these concerns. As CIE is “dedicated to increasing the understanding
of educational issues, trends and policies, through comparative, cross-cultural and
international perspectives” (Comparative and International Education, 2017, n. p.),
it is well equipped to prepare pre-service teachers with this global awareness and
critical insight in two important ways. Firstly, CIE can prepare pre-service teachers
to gain greater critical awareness of their work within an increasingly globalised
society (Robertson & Dale, 2015). When examining CIE programmes at the Uni-
versity of Auckland and Sydney University, Shah, McCormick and Thomas (2017)
found that both programmes promoted an understanding of “the dialectic that exists
between the local and global, but with clear attention to the tensions and clashes
which neoliberal globalisation brings about…[and] critical deconstructions of bina-
ries and taken for granted justificatory narratives” (p. 58). The intent to develop such
a critical awareness of global and local influences on education is an important first
step in resisting the production and reproduction of market-oriented pedagogic iden-
tities. In this regard, CIE can prepare pre-service teachers with the knowledge, skills,
attitudes and behaviours to expose, critique and resist harmful educational reforms
(Robertson, 2008, 2016).

Secondly, CIE can provide pre-service teachers with an authentic understand-
ing of cross-cultural awareness. Much CIE scholarship places value on the cultural
knowledge, values, practices and beliefs, and this has the potential for pre-service
teachers to develop an authentic, rather than a market-driven interpretation of cross-
cultural awareness. For example, O’Sullivan, Maarman, and Wolhuter (2010) found
that pre-service teachers undertaking CIE classes in Ireland and South Africa devel-
oped a much broader and critical understanding of education, which strengthened
teachers’ abilities to teach in multicultural classrooms. This example is one of many
which shows that CIE is an important field of scholarship for raising authentic,
cross-cultural awareness of the dynamic relationships between global and local sites
of education. It, therefore, has a powerful role to play in supporting agents such as
academics, teacher educators and pre-service teachers with the knowledge to resist,
disrupt and transform market-orientated interpretations of what it means to be a
globally competent citizen.

Conclusion

Bernstein (2000) prompts us to make notions of power and control visible in any new
educational reform so we can challenge and transform hidden assumptions that lead
to unequal outcomes. In this chapter, we have identified and critiqued the socialising
function of PISA’sGlobal Competence and considered this in the light of the intended
widespread reforms for ITE. Through a Bernsteinian analysis of the conceptual
grammar within the OECD’s Global competency for an inclusive world (OECD,
2016) framework, we have uncovered three key findings. Firstly, we conceptualised
PISA’s Global Competence as a pedagogic device to demonstrate how it has the
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capacity to act as a symbolic regulator of consciousness. We showed how this has
the potential to rescript pedagogic identities to facilitate the production of human
capital for the global labour market. Secondly, we demonstrated how PISA’s Global
Competence is one of several symbolic tools produced by the OECD to construct
a new form of global pedagogic governance. We theorised that this shift reflects a
move towards what Bernstein referred to as a TPS by aligning pedagogic governance
with social control. Finally, we considered how ITE could play an important role in
either reproducing or disrupting and transforming the socialising function of PISA’s
Global Competence. We suggest that the field of CIE is integral to support ITE
programmes to (1) prepare pre-service teachers to gain greater critical awareness of
their work within an increasingly globalised society; (2) prepare pre-service teachers
with the knowledge, skills, attitudes and behaviours to expose, critique and resist
harmful education reforms. In thisway,we argue that engagementwithCIEwill better
prepare pre-service teachers for uncertain futures within an increasingly globalised
educational landscape.
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Chapter 4
Classroom-Ready Teachers: Who Is
Responsible? Exploring Supervising
Teacher Identity and Practice
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Abstract Initial teacher education (ITE) in Australia is currently under reform, par-
ticularly in light of the 2014 review by the Teacher Education Ministerial Advisory
Group (TEMAG). This review renewed the call for the responsibility for ITE to be
shared between schools and higher education providers. Since the work of supervis-
ing and assessing pre-service teachers (PST) in schools primarily falls to classroom
teachers, this research explores the attitudes of a small group of supervising teachers
towards shouldering this responsibility. It does this by adopting the lens of symbolic
interactionism to examine the development of teacher educator identities among
supervising teachers, the impact of environment and the supervising teachers’ prac-
tices as a result of their identities. The data from the four one-to-one interviews
highlight the teacher identities and how the teachers view themselves and their roles
and responsibilities in ITE. The school environment is identified as an important
enabling or disabling factor in effective supervision of PST. The results also draw
attention to the relatively new issue of the assessment of PST against the Australian
Professional Standards for Teachers (AITSL) and the supervising teachers’ knowl-
edge of and confidence with these Standards.
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Introduction

In a time of great change for education, the quality of initial teacher education (ITE)
is under scrutiny in Australia and around the world. Over the last ten years, many
reviews have been commissioned with the purpose of evaluating and analysing the
effectiveness of the systems which prepare new teachers (Caldwell & Sutton, 2010;
Carter, 2015; Donaldson, 2011). Their findings are often reflected in policies which
present new challenges for those involved in ITE.

One of the emerging principles of the 2014 Australian report into initial teacher
education entitled Classroom Ready Teachers (Teacher Education Ministerial Advi-
sory Group [TEMAG], 2014) is that “Initial teacher education providers, teacher
employers and schools must share a commitment to improve initial teacher edu-
cation and work in partnership to achieve strong graduate and student outcomes”
(TEMAG, 2014, p. ix). This statement implies a willingness from all contributors
to work towards this improvement. Another focus outlined is the need for “robust
evidence that all graduate teachers meet the Graduate level of the Professional Stan-
dards” (TEMAG, 2014, p. x). Amidst such calls for shared commitment to ITE, and
measurable evidence of pre-service teachers’ (PST) “classroom readiness”, is uncer-
tainty around where the responsibility lies for both the teaching and the assessment
of PST during professional experience or practicum.

In an attempt to address this uncertainty, this chapter focuses on the important role
of the supervising teachers who work with the PSTs during their professional expe-
rience placements. It will discuss a small-scale research project, with the research
aim:—To what extent do supervising teachers see themselves as responsible for ITE?
The research questions are:

1. How do supervising teachers define their role in ITE?
2. What tasks do supervising teachers perceive as their responsibility in ITE?
3. What tasks do supervising teachers perceive as the university’s responsibility in

ITE?
4. What are some factors that support or hinder supervising teachers’ commitment

to ITE?

In the research, supervising teachers are asked about what they see as their respon-
sibility to teachPSTduring professional experience and how they feel about assessing
PST against the Australian Professional Standards for Teachers (Australian Institute
of Teaching and School Leadership [AITSL], 2014a). The discussion leads to the
identification of a variety of developing initial teacher educator identities within the
role of supervising teacher.

Literature Review

Reflecting international trends, over the last fifteen years in Australia, public interest
in the quality of ITE has remained high. Elliott-Johns suggests that decisions around
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how universities and education systems prepare teachers have become “everyone’s
business” (2015, p. 99). As a result, state and federal governments, as well as other
key stakeholders, have commissionedmultiple reviews of ITE.A common element in
the findings from all these reviews is the importance of sound relationships between
schools and higher education providers (House of Representatives StandingCommit-
tee on Education and Vocational Training [HRSCEVT], 2007; Caldwell & Sutton,
2010; TEMAG, 2014).

Despite all the positive rhetoric, there is ample evidence that the forming of
partnerships in ITE is far from simple. TEMAG admonishes universities and schools
for “not effectively working together in the development of new teachers” (2014,
p. ix), whilst Caldwell and Sutton (2010, p. xix) recognise that there are “sound
intentions” on the part of key stakeholders; they highlight that this does not guarantee
a positive experience for PST. More recently, Le Cornu confirmed the need for high-
quality partnerships, describing them as “those that involve a shared responsibility
by the stakeholders for ITE and a willingness to work together” (2015, p. 16). She
added that the changes required for both “restructuring” and “reculturing”, as a result
of recommendations from TEMAG (2014) will take considerable time and effort (Le
Cornu, 2015, p. 17). Considering that any changes to professional experience will
significantly impact on the work of supervising teachers, it would be helpful to listen
to their experiences and insights into professional experience to inform future policy.

Perceptions of Supervision of ITE as a Professional
Responsibility

There exists conflicting evidence on the question of whether supervising teachers,
as major stakeholders in professional experience, see their involvement in ITE as a
facet of their professional responsibility (Lynch & Smith, 2012). Iancu-Haddad &
Oplatka (2009) suggest that teachers’ views about their responsibility to mentor PST
aremore complex, with external forces placing extrinsic motivations whichmay then
develop into intrinsic, more altruistic incentives as relationships develop and benefits
emerge. Supervising teachers’ views are impacted by a number of influences, some
personal and some environmental.

For example, the attitudes a supervising teacher takes into the mentoring relation-
ship have profound impacts (Ambrosetti & Dekkers, 2010). Research shows these
attitudes are quite individual, influenced by past experiences of mentoring, including
personality matches (or mismatches) with PST, and past successes or failures (Kwan
&Lopez-Real, 2005; Uusimaki, 2013). Van Velzen, Volman, Brekelmans, andWhite
(2012) refer to a number of reasons why teachers may be reticent to accept a super-
visory role, including the idea that they may feel that their practical knowledge is
undervalued in comparison to ‘university knowledge’ and an underlying attitude of
individualism, where “going into a teacher’s classroom is considered an intrusion”
(p. 231). One of the deciding factors of whether a teacher sees it as his/her responsi-
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bility to supervise a PST may be whether or not this task aligns with his/her sense of
what it means to be a professional. However, it is difficult to find current literature
that has asked if this is so.

The willingness of teachers to take on supervisory roles can also be linked to how
the role is perceived by others (Levine, 2011). If it is valued and rewarded, teachers
are more willing to take on the extra work that it entails. Factors such as recognition
of teachers’ supervisory work with PST from executive staff (Ievers et al., 2013),
training for the role (Bradbury &Koballa, 2008; Hudson & Bird, 2015) and financial
reimbursement are examples of how this has been achieved. Clarke, Triggs and
Nielson also point out that “Co-operating teachers are first and foremost teachers
of children” (2014, p. 185). They are balancing their ITE role with this primary
responsibility (Graham, 2006). In an already busy job, many teachers believe that it
is unrealistic to take on the responsibility for teaching yet another learner.

Assessing Pre-service Teachers’ “Classroom Readiness” Using
the Australian Professional Standards for Teachers

A recurring theme in research on how supervising teachers see themselves as stake-
holders within ITE is the confusion around the role of the supervising teacher. This
is well documented in the literature, manifesting itself in ample discourse around
teachers’ roles as ‘mentors’ versus ‘supervisors’ (e.g. Ambrosetti & Dekkers, 2010;
Hudson & Millwater, 2008). The debates around these two terms seek to clarify the
responsibilities of the supervising teacher in the seemingly conflicting task of set-
ting up a supportive relationship with the PST in order to support and guide them,
whilst simultaneously serving the role of assessor of their PST ‘classroom readiness’.
Some papers set up these roles as a dichotomy, suggesting that one has preference
over the other (Christie, Conlon, Gemmell, & Long, 2004). However, more fre-
quently in current research (Ievers et al., 2013; Levine, 2011; Spendlove, Howes,
& Wake, 2010), the words of Ambrosetti and Dekkers (2010, p. 43) are reflected;
“Despite the highlighted differences between mentoring and supervision, mentors
in pre-service teacher education engage in both mentoring and supervisory roles”.
Supervising teachers are commonly seen as the most pivotal influence on a PST
success in professional experience (McCarthy & Quinn, 2010), and yet they often
express a lack of confidence in what it is that they are expected to do. It could be
argued that confidence in assessing PST competence will be addressed as supervis-
ing teachers become increasingly familiar with theAustralian Professional Standards
for Teachers (AITSL, 2014a). Universities and school systems now have a common
set of criteria and a shared language around teacher competency against which PST
are measured. Indeed, Recommendation 23 of the TEMAG report states that “Sys-
tems/schools be required to use the Australian Professional Standards for Teachers
in identifying highly skilled teachers to supervise professional experience” (2014,
p. 33), whilst Recommendation 25 dictates that “Higher education providers assess
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all pre-service teachers against the Graduate level of the Professional Standards”
(p. 39). However, in this uncertain period of determination what may or may not
constitute as evidence against the Australian Professional Standards for Teachers
(AITSL, 2011), the appropriateness of their use as a “control device” (Buchanan,
2017, p. 123) may be questioned. Spendlove, Howes andWake warn, from a UK per-
spective, that the difference between the interpretation of professional Standards by
supervising teachers and university-based educators can lead to breakdowns in part-
nerships and “an impoverished view of what it is to be a professional” (2010, p. 75).
Indeed, some research indicates that the discourse around the use of the Australian
Professional Standards for Teachers (AITSL, 2011; AITSL, 2014a) for assessing
PST “emphasises a divide between the university and school components of initial
teacher education” (Leonard, 2012, p. 60) which is the very opposite to what was
intended. As part of the research presented in this chapter, the experiences and views
of a number of supervising teachers regarding their use of Australian Professional
Standards for Teachers (AITSL, 2011) as assessment criteria for “teacher-readiness”
will be presented.

Teachers’ Identity as ‘School-Based Initial Teacher Educators’

The development of teacher identity is a well-researched area, particularly in regard
to newly graduated teachers as they move into the classroom as professionals
(Beauchamp & Thomas, 2011; Morrison, 2014; Roehriga, Bohnb, Turnerc, & Press-
ley, 2008). However, research into more experienced classroom teachers’ sense of
identity as educators of PST focuses more on teachers within the higher education
system, particularly those moving from the school sector (Klopper & Power, 2014;
McDonough&Brandenburg, 2012;Murray, 2014;White, 2014).Whilst somewould
say that, within discussions of ITE teacher identity, “the voices ofmentor/cooperating
teachers are noticeably absent” (Clift, 2017, p. 225), some work has been done to
remedy this imbalance. Forgasz (2017) focuses on supervising teacher’s experiences
through self-study research, alluding to the change in university-based educator iden-
tities implicit in the development of the new idea of supervising teachers as “school-
based teacher educators” (p. 219). The research presented in this chapter seeks to
contribute to the exploration of these growing teacher identities.

Conceptual Framework

In this chapter, a conceptual model based on symbolic interactionism (Dillon, 2013)
structures the discussion of the findings and makes meaningful links between the
research questions. Blumer, the father of symbolic interactionism said, “Human
beings act toward things on the basis of the meanings that the things have for them”
(as cited in Flick, 2009, p. 58). The research sought to explore how participants’ view
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their identity as initial teacher educators and how this impacts on what they see as
their responsibility to do as supervising teachers. Tracy (2013) explains the codepen-
dence that symbolic interactionism gives to identity, action and environment. Does
a teacher’s involvement in ITE (action) mean they see themselves as responsible
as initial teacher educators (identity)? What factors (environment) contribute to the
perception of this identity as an initial teacher educator?

Methods

Sampling Decisions

Purposive sampling (Punch, 2009) was utilised for this project with the deliberate
choice of four primary school teachers who had previously demonstrated a com-
mitment to ITE by mentoring at least five PSTs. These particular participants were
selected because of their ability to “purposefully inform an understanding of the
research problem” (Creswell, 2013, p. 156). The fact that these teachers were local
and known to the researcher through their involvement in a regional university pro-
fessional experience program, also ensured the ready access and ease of contact
typical of convenience sampling (Punch, 2009). The sample included a mix of male
and female respondents, across Catholic and public schools systems, with a variety
of teaching experience (10–21 years).

Data Collection and Analysis

The project utilised semi-structured one-to-one interviewing as a method of data col-
lection. Interviews were arranged at times and venues convenient to the participants.
Giving participants the control over these two factors was designed to go some way
to addressing any negative consequences of “the interviewer effect” (Denscombe,
2010, p. 278) which may have been felt by participants who had worked with the
researcher in professional experience programs.

Interviews, ranging from 25min to one hour, were recorded using a video recorder
which assisted in the accuracy of transcription. The data were then analysed using the
logical sequence of steps appropriate for qualitative data outlined byCreswell (2013).
The names of the teachers and their associated schools were de-identified tomaintain
privacy as an ethical consideration and to allow the teachers to speak freely (Creswell,
2013). Data were organised initially under research question headings to ensure
“coherence of the material” and focus on central issues within the research (Cohen,
Manion, & Morrison, 2007, p. 468). The small number of participants negated any
need for software, so all data analysis was manual.
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Throughout the transcription of the interviews and on a first reading of the data,
memos were recorded, noting common ideas or contradictions. The data were then
coded, and contrasts and comparisons were drawn. For some research questions,
tables of participant responses were designed. The researcher moved between the
data, the initial record of ideas and the identified themes a number of times to seek
meaning in the participants’ responses, as central ideas began to be clarified with
further analysis.

In order to describe the data, a one-page summary identifying the themes for
each research question was compiled. This included supporting quotes from the
interviews. In an example of iterative analysis (Srivastava & Hopwood, 2009), these
themes were then incorporated under the relevant research question, to ensure that
the data were addressing the overarching research aim.

Addressing Validity and Reliability

As a part of the implementation of any research project, its worthiness and schol-
arly value must be evaluated with honesty and rigour. The qualitative nature of this
project required this to be approached through the examination of the credibility,
transferability and confirmability of the research process.

To ensure its authenticity through an examination of credibility, member checks
were incorporated into the research process three to four weeks after the interviews.
Participants were offered the opportunity to read the findings chapter to check the
accuracy of the researcher’s interpretation of what they had expressed, before the
discussion chapter was written. No changes were requested by any participant. This
not only gave value to what participants had shared but was an important process to
guarantee that their perceptions and experiences had been accurately captured by the
research.

As far as its applicability to other contexts, the researcher adopted the stance
of Lincoln and Guber (as cited in Cohen et al., 2007) that the responsibility of a
qualitative researcher does not lay in guaranteeing external validity, but in providing
quality data and analysis to enable readers to make their own decisions about its
generalisability. This sample does not attempt to be representative, but the research,
in presenting thick descriptive data, should enable “the reader to judge the trans-
ferability of findings to other situations” (Punch, 2009, p. 316). Confirmability has
been maximised through carefully written letters and discussions with participants
outlining research purposes, audience and possible outcomes.
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Findings

Teacher Identities in ITE

In seeking to address Research Question 1: How do supervising teachers define
their role?, participants were asked to define their role in ITE and present ways
in which they support PST during professional experience. Responses confirmed
and expanded current literature with the roles of supportive mentor and model of
teaching practice being expressed by all supervising teachers (Ambrosetti&Dekkers,
2010; Clarke, Triggs, & Neilson, 2014; Hudson & Bird, 2015). The three more
experienced participants also highlighted the importance of allowing their PST to
develop their own teacher identity. Participant 3 expressed this as being able to let
go of control “…so that they can put their own spin, begin to find their own teaching
style in the classroom and develop their own way of adapting to the profession.”
The participants presented varied responses in regards to their views about assessing
PST. Through their responses, participants gave insights into not only how they saw
themselves in the role of supervising teacher, but also fromwhere these perceptions of
identity originated. Symbolic interactionism is useful when analysing roles (Turner,
Abercrombie, & Hill, 2006) and, in this research particularly, looking at the factors
behind the evolution of these roles.

The development of participants’ identities as ‘initial teacher educators’ was
clearly impacted by their experiences of engaging in professional experience as PST
themselves. All four participants identified either positive or negative experiences
(Johnston, 2010) as instrumental in them volunteering to supervise PST. This, in turn,
influenced how they perceived their role. For example Participant 4 who related sto-
ries of her own professional experience in which she felt “useless” and “confused”,
saw her role in terms of providing both professional and personal support. “You’re
really caring for them” and “It’s a bit like being a Mum.” Participant 3 who recalled
working very hard to achieve excellent results as a PST expressed her role in terms
of setting high expectations. “I normally tell them what I expect…I tell them that
if I don’t have a lesson plan on my desk in the morning then I’m not going to be
impressed.”

In addition, participants’ experiences of supervising a number of PST affected the
way in which they expressed their sense of identity in this role. This is particularly
the case when participants related stories of supervising PST who had struggled to
satisfy requirements for professional experience. Supervising teachers’ reactions to
this challenge varied,with someparticipants feeling their primary role in this situation
as “gatekeeper to the profession” (Clarke et al., 2014) or “quality controller” (Kwan
& Lopez-Real, 2005). Others saw this as an opportunity to mentor PST to success
(Graham, 2006; Hall, Draper, Smith, & Bullough, 2008). Symbolic interactionism
describes this development of identity through interaction with others as a complex
and dynamic process. “I know who I am and I know how to respond and behave in
a given situation because I have learned from others’ attitudes toward me” (Dillon,
2013, p. 275). There were quite different perceptions of the role of supervising
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teacher, and they were found to have a significant impact on how the participants
then carried out their role in ITE.

The responses to this research question closely reflected the current research on
roles of supervising teachers (Ambrosetti &Dekkers, 2010; Hall et al., 2008; Hudson
&Millwater, 2008). This included the conflicts teachers had about their professional
identities within ITE when they recognised their responsibility to both mentor and
assess PST classroom readiness. Participant 4 said, “I have a problem in that I’m too
positive. I find it difficult unless I talk to someone like you (researcher) who is their
supervisor who can ask those really defined questions”. However, it is difficult to find
research like this, which has sought to understand the reasons behind the differences
in teachers’ interpretations of the role of supervising teacher and what impact this
may have on their supervising practice or priorities.

How Teacher Identities Impact Teacher Action in ITE

Another way in which this project examined teachers’ sense of their responsibility in
ITE was through Research Questions 2 and 3—What tasks do supervising teachers
perceive as their responsibility in ITE? What tasks do supervising teachers perceive
as the university’s responsibility in ITE?

Symbolic interactionism sees significance in the interaction between how peo-
ple see themselves, or their identity, as discussed above, and the resulting ways in
which they act. This is described as “agency and action” by Denzin (2004, p. 120).
This interaction was clearly demonstrated when participants were asked to name the
skills, knowledge and attitudes which were their responsibility to teach to PST and
which were the responsibility of the university. These research questions yielded a
great variance in responses which mirrored some of the literature around the lack of
communication between schools and universities about expectations of supervising
teachers (Bradbury & Koballa, 2008; Christie et al., 2004; Jaipal, 2009). However,
what was interesting was how the participants’ individual answers aligned closely
with their expressions of initial teacher educator identities.

Participants concurred that some aspects of the profession, like behaviour man-
agement and working with the curriculum, were their responsibility to teach PST.
However, it was the differences in responses, which illustrated that agency results in
particular actions. For example, Participant 1, who saw the supervising teacher role
in terms of explicit modelling and provision of feedback, emphasised the responsi-
bility to pass on practical skills like setting up programs and choosing appropriate
resources. In contrast, Participant 4, who described her identity as a supervising
teacher in more personal and supportive terms, named the development of relational
skills such as diplomacy and professionalism, along with the encouragement of a
positive attitude, as important things to teach. Participant 3, who identified as a super-
vising teacher who mentors PSTs into working within the school community said
this, “It’s my responsibility to actually allow the PST to see what the whole teacher
role is and it’s my job to be able to take them with me, introduce them to community
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members, have conversations, see my discussions, be a part of community events
that happen within the school.” When asking the question of the extent to which
teachers see themselves as responsible for ITE, it is interesting to see the differences
between the perceptions of their responsibilities, and how these are influenced, not
so much by a guide or checklist provided by the university, but by the priorities of
the individuals, based on their sense of identity as an initial teacher educator.

Participants 3 and 4 mainly identified areas of knowledge that should be taught
by universities: “understanding curriculum, understanding programming, societies
in context (things like that)”, reflecting their own sense of responsibility as being
to pass on practical skills and attitudes during professional experience. In contrast,
those who identified as models of pedagogy and providers of assessment expected
skills and attitudes to be taught in the higher education setting. Participant 1 expected
the university to “teach correct structure of planning and programming. I don’t think
that’s our responsibility as teachers. I think they need to come into the school know-
ing that already”, whilst Participant 2 stated “It’s the university’s responsibility to
make clear the expectations of the prac with regard to things like preparation and
being professional” Interviews suggested these views emerged from negative expe-
riences with supervising PST. Johnston’s work on difficult professional experience
placements, advocates that the university has a role in “making students aware of
the importance of developing strong working bonds with teachers and helping them
develop a repertoire of strategies that will enable them to interact positively with
colleagues” (2010, p. 318). The responsibility for teaching the complex combination
of knowledge, skills and attitudes required to become a teacher is not something that
can be clearly divided between the providers of ITE in higher education and school
settings. Nevertheless, it is useful to look at the motivations that underpin whether
teachers see themselves as responsible and how the perception of their identity influ-
ences their associated practice towards mentoring PST.

The Impact of Environment on the Development of ITE
Identities

In the investigation of supervising teachers’ sense of responsibility in ITE, Research
Question 4 was posed:—What are some factors that support or hinder supervising
teachers’ commitment to ITE?

Responses contributed to an overall picture of teacher experiences and possible
directions for encouraging others to take on the responsibility of teacher identities
in ITE. Symbolic interactionism acknowledges the impact that environment has on
how people develop their identities and how they enact these identities. “We interact
with ourselves and others differently in different social environments because of the
different meanings and expectations characterizing those contexts” (Dillon, 2013, p.
218). This research raised three main points when looking at what factors supported
or hindered participants in terms of the social environments of ITE.
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School Community in Which the Participant Operated

Different participants raised the level of support given by the whole school com-
munity to themselves as supervising teacher and to their PST, as a factor of support
or hindrance to their role. Participant 3 explained, “It’s not just me who takes the
student on, we take a student on. Yeah, they follow me around but the support the
staff gives a PST is important.” Conversely, Participant 4 said, “It’s hard when there
are multiple colleagues to interact with and they are not prepared to guide your
allocated prac student in tandem with you, or in the rare case of your absence.” If
initial teacher educator identities are developed through interactions, there seems an
argument for greater collaboration around ITE within school communities. These
findings support a number of pieces of research which advocate the idea of groups
of supervising teachers developing a ‘community of practice’ or the development
of approaches which see PST supervised by a team of teachers, rather than one
(Johnston, 2010). This is an area in which further research and trialling of alternative
models of supervision would be useful.

Relationship with the University

Again, in both positive and negative terms, participants identified their relationship
with the university as a factor that either encouraged or discouraged them to take
on the identity of an initial teacher educator in the school setting. All participants
stated that well-prepared students and clear guidelines from the university as key
influence on their sense of agency as supervising teachers. Whether satisfied or
dissatisfied with their experiences with the university, participants agreed that early
communication from university staff to clarify expectations, along with support with
the task of assessing PST against the Australian Professional Standards for Teachers
(AITSL, 2011), would help supervising teachers to feel more confident in taking on
the responsibility of ITE.

The interviewees’ sense of satisfaction with PST preparedness reflected the
teacher identities highlighted above. Those who prioritised relationship building and
development of the PST professional self seemed happy with the university prepa-
ration, working from the point of their PST readiness. In contrast, the “gatekeeper”
participants expressed dissatisfaction at having to take responsibility for what they
perceived as the role of the university. Research which draws attention to misunder-
standing of the role and responsibilities of universities and schools in ITE is not new
(Bradbury & Koballa, 2008; Christie et al., 2004; Lynch & Smith, 2012). However,
this research has raised the idea of the intrinsic link between how teachers see their
identity as a supervisor of PST and the extent to which they see themselves respon-
sible for certain tasks within this role. If schools and universities worked together
to explore, articulate and value this unique identity of initial teacher educator in the
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school setting, teachers might be more open to taking on this responsibility as a
partner in ITE.

The Implementation of the APST

The implementation of the Australian Professional Standards for Teachers (AITSL,
2014a) as the assessment criteria for the professional experience component of ITE
(AITSL, 2011; TEMAG, 2014) was seen as an enabler or a hindrance by differ-
ent participants in this research. Those who had graduated since the introduction of
the Australian Professional Standards for Teachers (AITSL, 2014a) felt comfortable
with using them as both a formative and summative assessment tool. Conversely, the
two participants who had graduated at an earlier date, and who have not yet reac-
credited, were less confident (AITSL, 2014b). Participant 3 saw it as a challenge and
opportunity to become familiar with the Standards for ongoing professional devel-
opment, “The (Standard) descriptors are good…they help me know what I’ve got be
teaching”. However, Participant 4 saw the reporting of PST against the Australian
Professional Standards for Teachers (AITSL, 2011) as a hindrance to her fulfilling
her perceived role, “I’m happy to judge if someone has what it takes but I wish I
didn’t have to use the Standards. I want to be able to really say what they can do
and where they sit and ticking boxes about teaching Standards tells you nothing”.
Both nationally and internationally, recent literature notes this same tension (Bahr
& Mellor, 2016; Hudson, 2009; Spendlove et al., 2010). Supervising teachers’ atti-
tudes towards assessing against the Australian Professional Standards for Teachers
(AITSL, 2014a) is an areawhich could be explored in greater depth as this variance in
supervising teachers’ views about using these Standards has an impact on the extent
to which they feel responsible in ITE. If teachers embrace theAustralian Professional
Standards for Teachers as a valid framework for evaluating professional competency
(AITSL, 2011), they may be more willing to share this task of evaluating PST with
higher education providers. However, if teachers have not invested in the value of
the Australian Professional Standards for Teachers as an evaluative tool, or feel that
their professional judgement is being undervalued, they will be less likely to accept
responsibility within an ITE program.

Conclusions and Implications

This research proposes that the extent to which teachers feel responsible for ITE is
determined by their own initial teacher identity, which has been formed by a complex
combination of personal experiences and environmental factors. Since environmental
factors are the only variables that to some extent may be controlled, this research has
significance for the development of more effectivemodels of professional experience
within ITE, based on changes to these environmental factors.
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Recognition of the Valuable Role of Supervising Teachers in
ITE

The first implication from this study regards the role of universities and school sys-
tems in the recognition of supervising teachers as vital school-based initial teacher
educators. As new initial teacher educator identities are developed, it will be essential
to promote and value these. One way is a recognition of the importance of train-
ing supervising teachers for their important role in ITE (Hudson, 2010; McQuillin,
Straight, & Saeki, 2015). Training programs already exist for supervising teach-
ers (e.g. Mentoring for Effective Teaching; AITSL Supervising Teacher Modules).
However, such programs need to be continually updated to address the changing
nature of ITE and be made readily available to supervising teachers with incentives
for completion. Another area for consideration is further recognition of this role
within the model of professional accreditation. Supervising teachers are rewarded
financially, but there is room to explore systems for rewarding them professionally,
both informally and formally (Price & Willett, 2006; Uusimaki, 2013; Walkington,
2007). Perhaps promotional positions could be made available or specific positions
introduced in effectivementoring. If teachers are to be expected to share in the respon-
sibility of initial teacher education as highlighted in the literature, then government
bodies need to explore new ways to recognise and reward teachers who are willing
to share their experience and expertise.

A Collaborative Approach to the Supervision of PST

The findings of this research emphasise the impact of the school community on
a teacher’s experience of their school-based initial teacher educator identity. The
implication is that if the school environment is more collaborative in its approach
to ITE, teachers would be more confident to take on the responsibility of supervis-
ing a PST. It would be interesting to investigate PST perceptions of collaboration
in school communities and its impact on their experience. Some work has been
done on implementing pilot programs which incorporate collaborative supervisory
roles (Johnston, 2010). However, further studies could be done on investigating the
characteristics and practices of existing supportive school communities, to design
professional experience placement systems in which both the PST and the supervis-
ing teacher are well supported. By developing a whole school community model for
better supporting PST and supervising teacher during professional experience, other
schools could adopt and adapt the model to enhance the practices within their own
contexts.
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Using the APST to Assess Classroom Readiness

The findings have highlighted a tension in the implementation of the Australian
Professional Standards for Teachers (AITSL, 2014a) in the area of professional
experience in ITE. Despite efforts to familiarise teachers with the Standards, the
findings of this research suggest that not all supervising teachers are convinced of
their usefulness as a tool for assessing PST on their classroom readiness. New ways
need to be explored to support supervising teachers to have a deeper understanding
of the Australian Professional Standards for Teachers and how they can be used to
effectively assess PST development and demonstrate evidence of practice. Universi-
ties can play a vital role by providing professional learning for teachers which will
further enhance the school–university partnerships advocated in the literature and
ITE reviews. Whether they are comfortable using the Standards or not, the intro-
duction of the Australian Professional Standards for Teachers has changed the way
supervising teachers see and feel about their role, and therefore enact it. Whilst
there is some research into teachers’ attitudes towards evaluating their own practice
against the Australian Professional Standards for Teachers (AITSL, 2014b), there
is little literature around their experiences, views and approaches to assessing PST.
By exploring supervising teachers’ experiences of using the Standards as an assess-
ment tool, further information can be gathered to better understand and evaluate the
implementation of the Australian Professional Standards for Teachers in ITE.

To sum up, this research provides a worthwhile contribution to the discussion
of developing supervising teacher identities within the changing landscape of ITE
and professional standards. Limitations include the small scale of the study and the
researcher’s knowledge of participants. However, the findings indicate that further
work on a larger scale could build on understandings of the changing identities of
initial teacher educators within the school setting.
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Chapter 5
Listening to Mentor Teachers’ Voices in
Uncertain Times

Ruth Radford, Kerry Howells and John Williamson

Abstract One characteristic of the uncertain times in teacher education is the com-
plexity involved in operationalising the various standards and policy documentswhen
little attention is given to how best to use the time in school-based practicum so that
it is both educative and purposeful. This is a “wicked problem” to which various
theories and literature miss the mark if not informed by those at the coalface. We
argue that to navigate this complex terrain we need to include the voice of the mentor
teacher. Up to this point, there has been a global silence on the crucial importance of
this voice. Yet, in many instances, the mentor teachers develop considerable exper-
tise and professional judgements about how to produce confident, capable, resilient
and reflective novice teachers. This voice needs to be recognised and listened to in,
not only informing policy and articulating standards but in bridging the gap between
policy and practice. Our research investigated how mentor teachers, working within
a program where pre-service teachers had significant amounts of practicum time,
and in a context of high Education Needs Index schools, understood teaching pre-
service teachers to teach. Through qualitative inquiry using the method of a case
study, this chapter investigates the views of 30 mentor teachers across 12 schools
(both primary and secondary). The broad themes from our data analysis are rela-
tionships, reciprocity, responsibility and reflection. We argue that these aspects add a
rich and crucial dimension to standard statements and pedagogy around school-based
mentoring.
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Introduction

These are uncertain times for teacher education. In this chapter, we examine the role
of school-based mentor teachers in initial teacher education and the interpretation
of teaching standards as a guide to action. We believe that teachers in schools, who
take on the role of mentoring pre-service teachers, have the potential to provide
significant guidance to policy and practices around teacher education. We agree with
scholars who have noted that their voices are not given sufficient prominence in
teacher education research or policy (Cochran-Smith & Zeichner, 2010; Hagger &
McIntyre, 2006; Yendol-Hoppey, Jacobs, & Dana, 2009).

Much teacher education research conveys a negative message about pre-service
teachers’ experience in schools. This time has been described as a “wicked problem”
(Southgate, Reynolds,&Howley, 2013) and a “vexed issue” (LeCornu, 2016). Schol-
ars explain that teachers who mentor pre-service teachers primarily understand their
role as renters of a “safe site” (Hobson, Ashby,Malderez, &Tomlinson, 2009), where
the pre-service teachers are “guests” in the classrooms (Valencia, Martin, Place, &
Grossman, 2009) and keeping the peace and being polite becomes more important
than teaching about teaching (Cain, 2009). Beliefs that teaching is “caught rather
than taught” prevail (Southgate et al., 2013). When mentor teachers see their role as
merely a “giver of space” for practice, it is likely that they give little thought to their
responsibility as a teacher of teaching. Certainly, there is a lack of clarity about the
mentor teacher role (Hamel & Jaasko-Fisher, 2011). They generally appear to inter-
pret their role as nurturers (Hennissen, Crasborn, Brouwer, Korthagen, & Bergen,
2011) providing emotional support rather than focus on pedagogy. Yet research on
the role of mentor teachers argues that teachers taking on the mentoring role should
understand that they are school-based teacher educators (Feiman-Nemser, 1998)
responsible for “an intentional set of experiences and learning” (Darling-Hammond
& Lieberman, 2012, p. 162).

Educative Mentoring

Most countries have standards that guide best practice at different stages of teaching.
In the Australian context, these are the Australian Professional Standards for Teach-
ers (AITSL, 2011). When Australian teachers reach the most experienced or “lead
teacher” level, they are expected to be “skilled in mentoring”. To do this, they lead
processes and initiatives; support and assist colleagues; demonstrate, model, initiate
collaborative relationships and implement professional dialogue (AITSL, 2011). As
with all standards documents, it is the interpretation within educational communi-
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ties that gives meaning to these broad statements. Nevertheless, these teachers are
described as highly sophisticated in their knowledge, understanding and skills. They
are educative mentors (Feiman-Nemser, 1998). Here, we investigate the literature to
see what educative mentoring involves as a basis for situating our data that analyses
how a group of mentor teachers understood teaching pre-service teachers to teach.

Educative mentoring focuses on student learning and is reform-minded (Wang
& Odell, 2006) and has been variously described as constructivist, learner centred,
responsive and teaching for understanding (Cohen, McLaughlin, & Talbert, 1993).
It is teaching that aims to make learning visible and holds a commitment to assist all
students to succeed (Hattie, 2012). Hence, teachers must “suspend habitual notions
that presume sameness” (Ball & Cohen, 1999, p. 9) and base their teaching on a
deep understanding of diversity. This is demanding teaching and must be learned
in practice because “teaching occurs in particulars—particular students interacting
with particular teachers over particular ideas in particular circumstances” (Ball &
Cohen, 1999, p. 10).

In seeking to establish approaches to mentoring practice that are educative, the
more expert educator must not only take on responsibility for an intentional set of
experiences but also a responsibility for relationships. This means maintaining an
understanding of how relationships are inextricably connected with learning (Hattie,
2012). Considering responsibility for relationships invites us to consider notions of
interconnectedness, theways relationships support and foster a sense of responsibility
for the other. Underpinning the idea of interconnectedness is the argument that our
sense of self, our developing mind, and our confident practice is “a choreography of
co-action” (Gergen, 2009, p. 137).

Mentored learning to teach means having a deep sense of the value of situated
classroom learning (Brown, Collins, & Duguid, 1989; Lave & Wenger, 1991). The
mentor teacher encourages the “legitimate peripheral participation” (Lave&Wenger,
1991) of the novice in the authentic tasks of teaching (Ball &Cohen, 1999). Teaching
performance is assisted with consciously chosen tasks that are within reach of the
novice because readiness and the “zone of proximal development” (Vygotsky, 1978,
p. 86) or level of potential development has been assessed. This process is described
as “scaffolding”. As the mentor teacher provides opportunities for assisted perfor-
mance, it is the meaningful dialogue, where the “expert’s” thinking is made visible
(Collins, Brown, & Newman, 1989), that builds the pre-service teacher’s capacity to
interpret or read the students and make meaning of situations and the repercussions
of decisions.

Educative mentoring encourages pre-service teachers to be reflective practition-
ers. Donald Schön (1983, 1987) describes two categories of reflection. The first is
what Schön called reflection-in-action (1983, p. 69) and this is “the most complex
and demanding kind of reflection … [that] develops only as a consequence of con-
siderable experience (Hatton & Smith, 1995, p. 44). This experience builds through
what Schön called reflection-on-action. Hence, the usefulness of Hatton and Smith’s
succinct definition of reflection as “deliberate thinking about action with a view to
its improvement” (Hatton & Smith, 1995, p. 40).
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Taking all of this into account our conceptual framework is based on the notion
that school-based teacher educators must understand their role as educative (Dewey,
1938; Feiman-Nemser, 1998, 2012) and take responsibility for being teachers of
teaching. This means mentoring is more than emotional support, technical advice
and an opportunity for adjustment to the school context (Little, 1990). Being a school-
based teacher educator means taking responsibility for a purposeful focus on stu-
dent learning (Feiman-Nemser, 1998); relationships where the pre-service teacher
is thought of as a reciprocal learner (Ambrosetti, 2014; van Ginkel, Verloop, &
Denessen, 2016); provision of an authentic situated experience (Lave & Wenger,
1991) with a gradual release of teaching responsibility (Feiman-Nemser, 2012); and
finally, an inquiry and questioning stance to practice that understands teaching as a
career long learning journey (Cochran-Smith & Lytle, 2001; Evelein & Korthagen,
2015).

We build too on literature that argues for much greater involvement, in policy and
research, bymentor teachers. Cochran-Smith and Paris (1995) argue, “mentoring has
the greatest potential to contribute to reform in teacher education” (p. 182) but only
if the concept is reconceptualised. Mentoring must be based on an epistemology that
“includes teachers’ ways of knowing and acting about teaching” (Cochran-Smith &
Paris, 1995, p. 184). In 2007 Yendol-Hoppey noted that there was little that reveals
“how mentor teachers, conceptualised as school based-teacher educators, shape and
conduct their work with student teachers” (p. 670). In these uncertain times, giving
significance to the expertise of mentor teachers is critical because there is substantial
acknowledgement that ultimately teaching is learned in and from practice (Ball &
Cohen, 1999;Hammerness, Darling-Hammond,Grossman, Rust,&Shulman, 2005).

There is a sense in which the literature on educative mentoring is aspirational.
While there are examples of novices’ deep learning in schools (Feiman-Nemser,
2012;Feiman-Nemser&Beasley, 2007), using school-based timewell is challenging.
This is a core area of uncertainty in initial teacher education. The AITSL standards
map the territory. However, to enhance and improve the time pre-service teachers
spend in schools, an important contributionwill be the insights frommentor teachers.
To investigate these insights, we asked: How did the teachers, who took on thementor
teacher role in the five-year Partnerships inTeachingExcellence program, understand
teaching pre-service teachers to teach?

Context

The Partnerships in Teaching Excellence program were a partnership between the
University of Tasmania and the Tasmanian Education Department (Allen, Howells,
& Radford, 2013). The program ran for five years and involved 14 schools: five
secondary schools (grades 7–10), eight primary schools (grades K-6) and one rural
District school (grades K-10). The program selected a number of pre-service teachers
in the final year of their undergraduate or postgraduate education degree for an
opportunity to spend additional time in high Education Needs Index (ENI) schools.
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This amounted to around 40 additional days, a significant increase on the normal
time given to pre-service teachers in schools, which is generally around 60 days. The
pre-service teachers were allocated, usually in small groups, to one of the 14 schools
where selected teachers worked as mentors. In this program, mentor teachers also
took a prominent role as assessors when working with the university professional
experience assessor.Hence, thePartnerships inTeachingExcellence programwere an
opportunity to investigate, from the mentor teachers’ viewpoints, what was involved
in teaching about teaching in school settings.

Research Design

Participants and Data Collection

A case study approach was selected for this research. A case study was chosen for
its capacity to capture the depth and complexity of the “lived reality” (Glesne &
Peshkin, 1992; Stake, 2000) of the teachers’ experience. Following ethics approval,
78 mentor teachers from the 14 schools were invited to participate. Thirty teachers
volunteered for the project.

To research the participants’ understanding about teaching pre-service teachers
to teach, semi-structured interviews were chosen as the method of data collection.
Glesne and Peshkin (1992) write that “the interview can be the sole basis of study”
(p. 64), particularly when, as was relevant to this case study, the purpose of the
research is to describe the participants’ perspective on events. The interviewquestions
were developed, trialled and revised. The completed set of questions provided a
guided format that was followed flexibly with all participants. The digital recordings
were professionally transcribed and original names were turned into pseudonyms or
deleted. Participants were sent a copy of their interview for member checking.

In the interviews, the participants were asked what pre-service teachers should be
learning while they were in schools and how they, as mentor teachers, taught this.
The questions sought to explore their values and beliefs as well as their knowledge
and capabilities in mentoring pre-service teachers.

Data Analysis

An inductive data analysis approach was used. This involved the analysis of the 30
interview texts to search for patterns and themes. The inductive analysis moved from
reading the interview transcripts to coding “chunks of text” that provided general
answers to our research question. The inductive data analysis involved reading and
re-reading the coded texts. The text sections that referred to the emerging themes
were extracted, additional research questions were posed, and the text sections were
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recoded. Through a recursive and iterative process (Bazeley, 2014) categories were
identifiedwithin the themes that interpreted how the teachers in this study understood
teaching their pre-service teachers to teach. NVivo (Version 10) was used to assist
with management of the data.

Findings

Our research provides substantial insight into what a sample of school-based teacher
educators believed to be the important aspects of the mentoring role with pre-service
teachers. Coding of data revealed four broad intricately interconnected themes: rela-
tionships, reciprocity, responsibility and reflection. The interconnecting idea across
the themes is taking responsibility for relationships or “relational responsibility”
(Gergen, 2009). This concept encompasses the recognition of our connectednesswith
and responsibility for the other. Mentor teachers who took a proactive and explicit
stance towards their responsibility for the “other” also appeared to understand more
consciously their responsibility for teaching pre-service teachers to teach.

Relationships

The concept of relationships encompasses the felt connection between the men-
tor teacher and pre-service teacher. For most of these participants, this was “the
most important thing”. The concept of relationships includes notions of support and
nurturing that the mentor teacher typically feels for the novice. These participants
understood that there were many aspects to this relationship: their own confidence as
teachers and a positive orientation to being a teacher; their capacity to manage irrita-
tions and potential resentments around the extra time involved and tensions in sharing
their classroom with another adult; knowing their pre-service teacher well, particu-
larly as a learner; building trust for honest conversations and finally the importance
of collegial relationships in the life of a school.

Here, we emphasise being aware of the pre-service teacher as a learner and
acknowledging attributes common to novices learning to teach. For instance, under-
standing their ability to read the classroom as a teacher did not happen automatically.
Sometimes the pre-service teachers “don’t know what to look for” (Judy) and many
participants described assisting the pre-service teachers to “notice and understand”
(Patricia) what was happening in the complex world of classrooms. They under-
stood that it was often “hard to think beyond what you are teaching at that moment”
(Carmel). The long history of time spent as students in classrooms was also prob-
lematic. “Their default mode is to teach how they were taught” (Susan), and this was
“not always the best way” (Alan).
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Judging readiness and progress over time was important for maintaining the rela-
tionship. This sometimes meant reassessing their expectations and “take a few steps
backwards, starting at a lower level rather than where we were expecting to” (Laura)
or empathizing with the complexity of what learning to teach entailed because a
novice’s “short term memory’s so taken up with the moment of, what am I going to
do next and how can I teach this, they may miss it” (Kristina). The mentor teachers
judged progress by looking for examples of confidence, as Alan explained, “If they
are finding it difficult to take a small group, I don’t want to have them under pressure
to take the whole class”.

The mentors reported that this relationship was the foundation for all the conver-
sations that would take place over the year. A good relationship meant you could be
honest and frank, “in order to have that conversation you need to know that you’re
not being judged and that the feedback is to help with improving their practice”
(Alan). A trusting relationship meant the pre-service teacher felt safe to ask ques-
tions, particularly questions about their mentor teacher’s practice. This is what most
participants considered as the key outcome of a trusting relationship between them-
selves and their pre-service teacher. They built what Claire called “working trust” by
sharing “a bit of yourself” (Charles). They acknowledged their teaching “mistakes”
and struggles because “struggling is a really big thing to share” (Elizabeth). These
teachers knew that pre-service teachers were bound to make mistakes. In making
explicit their own mistakes the mentor teachers intentionally made themselves vul-
nerable and demonstrated their belief that you are never finished with learning to
teach.

Reciprocity

Reciprocity between mentor teachers and pre-service teachers describes a sense
of mutuality or partnership that develops between some mentors and pre-service
teachers.Most commonly this is expressed throughmutual appreciation of the other’s
contribution. These participants made explicit that they valued working with a pre-
service teacher. Some mentor teachers talked about the dangers of “trundling along”
and being “set in your ways” and described their appreciation for being given a “bit
of a slap” and becoming “revitalised”, “mindful”, and “a better teacher” who was
“enjoying it more” all because of their relationship with their pre-service teacher.

Several mentor teachers expressed appreciation, as Carmel did, at having “some-
one to bounce my ideas off, who could see it. It wasn’t just someone coming in,
it was someone in there”. John also noted the benefit of another adult regularly in
his classroom, “I learned so much about how my class actually operated”. Other
mentor teachers valued the subject expertise the pre-service teachers brought into
planning. “It was our first year of the Australian Curriculum so she actually helped
us” (Carmel). Still, others commented on the pleasure they had from seeing growth
over the year. Laura commented on the satisfaction of seeing “her blossom and really
come into herself”, and for Claire, seeing “real growth”, was “really powerful”.
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Moving beyond the rhetoric of appreciation, to being mutual learners about learn-
ing and teaching, appeared to be a more complex matter. Our data suggest that this
sense of mutuality in the relationship did not come about automatically. Many par-
ticipants appeared to take their relationship for granted as a necessary component of
having a pre-service teacher in their classroom. Taking responsibility for the rela-
tionship, on the other hand, encouraged the mentor teachers to see, as Tess explained,
that they were working with someone who was “more like your equal. They were
able to offer you something as well it wasn’t just going to be a one-way relationship”.

Our data revealed that these participants varied in the extent to which they estab-
lished a mutual learning relationship with their pre-service teacher. For some mentor
teachers, a number of perceptions about learning to teach appeared to form barriers
to partnership. One such belief was about initiative. Some participants believed that
it was the pre-service teacher’s responsibility to show initiative. Adrienne explained,
“You rely on the student you have … you really rely on them telling you what they
want out of it. … they have to be fairly proactive”. Furthermore, because “you can’t
teach initiative” (Katrina) no responsibility could be taken for this aspect of the
relationship. For others, their perceptions about learning to teach seemed to place
limits on the extent to which they developed a sense of interconnectedness with their
pre-service teacher. Some believed pre-service teachers needed to comewith “a qual-
ity”, and that “teaching is an art and in some ways … it can’t be taught” (Katrina).
Hence some participants, while they provided opportunities for learning to teach and
emotional support, did not take responsibility for a relationship that built a sense of
mutual learning about teaching with their pre-service teacher.

Othermentor teachers tookmore responsibility for this relationship. They focused
on the other “as someone who really wants to learn and how can I best support them
to do that” (Barbara). As Claire explained:

I guess not having that hubris of practice. It’s almost willing to put ego aside and just be
open to someone who’s learning, who will ask questions that unsettle you without realizing
that that’s what they’re doing.

Believing in their pre-service teacher’s capacity to learn meant these participants
were oriented to interconnectedness. Stephanie and other mentor teachers empha-
sised that learning to teach, “doesn’t come naturally”, and “they don’t know what
they don’t know” (Judy, Kristina, Laura). This view encouraged participants to take
responsibility for a relationship with a learner. They described a partnership in the
classroom where “we’re almost learning alongside each other” (Kristina). Further-
more, several participants used inclusive language particularly turning the “I” in the
story of the classroom to “we”. Barbara described how, “Wewould sit together in our
spare time and look at those bigger ideas and how we could pull that into our teach-
ing and learning practice … we would just basically co-plan.” Kristina, however,
described a conscious and purposeful use of the pronoun “we”:



5 Listening to Mentor Teachers’ Voices in Uncertain Times 75

You need to have the demeanour that you’re not a know-all and that you don’t want to make
them feel inferior. … you’re as much a learner as they are. Sometimes I’ll put, now how
could we have improved that, ‘we’, using that ‘we’. … That didn’t go so well. I wonder what
was wrong with our planning with that, how can we improve that?

Responsibility

Mentor teachers talked about feeling responsible, committed and accountable for
their pre-service teachers’ learning to teach. The concept of responsibility includes
a sense of intentionality about what pre-service teachers should learn and how their
learning should be supported and responsibly assessed. This sense of intentionality
grows out of taking responsibility for the relationship.

These mentors emphasised a number of priorities as part of their responsibil-
ity for their pre-service teachers’ learning to teach. They all the stressed that their
pre-service teachers must get to know their students well because it was on rela-
tionships that “all learning is hinged” (Kristina). Building these relationships was
often hard work and while some participants seemed to believe this should come
“naturally”, others realised that “not everybody comes into teaching with the ability
to build relationships straight up” (Charles). Other priorities included understanding
the importance of routines in the classroom; planning for teaching; modelling various
aspects of teaching; providing opportunities for practice and consciously sequencing
the challenges. Alan called this approach “gradual release helping”. Claire and other
mentor teachers talked about scaffolding or thinking about “how you will get them
to a point”. These participants also emphasised making time for talk about teach-
ing and acknowledged the responsibility involved in making their final assessments,
where it “would come back to all of that evidence that I’ve collected along the way”
(Barbara).

Not all the participants were consciously intentional about how the pre-service
teachers used their classroom time. Examining the data revealed a continuum best
captured by two uses of the metaphor “osmosis”. At one end, a mentor teacher
commented that the pre-service teachers “learnt more just by osmosis from—just
hanging out with us” (Miles). This was contrasted by Stephanie’s observation that
“It’s not osmosis”. For instance, when mentor teachers were intentional about what
they were modelling, they provided a focus for observation. Kristina emphasised
that “I don’t just leave a student to just sit and look … I’ll be saying when I’m
taking this lesson this is what I want you to look at”. They modelled such things
as using your voice; setting up and running group rotations; giving instructions
and explanations; making transitions between activities; ways to build relationships;
collecting evidence on student progress and making assessments. For some mentor
teachers, this meant realising:

I had to be the teacher of the student teacher more … I had to model a lot more. I had to
show her more of how to teach rather than expecting her to go and plan a lesson and go and
do it. (Laura)
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Reflection

Reflection was a concept used by most of the mentor teachers, and this strongly
relates to the other themes. Developing the capacity to reflect on relationships was
seen as essential to taking greater responsibility and teaching more intentionally.

First, the mentors used the concept when talking about the need to think about
their own teaching. “If you’ve got people observing, then you need to make sure that
you can reflect and say, did that work so well, do I need to change things?” (Carmel).
Hence, many of the mentor teachers described “unpacking” their practice, becoming
more “conscious”, and growing “through having to be really explicit about what I
was doing and why” (Steve).

Second, they reflected on their pre-service teacher’s practice and responses to
classroom situations. Sometimes this meant being surprised by what they themselves
took for granted such as Carmel’s description of when the children were “just getting
their lunchboxes, it turned into quite a shemozzle, and then we both sat back and
went, ah!” Taking responsibility for the relationship with the novice, meant helping
them notice, understand and act on their experience, even uncomfortable ones, while
at the same time “keeping that confidence up” (Jackie).

Third, they talked about assisting their pre-service teachers to be reflective. Hav-
ing a deeper understanding about what theywere doingmeant these participants were
able to demonstrate how to think and talk about the details of the classroom. Fur-
thermore, taking relational responsibility facilitated co-action as the basis for shared
meaning-making and co-thinking. For instance, they talked through their plans, guid-
ing their pre-service teachers’ thinking through how the students’ interests will be
engaged, timing, instructions, transitions and catering for specific students. Several
participants used this reflection-for-action to encourage their pre-service teachers to
justify, “Why would you do it that way? … I want to know what the reasons are
behind it” (John).

Questioning became significant for reflective feedback conversations. Question-
ing pushed the pre-service teachers to be the ones deepening their thinking through
describing, explaining, justifying, analysing and thinking forward to action. Many
mentor teachers described learning to “hang back” because “you have to just learn to
let her speak and you just come up with the right question at the right time. You don’t
always get it right. … You almost have to bite your tongue sometimes!” (Marcus).
Posing questions was important because, as Barbara explained, “I wanted her to do
the thinking herself”.

Our data show these participants focused much of their reflective talk on their
students’ learning. Many participants commented on the challenge for pre-service
teachers of “the bigger learning…going from that focusing on task to thinking about
the learning and moving students forward” (Claire). For Claire, it was “imperative to
know the children as learners” in order to think reflectively before, during and follow-
ing teaching. As Kristina explained this meant considering, “what learning outcomes
do I want to achieve?” Thinking about learning intentions provided a foundation for
thinking about evidence of the children’s progress. Thinking about progress provided
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the basis for reflective conversations that pushed pre-service teachers to be specific
and constantly invited thoughts about improving practice:

How did that student go with that task? What did they get out of it? What will we do next
time? How will we make sure? What sort of formative assessment tools do we have in place
to make sure that they’re learning? (Marcus).

Discussion and Conclusion: From Policy to Practice

This study demonstrates the vital role that the voice of the mentor teacher can play
in articulating the practical dimensions of policy. Listening to what mentor teachers
say about what is important in teaching pre-service teachers to teach will continue to
be a crucial activity as we navigate these uncertain times in initial teacher education.
Practical wisdom captured by these mentor teachers in the domains of relationships,
reciprocity, responsibility and reflection heralds the potential of listening to the men-
tor voice providing important insights on how we are to achieve the aspirations of
policy framed as national teaching and program standards.

The AITSL Lead teacher standards provide a map that seeks to answer what is
involved in educating quality teachers. These standards are an extrapolation from
the description of the proficient teacher and appear to suggest that expert teachers
are inevitably successful mentor teachers. This assumption is strongly contested
(Ambrosetti, 2014; Bullough Jr, 2005; Hobson et al., 2009; Le Cornu, 2012). The
most pertinent section of the standards indicates that the Lead teacher will “Initiate
collaborative relationships … to provide quality opportunities and placements for
pre-service teachers” (AITSL, 2011 Descriptor 6.2). Our study indicates that what
is involved in meeting this standard, and the “relational capacities” that are involved
(Le Cornu, 2015, p. 14), is much more complex than is implied by the standard.
Furthermore, many participants stressed that being an educative mentor teacher or
school-based teacher educator is “a full role in itself” (Adrienne).

Listening to the voices of thesementor teachers reveals several important implica-
tions for translating the standardsmap into practice. First, these participants underline
the importance of the layers of relationships that are critical for learning to teach. This
study suggests that what is critical is that mentor teachers understand that their pre-
service teacher is an adult learner and that they build this relationship intentionally,
sustaining it with conscious reflection on empathy and sensitivity.

Second, listening to these mentor teachers provides insights about moving along
what can be thought of as a continuum of practice. Those who perceive learning to
teach as something “caught” while “hanging about” in classrooms seriously under-
estimate what there is to learn about teaching. Interpreting this continuum assists
mentor teachers to understand themselves as mutual learners who together construct
meaning around specific children, situations and decisions. This means they develop
a theory of learning to teach that goes beyond hoping for osmosis.

Third, placing pre-service teachers for more time in schools will not of itself
necessarily mean that teachers will see themselves as a teacher of teaching. Some



78 R. Radford et al.

of our participants were less intentional, while others deliberately took the opportu-
nity of school and classroom situations for “knitting everything together” (Claire).
There needs to be respectful guidance and support for teachers undertaking this role.
Relational responsibility and mutual learning between university staff and school
leaders with the teachers who assume the mentor teacher role is necessary to support
deliberate, intentional and responsible practice. Finally, the data suggest that cen-
tral to assisting mentor teachers in becoming a mutual learner with their pre-service
teacher will be a shared focus on ongoing, reflective conversations about teaching
diverse learners, and, how learning progress is determined through the interpretation
of evidence.

These implications lead us to make three recommendations. First that a set of
standards be developed that respects that being a mentor teacher is a full role in
itself. Second, professional learning support for mentor teachers be provided in a
concurrent form and explicitly, and respectfully, address where, as learners, they
are on the continuum towards mutuality. Third, that supporting policy documents
and initial teaching education curriculum take greater responsibility for the place of
relationships in learning to teach.

In these uncertain times, the human world of meaning-making is not easily con-
trolled “by discourses of regulation and accountability” (Le Cornu, 2016, p. 5).What
wehave in this study are teachers acknowledging the other as a learner about teaching;
making themselves vulnerable as learners as they work as co-planners, co-teachers
and co-assessors. In this mutually respectful way, they learn together how to teach a
specific group of children well, questioning their practice as they go. This joint work
makes the learning authentic and valuable to both expert and novice. At the core are
teachers working in an intentional and educative way where they take responsibil-
ity for relationships and the reflective process. This is very sophisticated work, and
mentor teachers also need to be alert to what they are learning about being a teacher
of teaching. Those of us outside schools must position ourselves better so that we
are learning with them and from them.
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Abstract An emphasis on teacher quality in Australia has resulted in many changes
in teacher education including a recent emphasis on non-academic capabilities (such
as resilience) of prospective teachers. Reporting data obtained through an online
survey of 73 teacher educators, this chapter presents their views about pre-service
teacher resilience and the role of teacher educators and education programs in pro-
moting resilience for pre-service teachers. Findings illustrate the multiple contexts
important in the development of teacher resilience and how resilience can be demon-
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Introduction

Over the last decade, initial teacher education (ITE) in Australia has undergone
a plethora of changes in response to broader policy agendas aimed at improving
the quality of graduates entering the teaching profession. Changes have entailed
an explicit focus on the knowledge and skills developed in ITE through the imple-
mentation of Australian Professional Standards for Teaching (APST) (Australian
Institute for Teaching and School Leadership (AITSL), 2011) and rigorous accred-
itation requirements for teacher education providers (AITSL, 2015a). Furthermore,
the role of non-academic capabilities for teaching such as empathy, motivation and
resilience has also come under scrutiny, and testing for these has become a suggested
way of selecting teacher education candidates (AITSL, 2015b).

While understanding non-academic capabilities at the point of entry to teacher
education has benefits and measuring such capabilities is indeed a strategy used in
other professions, the extent to which some of the measured capabilities are innate
and fixed, or alternatively can be developed over time and in a contextually respon-
sive manner needs consideration. As Ungar argues, (2012) “to understand resilience
we must explore the context in which the individual experiences adversity, making
resilience first a quality of the broader social and physical ecology and second a qual-
ity of the individual” (p. 27). Uncertainty exists about the ways in which screening
tests provide meaningful insight into the nature of resilience for pre-service teachers
and of how teacher educators will embed opportunities in their programs for pre-
service teachers to further enhance capacities that will enable them to deal with the
complex and uncertain nature of teaching. As Connell (2009 p. 226) indicates, we
cannot create a model of “the good teacher”; rather we need to employ the view of
teachers that allows ITE to support diverse and creative approaches to teaching. A
focus on the personal and contextual factors of resilience is central to this.

Alongside these developments, there has also been much research focused on
teacher resilience. Gu (2014) argues that teacher resilience is both context and role
specific and entailsmore than just “bouncing back”.According toGu andDay (2013),
resilience for teachers is characterised by “the capacity to maintain equilibrium and
a sense of commitment and agency in the everyday worlds in which teachers teach”
(p. 26). Researchers in Australia have argued that teacher resilience is a capacity
and process by which individuals draw on personal and contextual supports and
engage effective strategies to manage challenges of the profession in a way that
results in positive adaptation and professional growth (see, e.g., Strangeways &
Papatraianou, 2017; Johnson et al., 2015). A focus on teacher resilience provides
a way of supporting teachers to build personal resources for resilience (such as
optimistic thinking, self-efficacy and problem-solving skills), understand how to
mobilise contextual resources (such as seeking help fromothers) andbuild confidence
for managing difficult situations.

With the current emphasis on teacher retention, teacher quality is an important
element to take into account when examining teacher resilience. Motivation and
commitment are central to teacher quality and enabling individuals to thrive
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makes for the “quality retention” of beginning teachers (Day & Gu, 2007, p. 1314).
Research has shown that teacher effectiveness and commitment are related to teacher
quality (Day & Gu, 2007) and are a key element to understanding the work, the lives
and the effectiveness of teachers (Day, 2008). Day draws on the work of Crosswell’s
(2006) dimensions of commitment when describing his conception of resilience as
“enduring commitment” (Day, 2008, p. 255). This enduring commitment is evident
in passion; investment of “extra” time; a focus on the student; maintaining profes-
sional knowledge; transmitting knowledge and/or values; and engagement with the
school community (Crosswell, 2006, pp. 111–112). In other words, sustaining these
various dimensions of commitment means to “be resilient” (Day, 2008, p. 255) and
it is not only about the physical retention of teachers, rather the quality of teachers
remaining in the profession. However, it is also important to recognise that the
stratification of the APST suggests a focus on improving the quality teachers. Yet
the construction of the APST lends itself back to a focus on individual attributes of
teachers. As argued by Connell (2009), “It embeds an individualized model of the
teacher that is deeply problematic [… and …] an arbitrary narrowing of practice”
(p. 220). It is therefore pertinent to focus on teacher quality in a way that recognises
the personal and contextual influences on teacher resilience and practice.

Within the context of ITE, few studies have investigated the resilience of pre-
service teachers (see, e.g. Le Cornu, 2009). Yet it is well known that beginning
teachers may experience “reality shock” (Friedman, 2004) or “praxis shock”; the
umbrella terms used to describe the challenges experienced by beginning teachers,
marking the transition from pre-service teacher to early career teacher. While this
shock explains the increased rates of early career teacher attrition (Kelly, Reushle,
Chakrabarty, & Kinnane, 2014), some authors blame insufficient preparation during
ITE as the cause (Abbott-Chapman, 2005). Others report key contextual challenges
such as physical and professional isolation, high workloads (Ballantyne, 2007), inad-
equate induction (Sharp, 2006) and “the condition of not knowing” can also con-
tribute towards praxis shock (Corcoran, 1981, p. 20). For example, not knowing from
whom to seek support and not knowing the norms, policies and procedures that oper-
ate within the school community can intensify feelings of praxis shock (Corcoran,
1981). Even so, how resilience may be developed in teacher education programs has
been left largely to individual institutions and driven by teacher educator “cham-
pions”. The importance of the explicit integration and teaching of resilience and
well-being in ITE to combat such challenges is evident in new induction guidelines
(AITSL, 2016) with professional identity and well-being comprising two of the four
given areas for focus. However, the views of teacher educators in this field, to whom
blame is often attributed, have been neglected. It is therefore timely for the voices of
teacher educators to be heard and for the wealth of collective experience to inform
policy and practice in ITE.
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This chapter reports an empirical study of teacher educators’ perceptions of
teacher resilience and the role of teacher education programs in promoting resilience
for pre-service teachers. Specifically, four research questions are explored:

1. How do teacher educators describe teacher resilience?
2. How do teacher educators perceive pre-service teachers to demonstrate their

resilience?
3. What challenges do teacher educators describe pre-service teachers experienc-

ing?
4. How do teacher educators perceive their role in promoting and facilitating

resilience in teacher education?

Conceptual Framework

In this chapter,we conceptualise resilience froma social ecological perspectivewhich
emphasises the role of social and physical ecologies in the resilience process (Ungar,
2011). For pre-service teachers, such ecologies include the initial teacher education
context (university- and faculty-/school-level influences such as degree structure,
minors and specific units undertaken) and relationships with teacher educators. Sites
of professional experience provide important “real-world” opportunities to build
resilience through classroom teaching and relationships with students, colleagues,
mentors and the broader school community. Influencing each of these levels is the
broader “profession” including governmental and regulatory policies and practices
(i.e. AITSL, teacher registration authorities, mandated curriculum and standardised
testing) along with societal and community expectations of teachers. The process
of building resilience for pre-service teachers involves the capacity to draw on per-
sonal and contextual resources to successfully navigate challenges at these multiple
levels and to promote adaptive outcomes such as engagement, commitment and job
fulfilment (Mansfield, Beltman, Weatherby-Fell, & Broadley, 2016).

Figure 6.1 illustrates the ecologies that may influence the resilience process for
pre-service teachers. The vertical wedge represents the views of teacher educators on
the contextual factors involved in the resilience process as per the aim of this study.

Methodology

Data were gathered from 73 Australian teacher educators as part of a larger study
examiningways in which resilience can be embedded in higher education curriculum
(Mansfield, 2016). An online survey consisting of open-ended questions was used
to elicit their views regarding pre-service teacher resilience and the role of teacher
educators and ITE courses in developing pre-service teacher resilience. Ethics
approval for the study was granted by Murdoch University, and all participants were
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Fig. 6.1 Teacher educator perspectives on ecologies that influence resilience for pre-service teach-
ers

volunteers. All names and other specific identifiers have been changed to protect
the participants’ anonymity.

For each of the demographic questions, participants were given the option of
“prefer not to say” and only 45% named their place of employment. Those named
universities represented each state in Australia. Fifty-four participants gave their
role, which included lecturers (28), senior lecturers (13), associate professors (5),
program coordinators (5), one professor and one dean. Fifty-two taught in bachelor-
level programs, 14 Graduate Diploma and 41Master of Teaching. Thirty participants
taught into Bachelor andMaster of Teaching programs. Twenty-seven taught in early
years’ programs, 47 primary, 24 middle years and 43 secondary. Only 4 of the 73
participants had not previously been classroom teachers.

The data were analysed using thematic analysis (Braun &Clarke, 2006) and man-
aged using NVivo 10.We first analysed the data by employing an inductive approach
which enabled the identification of the common themes and patterns (Patton, 2002).
We then analysed and re-coded these data independently to identify the key descrip-
tive codes within these patterns. The data were then grouped and regrouped until we
developed the conceptual framework for this study and the five key contexts relevant
to the teacher educators’ perspectives on pre-service teacher (PST) resilience. In the
findings, the total number of participants identified within the broader conceptual
framework is identified with n values. The thematic analysis is then reflective in the
findings whereby the number of references from all participants is identified.
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Findings

How Do Teacher Educators Describe Teacher Resilience?

More than half the participants (n � 48, 66%) described resilience as a “capacity” or
“ability” to think or behave in a particular way to enable adaptive outcomes, despite
challenges, obstacles, adversity or changing circumstances. Specific thoughts and
behaviours include:

managing emotions in challenging situations, keeping a positive attitude with students and
not getting pulled down by circumstances (P8);

ability to carry on regardless of challenges … staying positive with students … remaining
cheerful, empathetic and focused (P45);

being able to maintain your mental and physical “equilibrium” when the demands and
expectations placed upon you keep you in a state of stress/anxiety (P9);

sustain their work and their own well-being in the face of the many and often unexpected
challenges that come with the role (P14);

to step forward from setbacks … learn from mistakes and search out solutions (P16); and

reflect upon professional challenges … by recognizing different and possible perspectives,
and to respond to such challenges/setbackswith optimism, demonstrating a capacity to adapt,
improve and change (P32).

Four respondents described resilience as a quality, personal attribute or charac-
teristic, for example: “a personal attribute that makes them suitable for the teaching
profession” (P69). Eleven respondents commented on the status of teacher resilience
ranging from “very poor” (P22), “fair—it could be better” (P6) to “bloody mar-
velous, considering what they have to do” (P40).

How Do Teacher Educators Perceive Pre-service Teachers to
Demonstrate Their Resilience?

Teacher educators observed pre-service teacher resilience in a range of ways. Most
frequently noted was having a positive approach and optimistic outlook (26 refer-
ences) through “willingness to learn” (P50) “having a go” (P67),“trying new ideas
and being prepared to fail” (P44) and “participating actively in their learning” (P18).
Overcoming challenges and recovering from setbacks (19 references) included “re-
covering from a poor grade” (P3), “facing challenges head-on” (P25) and “being
‘real’ about challenges and their outcomes” (P71). Perseverance and persistencewere
also noted (18 references) by “being willing to try something again” (P8), “keep on
keeping on” (P17 and P34), “never giving up” (P17) and “continually striving to
understand what makes a difference” (P4). Ways of responding to feedback also
demonstrated resilience (15 references) “by choosing to respond positively to con-
structive feedback” (P2), by “accepting and acting on feedback, not taking criticisms
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personally” (P29) and by “asking for feedback on how they can improve, especially
after a poor assessment result” (P51). Resilience was also seen through pre-service
teachers’ approaches to problem-solving (11 references) and capacity to cope (10 ref-
erences) with stress, heavy workload and “demonstrating their ability to cope effec-
tively in a wide variety of situations” (P19). The capacity to seek assistance when
needed was noted (9 references) and building positive relationships (9 references),
“developing professional relationships with tutors and other leaders and seeing the
relevance of these relationships within and beyond the immediate environment”
(P11). There were 8 references to flexibility and adaptability, including being “flexi-
ble and responsive” (P42) and “adapting to the constraints of situated practice” (P32).

What Challenges Do Teacher Educators Perceive Pre-service Teachers
Experience?

Participants were asked for up to 10 responses to the question “What do you consider
to be the main challenges pre-service teachers encounter when learning to become a
teacher?” Responses indicated that pre-service teachers experienced personal chal-
lenges as well as challenges in school and university contexts.

Personal Challenges

Teacher educators noted that pre-service teachers often experience personal chal-
lenges during their teacher education experience (n � 69, 95%). These included 31
references to “juggling life/work/family/study commitments” (P2), time manage-
ment (23 references), managing and “balancing workloads” (P22) (19 references),
constructively responding to feedback (16 references), adopting a “teacher” mindset
and developing “identity as teacher” (P39) (16 references), navigating conflicting
beliefs between own experiences, university learning and schools (14 references),
confidence (12 references), managing and being responsible for their own learning
(12 references), professionalism and managing expectations (10 references each).
Managing emotions, anxiety and mental health (8 references) was noted with the
comment, “they need to be confident in the management of these issues before they
can get in front of a class” (P30). Feeling overwhelmed and overloaded, along with
financial challenges was also stated (8 references each).

Professional Experience Challenges

Similarly, challenges experienced in schools when on professional experience
were noted. The most frequently mentioned was classroom, and more specifically,
behaviour management (40 references) and “understanding how to respond to chal-
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lenging students” (P2). “Navigating relationships with all stakeholders” (P28) could
also be challenging (34 references). Colleagues could be “difficult or unsupportive”
(P10), and pre-service teachers could have difficulty “understanding and reading
what is appropriate interaction with colleagues” (P51) and “knowing how to deflect
the negativity of older teaching staff” (P63). Similarly, parents may be “unsupportive
of their child” (P51) or “question your practices” (P22). It could also be difficult
to “support students who have troubled or traumatic home lives” (P29) and to
“establish positive relationships with difficult students” (P36). Other challenges
while in schools included planning and organisation (16 references) managing
teaching, learning and assessment (24 references), lack of content knowledge (15
references) and meeting expectations (16 references). With regard to school culture,
it was noted that some pre-service teachers experience difficulties “integrating into
the school community” (P5), “understanding the system and the intricacies of school
environments” (P42) and “dealing with the complex politics of a school staff” (P64)
(18 references). Challenges with mentor relationships (12 references) were also
mentioned—“unsupportive, even destructive, mentor teachers” (P62).

University Challenges

There were 95 references to the challenges pre-service teachers experience at uni-
versity. Among these inadequate courses at university were most frequently men-
tioned (35 references) with specific examples of “crowded curriculum” (P10), lack
of coherence through “disconnected assignments across units” (P9) and “too many
assessments that are boring and not practical” (P21). Also noted were adjustment to
university, lack of resources, online delivery and meeting course requirements.

How Do Teacher Educators Perceive Their Role in Promoting
and Facilitating Resilience in Teacher Education and How
Might This Be Enacted?

Role of Teacher Educators

In response to the question “What role do you think teacher educators play in
helping pre-service teachers develop resilience?”, 75% (n � 55) of participants
provided insight into their roles with 25 references made to the important role
teacher educators play in promoting and facilitating resilience. The “critical” (P60)
role of teacher educators was reflected in responses such as “Teacher educators are
essential in helping pre-service teachers develop resilience” (P35). Teacher educa-
tors identified a number of dimensions in their role in helping to develop resilience
including: teaching skills and strategies that help foster resilience (25 references)
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such as “teach coping strategies, mindfulness, through problem-solving, use of case
studies” (P36); providing support to pre-service teachers or to directing them to
further avenues for support (23 references), and “supporting students to re-frame set-
backs/failures as opportunities to improve and develop” (P41); modelling resilience
(19 references) through their own practices, “I think teacher educators should model
resiliency strategies” (P5); and the sharing of their own experiences and strategies
(15 references), “As experienced teachers, it is incumbent upon them to share their
tried and tested strategies and approaches with the pre-service teachers” (P45).

Other identified roles included teaching about the complexity and reality of life in
schools (12 references) as a way of helping pre-service teachers to build resilience;
“Discussions on the ‘real life’ of a teacher, time management, learning that failure is
ok and can build resilience.” (P44). Having “honest discussion” (P2) and conversa-
tions (11 references) were identified as part of the teacher educators’ role as was their
role in giving honest, constructive feedback and in prompting self-evaluation among
pre-service teachers (7 references). Highlighting the importance of the concept of
resilience for pre-service teachers was also regarded as part of a teacher educator’s
role (7 references), “it would help if all teacher educators could share and promote
information about strategies for developing resilience” (P9).

Challenges in Promoting Resilience

While teacher educators indicated the central role they could hold in promoting and
facilitating resilience, they also identified factors that make it challenging to enact,
with one teacher educator commenting that “Teacher educators need to be everything
to everyone!” (P23). There were 11 references to the way that the prior experiences
of teacher educators might mediate their capacity to support the development
of resilience, particularly if teacher educators had not previously held teaching
positions in schools, “there are significant numbers of teacher educators who have
not worked as teachers, or have little personal experience of the contemporary
teaching environment” (P27). The workloads of academics and their responsibilities
(8 references) were also seen as a potential barrier impacting on the ability of
teacher educators to support the development of pre-service teachers’ resilience, as
it “requires a different mindset while trying to accommodate competing agendas”
(P37). There were 5 references to an increasing “reliance on sessional staff who may
not have support themselves or be aware of resources” (P26), as a context-specific
challenge that may make it difficult to enact a focus on promoting resilience. Other
challenges noted included the need for teacher educators themselves to have profes-
sional learning (5 references); deficit views of pre-service teachers (5 references);
and teacher educators holding different views about whether building resilience was
a valuable concept to focus on in initial teacher education (5 references).

More than half the respondents (n � 54, 74%) identified a range of challenges
to embedding resilience in initial teacher education programs. The majority of the
respondents identified that inadequacies in teacher education courses prevented such
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inclusions (35 references), explaining that programs were burdened with a crowded
curriculum and time constraints (14 references); “it is such an overloaded course
that you don’t always get the opportunity to include these specific skills” given that
“teacher education programs are highly regulated by multiple accrediting bodies”
(P4). While individual teacher educators wanted to embed resilience in programs,
“the major issue, just like in schools, is what gets taken out or how to fit it in” (P3)
making it difficult to explicitly embed such skills within courses. Other program
barriers included, to a lesser extent, conflicting views on what should be embedded
across programs (6 references), a lack of coherence across programs (7 references)
and a lack of resources (16 references) such as reduced funding and “time restraints
prevent[ing] teacher educators from playing a bigger role in developing resilience.”
(P2) Other challenges included difficulties faced by pre-service teachers adjusting to
university and program requirements (7 references), online delivery of courses and
subsequently reduced opportunities to develop the necessary social skills that enable
resilience (8 references).

Suggestions for Improvement

The majority of respondents (n � 68, 93%) identified ways in which embedding
resilience in ITE programs could be improved. Embedding resilience specifically
within professional experience components of programs was most commonly iden-
tified (48 references), with the need for these components to support connections
between theory and practice (29 references); “there needs to be more continuity
between university classes and school placements”(P1), and the importance of pro-
viding authentic learning contexts and awareness of realistic challenges of the pro-
fession; “explicit connection to real-world application of theory, supported and guide
teaching practice opportunities, before and after going on practicum”(P5). Suit-
ably appointed school-based mentors and university-based mentors (23 references)
and partnerships between schools and universities were also identified as crucial to
embedding resilience skills in professional experience programs to “enable greater
in school connections between theory and practice where the tertiary staff, supervi-
sors and leadership teammeet with PSTs in a dialogical manner” (P60). However, 35
respondents advocated for the need to have awhole degree approach to designing cur-
riculum and programs (51 references) “… although there is movement in this area,
Australian HEPs [Higher Education Providers] tend to have a subject/unit/course
focus rather than whole of program/degree focus as their organising framework for
curriculum development. It takes a village to raise an ITE graduate” (P4). The need
to explicitly teach skills within particular subjects across a program was also recog-
nised (32 references). However, there was a lack of consensus as to how this could
be accomplished.

Whether the respondents opted for a program approach or a specific focus of
embedding resilience skills within professional experience courses, the importance
of building better relationships between pre-service teachers, teacher educators and
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schools were identified as an important element to embedding resilience in courses
and programs (37 references). Providing safe contexts in which pre-service teach-
ers can discuss issues was central to these references; “a good network of support
between the professional experience officers at the university and many of the site
coordinators in school to ensure there is a consistency in understanding of students’
responsibilities when at schools” (P2). A culture of “empowering and celebrating
PSTs” (P9), offering “support and empathy to students” (P22), “a united value of
[resilience] amongst faculty” (P28) and “valuing resilience as a vital non-academic
attribute for teachers to have/develop” (P1) were identified as important facets of
developing such relationships within programs.

Discussion

The findings of this study highlight the critical role that teacher education plays
in the development of resilience for pre-service teachers and provide insight into
the ways that a focus on pre-service teacher resilience could be developed further
within teacher education programs. Concerning our conceptual framework, the mul-
tiple layers of context at the personal (pre-service teacher), program and university
(teacher educators), school (practising teachers) and profession (regulatory, societal)
levels are potential spaces for the development of teacher resilience. Along with per-
sonal development opportunities, which may also be age appropriate for pre-service
teachers entering teacher education directly from secondary school, teacher educa-
tion experiences at university and in a variety of school settings enable a range of
resilience-related strategies and skills to be developed in multiple authentic con-
texts. For example, learning to respond to feedback in a professional manner, devel-
oping realistic expectations, learning to work with mentors and negotiate collegial
relationships, managing the roller coaster of emotions and learning strategies for
self-preservation. In the development of teacher resilience, both context and role are
critical (Gu, 2014).

Perhaps not surprisingly, themajority of respondents were in support of the idea of
embedding resiliencemore explicitly in teacher education curriculum.Even so, struc-
tural barriers such as crowded curriculum and time constraints, policy and regulatory
processes and the need for stronger partnerships between schools and universities
were cited. Other barriers such as valuing and adequately resourcing resilience in the
curriculum and overcoming entrenched practices and perspectives suggest that there
may also be the need for a cultural shift in teacher education practices. With respect
to supporting pre-service teacher resilience, respondents mentioned relational strate-
gies, such as providing a high level of pastoral care, strengthening partnerships with
stakeholders and providing realistic expectations and experiences. Teacher educa-
tors themselves were also seen to provide support through keeping up to date with
current practice and their own role modelling of resilience in their daily work. These
findings speak to the structural, curricular and policy challenges while at the same
time highlighting the critical relational and personal supports for resilience in teacher
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education. The data show the importance of considering the issue on a range of levels
and in a range of contexts, as illustrated in Fig. 6.1.

A thought-provoking finding is the view articulated by some respondents that
teacher education curriculum in their institutions lacks coherence and relevance and
that teacher educators themselves hinder through engaging in practices that do not
explicitly model, embed or allow for discussion of the way resilience enables pre-
service teachers to navigate the complexity and uncertainty of teaching. The issue
of coherence “based on a common, clear vision of good teaching grounded in an
understanding of learning” has been identified as a best practice principle for teacher
education programs (Darling-Hammond, 2005a, cited in Ingvarson et al., 2014, p. x).
However, the views of some respondents from this study echo an earlier statement
that, “creating coherence has been difficult in teacher education because of depart-
mental divides, individualistic norms, and the hiring of part-time adjunct instructors
in some institutions that have used teacher education as a “cash cow” rather than an
investment in our nation’s future” (Darling-Hammond, 2006, p. 306).

The emphasis on the role of context in these findings raises questions about the
issue of testing for “resilience” as a screening measure to be considered in a different
light. If the degree towhich an individual demonstrates resilience is also dependent on
the context, perceived relational support and explicit teaching of skills and strategies
that support the resilience process, then a “pretest” for teacher resilience may not
provide an accurate assessment of resilience in an authentic context. While it may
be useful to identify general outlook and attitudes, or the way in which resilience is
demonstrated in their lives prior to teaching, the extent to which this predicts career
resilience has not been verified. We argue that resilience develops with experience,
within context, and over time and therefore, needs to be explicitly modelled, taught
and embedded in teacher education curriculum.

Implications

This study has a number of implications for teacher education and the work of
teacher educators. With respect to teacher education curriculum, there seems an
enthusiasm for clearer and more explicit direction for ways to support and enhance
pre-service teacher resilience. Teacher educators themselves, however,may need pro-
fessional learning about non-cognitive capacities of teachers, including resilience.
Many teacher educators rely almost exclusively on their own school teaching expe-
rience to inform their pedagogy in teacher education and as argued by Goodwin and
Kosnick (2013), “teacher educators need formal preparation and induction” (p. 343).
Similarly, Loughran (2014) contends that “professional development of teacher edu-
cators must be purposefully conceptualized, thoughtfully implemented, and mean-
ingfully employed” (p. 280). We argue that teacher educators require opportunities
to engage in collective, shared professional learning about the resilience process and
contextual approaches within teacher education programs that foster and support the
development of pre-service teacher resilience.
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In times of uncertainty and complexity, where context matters, the development
of resilience among pre-service teachers is especially critical, not only for survival
but for sustained effectiveness and growth. Loughran and Hamilton (2016) argue that
“learning to teach is far more about an educative experience rather than an approach
to training” (p. 4), contending that pre-service teachers need to be able to dealwith the
complex, dynamic and uncertain nature of teaching. Along with the development of
pedagogical skills and content knowledge, we argue that to navigate the uncertain and
complex world of teaching, pre-service teachers require the opportunity and time to
develop strategies and skills that support resilience inmultiple and authentic contexts
throughout their initial teacher education programs. Assessing teacher resilience as
an innate, predetermined capacity that pre-service teachers may or may not possess
is contrary to much of the recent research in the field.

Embedding contextually based approaches to the development of pre-service
teacher resilience in teacher education programs requires further consideration of
how resilience is viewed in policy and by the profession. There is a silence in
the Australian Professional Standards for Teachers about teacher well-being and
resilience, and as noted earlier in this chapter, while teacher well-being and resilience
are included in AITSL (2016) induction guidelines, these are not explicitly acknowl-
edged in the Standards. In the same way that personal and social capabilities are
important in The Australian Curriculum for schools and “in developing and acting
with personal and social capability, students become confident, resilient and adapt-
able” (ACARA, 2012) we argue that similar capabilities should be explicit in the
Australian Professional Standards for Teachers.

The issue of program coherence identified in the findings of this research also has
broader implications for the nature of policy in teacher education andwhere a focus on
supporting the development of pre-service teacher resilience sits in relation to current
policy directions. Policy agendas which regard teacher education as being able to
“train students of teaching so that they are ‘classroom ready’” (Loughran&Hamilton,
2016, p. 4) neglect the complex relationships that exist in teaching and learning.
Moving beyond a technical, what works approach to teacher education towards one
which recognises that the “teaching and learning of teaching matters” (Loughran,
2016, p. 258), requires a shift in policy agendas. Such a shift requires attention to
both the unique pedagogy of teacher education; the role, practice and professional
development of teacher educators themselves; and a recognition in policy and in the
APST of the ways that non-cognitive attributes, such as resilience, are developmental
and grounded in context.

This study has provided insight into a previously neglected area of research about
the ways teacher educators perceive pre-service teacher resilience. Crowe and Berry
(2007) argue that research enables teacher educator practice to be made “explicit, not
only to themselves, but also more broadly to the community of teacher educators”
(p. 31), and while the findings of the research indicate the key role that teacher
educators can play in modelling, teaching and supporting the development of pre-
service teacher resilience, future research is needed that explores the ways teacher
educators are embedding approaches to resiliencewithin teacher education programs.
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Initial work in mapping the ways teacher educators are embedding contextually
based approaches to resilience has occurred through a National Teaching Fellowship
(Mansfield, 2016)—“Staying BRiTE: Promoting resilience in higher education”
(www.stayingbrite.edu.au). This ongoing work has involved collaboration with
colleagues at 6 Australian universities and key stakeholders (partner schools,
Departments of Education, AITSL) to embed resilience in teacher education
programs in ways that are contextually responsive and take into account location,
demographics and student needs. Authentic cases illustrating approaches to building
resilience have been developed (see www.stayingbrite.edu.au/authentic cases) as
well as resources to assist teacher educators.

These authentic cases serve as exemplars of how teacher educators can embed the
explicit teaching of resilience within their everyday work, in ways that are relevant
to their context and in ways that address some of the concerns of teacher educators
identified in this paper. The authentic cases serve as a reminder that individual cham-
pioning can lead to meaningful changes within ITE. As argued earlier, providing the
opportunity for teacher educators to respond to issues of inadequate ITE prepara-
tion and early career teacher attrition, for which they are often blamed, has given
them a voice to articulate the many contexts and stakeholders responsible for PST
resilience. These changes can have a significant impact on PST resilience in ways
that not only addresses some of the concerns identified by teacher educators in this
paper but recognises the importance of advocating for the integration of resilience in
ITE in ways that prepare graduates for a profession that not only requires resilience
but demands it.
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Chapter 7
Self-regulatory Practices: Key Aspects
of Learning for Student Teachers on
Practicum

Lyn McDonald

Abstract The role the visiting lecturer plays in promoting and supporting student
teacher learning on practicum is an important one in Initial Teacher Education (ITE).
A central argument of this chapter is that student teacher learning is not simply
focussed on surviving the practicum and meeting set requirements, but in being
challenged to acquire the skills and practices of self-regulated learning and the
development of adaptive expertise, an integral part of being an effective teacher.
Interpretive, qualitative methodology was used to investigate the role three visit-
ing lecturers played in the development of these skills. One of the pivotal findings
emphasised the importance of the conversations that took place between the visiting
lecturer, associate teacher and student teacher promoting self-regulatory practices.
The incorporation of these self-regulatory skills by visiting lecturers and associate
teachers, supporting student teachers and their learning should be a central part of
any professional development programmes.

Keywords Self-regulation · Practicum · Visiting lecturer · Pre-service teacher
Adaptive expertise · Triadic/professional discussions · Associate teacher

Introduction

The practicum or professional experience can be a complex, challenging and high-
stakes environment for pre-service teachers. One of the reasons it is a high-stakes
situation is because of the tension around assessment, and the passing or failing of
the practicum. Therefore, as student teachers (pre-service teachers) make sense of
their own capabilities, and develop confidence and identity as teachers (Koerner,
Rust, & Baumgartner, 2002), it is important for them to develop self-regulatory
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skills and practices in order to optimise their learning and teaching progress. This
chapter aims to discuss the effective practices of three visiting lecturers (university
teacher educators) supported by associate teachers (mentor teachers) working
together, engaging student teachers in critically reflective discussions in support of
self-regulatory practices.

The construct of self-regulation in learning was developed from the assump-
tion that learners “exercise agency by consciously controlling and intervening in
their learning” (Winne & Hadwin, 2008, p. 297). There are a range of definitions
that describe the process of self-regulation. Zimmerman (2008), a seminal writer
in the field, described self-regulation as learning that is guided by metacognition,
goal setting, cognitive engagement or changes in motivation. Perry, Hutchinson and
Thauberger (2008) described self-regulated learners as thosewho “exercisemetacog-
nition by analysing the demands of tasks in relation to their strengths and weaknesses
as learners…and aremotivated to learn” (p. 97). Further, Perry et al. (2008) described
student teachers who exhibited self-regulation, as those who believed in the chance
to take on challenging tasks in order to extend their own learning. It could therefore
be argued, developing the skills and strategies of self-regulation support and promote
student teachers in their goal of becoming flexible and adaptive in their learning and
teaching progress (Donovan, Bransford & Pellegrino, 2008).

Social psychologists (e.g., Zimmerman, 2000) view self-regulated learning in
terms of three phases. The first phase, forethought and planning, is one which self-
regulated learners engage in prior to learning and the planning of goals is an integral
component of the forethought phase within the context of learning to teach. It is
important for student teachers in this first phase to plan challenging and relevant
learning goals, with support and encouragement from visiting lecturers and associate
teachers. It is through these processes of self-regulation that student teachers refer
to their own cognitive processes (knowledge), and the subsequent monitoring of the
associated processes (skilfulness) and, in the development of such skilfulness, a sense
of self-regulation (Hattie, 2009).

It is during the second phase, the performance monitoring phase, in which learn-
ers engage in metacognitive, cognitive and motivational processes including the
key features of self-observation and self-control (Zimmerman, 2002, 2008). Self-
observation involves the use of metacognitive strategies that assist learners in eval-
uating their performance (Zimmerman, 2008). Self-control strategies assist student
teachers in managing the task they have set themselves, to enhance motivation and
focus attention. Further,when learners combine these two features of self-observation
and self-control by engaging in the task, they are motivated to continue working to
attain their goals (Zimmerman, 2008).

An important part of the performance monitoring phase is the feedback learners
receive from others because through feedback learners can gauge their progress
and commitment to the goal which they have set (Locke & Latham, 2002). It is in
the constructing of feedback that the visiting lecturer and associate teacher play an
important role, by guiding and supporting student teachers in the setting, monitoring,
and evaluation of goals and giving feedback and feed-forward on their progress.
Visiting lecturers should encourage student teachers to ask the questions “Where
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am I going? (What are the goals?) How am I going? (What progress is being made
towards the goal?) Where to next? (What activities need to be undertaken to make
better progress?) consistent with the notions of feedback and feed-forward” (Hattie
& Timperley, 2007, p. 86).

The third and final phase of self-regulation is evaluation and reflection on perfor-
mance. It is in this phase that learners evaluate their performancewith reference to the
learning goals set, the effectiveness of learning strategies used and their management
of motivation and engagement (Zimmerman, 2000, 2002). The processes of evalua-
tion and reflection during practicum are important aspects of all triadic/professional
discussions (three-way conversations) for visiting lecturers, associate teachers and
student teachers. One of the aims of these discussions is to provide formative feed-
back to the student teachers on their teaching and learning progress, set future goals
and engage the student teachers in reflective conversation. The other purpose is to
complete a summative assessment. Throughout all three phases of self-regulation, it
is important that learners have a belief in their own ability to achieve their tasks and
learning goals, because the perceptions and beliefs learners hold about their learning
and goal achievement, underpins self-regulation (Zimmerman, 2000, 2002).

There are many benefits of learning the skills and practices of self-regulation for
student teachers in ITE. By teaching student teachers to be more self-regulatory,
they may experience greater success in being motivated to achieve, develop lifelong
learning skills and strategies, and, as a consequence, prepare them for the setting of
more challenging goals and learning tasks (Zimmerman, 2002).

Researchers (e.g., Buzza, Kotsopoulos, Mueller & Johnston, 2013) commented
that “literature on teacher learning has shown links between being a self-regulated
learner, reflecting effectively on one’s own practice and being an adaptive expert” (p.
1). Further, adaptive expertise requires the acquisition of several cognitive, affective
and motivational components (de Corte, 2010). These components, so important in
student teacher learning include: a well organised and flexibly accessible domain-
specific knowledge base; heuristic methods; meta-knowledge; self-regulatory skills
and positive beliefs about oneself as a learner (de Corte, 2010, p. 46). Therefore, to
be an adaptive expert, a student teacher needs to be a self-regulated learner which
“… involves the willingness and ability to change core competencies” and to con-
tinually strive to develop one’s expertise (Bransford, Derry, Berliner, Hammerness,
& Beckett, 2005, p. 223).

In the current chapter, the theoretical lens brought to studying the partnerships
between schools and universities is one focused on the relationship between the visit-
ing lecturer, associate teacher and student teacher. The visiting lecturer in the Faculty
of Education (where the larger research study was based) has an important role and
responsibility in the monitoring, guidance and assessment of student teachers’ pro-
fessional growth, and is required to be a registered teacher who is knowledgeable and
experienced in ITE. The role of the associate teacher is to monitor, guide and mentor
student teachers, assess the student teacher’s professional growth in collaboration
with the visiting lecturer, and act as the conduit person between the student teacher
and the teaching profession.
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The professional supervision of student teachers is seen as a collaborative process
and liaison between the visiting lecturer and associate teacher. It is the nature of the
partnership that is crucial, one focused onboth partnersworking together, utilising the
knowledge, skills and expertise of both, by empowering the student teacher to self-
regulate their own learning through goal setting, reflection and effective pedagogy.
The partnership recognising and respecting the different, but equally important roles
both visiting lecturer and associate teacher play in supporting student teacher learn-
ing, requires a high-trust approach. Trust in a complementary partnership involves
“specific expectations of role relationships and is seen as a vital ingredient in the
work of schools” (Tschannen-Moran, 2001, p. 57).

Method

Interpretive, qualitative methodology was used to investigate the role the visiting
lecturer played in student teacher learning. Seven visiting lecturers (VL), 18 stu-
dent teachers (ST) and 18 associate teachers (AT) participated in a larger research
study from two different teacher education programmes at a Faculty of Educa-
tion. In this chapter, data from semi-structured interviews, focus group interviews,
initial practicum meetings, triadic/professional discussions and documentation are
reported.

The sampling method was both purposive for the programmes, practicums,
schools, student teachers, and associate teachers and convenience sampling for the
visiting lecturers as the researcher had potential access to them through employment
at the university. Once the visiting lecturers had volunteered to participate in the
research study, purposive sampling was utilised in the selection of the student teach-
ers. A request for schools to participate was sent out, and the 18 associate teachers
who were supervising the 18 student teachers on practicum were invited to partici-
pate in the larger research study. None of the associate teachers and student teachers
were known to the researcher.

Data analysis was completed using a thematic approach. Thematic analysis seeks
to identify concepts and themes that can be deduced and/or induced from the data:
“… while the general issues that are of interest are determined prior to analysis, the
specific nature of the categories and themes to be explored are not pre-determined”
(Ezzy, 2002, p. 88). Using an inductive approach meant the themes identified during
the coding process in the study were strongly linked to the emerging data or data
themselves. Some of the themes that emerged in the larger research study were, for
example, complementary partnerships, self-regulationof learning and feedback/feed-
forward.

Open coding took a number of forms, and the researcher was looking for any-
thing ‘new’ that would push the boundaries of the research and link to the research
question(s). Axial coding was the second stage of coding used in the research study,
namely to look for relationships between and among themes that emerged from the
open coding. Selective codingwas the third stage used to guide and inform the ‘story’
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being told. The deductive approach to the analysis utilised the themes based on the
researcher’s own theoretical knowledge of, for example, student teacher learning on
practicum.

Ethical issues included in this chapter are voluntary participation, informed con-
sent and the protection of confidentiality and anonymity. Voluntary participation and
informed consent were gained from the Dean of the Faculty of Education, Principals
of Schools, visiting lecturers, associate teachers and student teachers. It was therefore
important that the Dean, School Principals and all other participants were assured
that involvement in the larger research study would be kept private and confiden-
tial. Pseudonyms were used in the coding and reporting of the data, and participants
were assured that the use of pseudonyms would also apply to any resultant academic
dissemination.

Theoretical Framework

Learning to teach is both complex and demanding, and support for student teachers
from the visiting lecturer and associate teacher can be crucial in this process. To
effectively regulate learning, there is a necessity for student teachers to acquire a
professional knowledge base, that is, a blend of content, curriculum and pedagogical
knowledge which is necessary to teach children (Darling-Hammond & Bransford,
2005). This chapter investigates the role three visiting lecturers played in promoting
and supporting student teacher learning, working in a complementary partnership
with associate teachers. It will be argued in this chapter that key learning, such as the
development of self-regulatory skills, are important strategies for student teachers
to acquire for the promotion of their learning and development towards becoming a
teacher.

As described in the previous section, there are three distinct phases of self-
regulation described byZimmerman (2000). In this chapter, the forethought and plan-
ning phase involved student teachers on practicum analysing the necessary learning
tasks, and setting goals towards their completion with support from visiting lectur-
ers and associate teachers. The performance monitoring phase comprised student
teachers employing strategies to make progress on their learning tasks and goals,
self-monitoring the effectiveness of those strategies and recognising the required
motivation for completion of the tasks. Furthermore, in this phase, was the abil-
ity by student teachers to implement feedback from visiting lecturers and associate
teachers. In the third phase, the evaluation of performance phase, student teachers
evaluated and reflected on the success or otherwise of their performance of the set
learning tasks and goals and their selected strategy for achievement of the tasks and
goals. This phase occurred during the triadic/professional discussions. This chapter
is framed around one key question: What are the key self-regulatory practices used
by three visiting lecturers in supporting student teacher learning on practicum?
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Findings

Akey findingwas that three visiting lecturers (VLs 1, 2 and 3)were highly effective at
promoting student teachers’ self-regulatory skills and practices. They were effective
because they challenged and questioned learning, encouraged reflection and risk-
taking, provided feedback and feed-forward, and promoted relevant goal setting.
It was also apparent during the triadic/professional discussions that these visiting
lecturers supported the student teachers in connecting their teaching and learning
progress to their knowledge of learners, learning, content and pedagogical content
knowledge. There are four themes reported in this section (through the three phases
of self-regulation): goal setting, risk-taking, acting on feedback and partnershipswith
associate teachers.

The following description byVL2 in her interviewwas typical of the three visiting
lecturers in the initial stage of their work with their student teachers, conveying the
importance of self-regulation and goal setting to learning, and the identification of
strategies and resources to achieve the set goals:

Student teachers need to understand the importance of setting goals around some aspect of
learning they need to become more informed about. So I get them to goal set, to identify
strategies, or what resources or what skills they need to actually utilize. They should be build-
ing and understanding some aspect of their practice they don’t have a good understanding
of when setting goals.

She continued by saying that, when she talked to the student teachers about goal
setting at the initial practicum meeting, she asked them what their particular goal
meant for their personal learning. VL2 questioned ST2 in an email communication,
“Where can you go to find out more information about your own goal, who can you
talk to? Why that goal? What will you focus on?”

VL1 also asked student teachers at the initial practicum meeting to consider
whether their particular goals were challenging enough, and to draw on prior expe-
riences and areas of strength and weakness:

What are your personal goals for this practicum? What is it you want to achieve? What
do you want to come out of this practicum? What will challenge you? Think about last
practicum and where you want to improve your teaching and learning? Your goals need to
be challenging and relevant to you.

ST13 elaborated:

Wehave just been learning about differentiated teaching and learning at university—in theory
it all sounds wonderful but I want to learn how to put all that knowledge into practice.

VL1 talked to the student teachers at the initial meeting in the first week of
practicum of her expectation that they become self-regulating and reflective in their
learning. VL1 also commented that, with the acceptance of responsibility for their
own learning, student teachers would need to be aware of enhanced risk-taking. She
said to the student teachers that risk-taking and innovation in teaching was about
moving into areas of teaching they had not ventured into before.

She spoke to the student teachers about being able to:
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… reflect on your own practice and pedagogy. Look at yourselves and think what I can do
that is going to make a difference in this particular learning situation. If things go wrong you
can see what you need to do to adapt a lesson or to adapt some ideas to make those changes.

VL1 reported in her interview that she encouraged the student teachers to take
risks in goal setting. She stated, “I believe that risk is an important part of student
teachers’ teaching and learning. If they only ever do things safely then they’re never
going to learn anything and never actually make any difference in their teaching”.

VL3 in her interview emphasised she encouraged the student teachers to be
proactive about their practice of monitoring their goals in the second phase of self-
regulation and stated:

Our conversations are always about unpacking where the student teachers think they are at,
what they think they are doing well and where they think they need to work. So where they
are at … and getting them to talk through where they feel they have improved or what are
the things they are focusing on, to develop or to modify.

The 10 student teachers monitored and evaluated their own learning progress in
relation to their goals and were encouraged in the process by VLs 1, 2 and 3. Three
student teachers stated in the focus group interviews that they audio-recorded or
video-recorded a number of lessons (with the focus being on their goal) over the
five weeks, watched the lesson and evaluated their progress towards achieving the
goals. An example was ST12 who commented, “I found that so useful for my own
learning and for areas still to be worked on”. ST12 also made the point, “[t]o assist
with the monitoring of my own goals I asked the children in the class for feedback
and then changed teaching practices accordingly”. Similarly ST1 stated, “I used the
feedback from my visiting lecturer (VL1) and my associate teacher to make changes
and evaluate where I was in relation to my goal”.

The three visiting lecturers and associate teachers gave student teachers con-
structive, regular feedback on their goals throughout the practicum. The feedback
was sometimes verbal given at the initial meetings, informal meetings and tri-
adic/professional discussions but also consisted of written feedback. Further, the
feedback related to the development of self-regulatory strategies rather than focussed
on the task or the self. VL3 asked the student teachers to keep going back to their
goals and monitor their own progress. She commented in her interview:

Feedback on the goals should lead to student teachers self-regulating their own learning
and monitoring their own progress. It’s asking them to think about their goals and consider-
ing—how am I going with that, what were my successes, what were my challenges, I need
to do more of this.

At the triadic/professional discussion, VL1 asked for AT2’s feedback on ST13’s
progress in her practicum, and what particular learning goals ST13 could focus on
in the future:

VL1: What would you suggest are the things that [ST13] still needs to work on?

AT2: Planning probably. There’s been a lot of changing over the last couple of years in the
way that we plan and that’s directly resulting from the kind of shift in pedagogy to negotiated
learning …
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Similarly, VL3 described how she encouraged an evaluation by the student teach-
ers (with the associate teachers) on the achievement of their goals, thus identifying
strengths and weaknesses:

I’m really looking for a student teacher’s ability to critically reflect on their teaching and
rather than just saying it went ‘well, the children liked it and I’m saying well I’m really
pleased they liked it.’ That was nice but did they learn anything and how do you know
they’ve learnt and what evidence have you got to show that they’ve achieved the learning
outcomes that you have for them?

Discussion

The findings reported in the previous section indicated that if there are skilled visiting
lecturers and associate teachers using high-quality practices of collaboration, chal-
lenge and support, they are able to encourage student teachers to develop the skills
and strategies of self-regulated learning, and thus develop a foundation to becoming
adaptive experts. These practices included student teachers being encouraged to crit-
ically reflect on their learning on practicum, evaluating the effectiveness of teaching
strategies utilised, and having taken risks in their teaching being prepared to discuss
the outcomes.

Williams (2014) commented on the importance of teachers and academics work-
ing together with the possibility of rich professional learning for all. One key find-
ing in this chapter emphasised the importance of the conversations that took place
between the visiting lecturer, associate teacher and student teacher highlighting self-
regulatory practices. The effective visiting lecturers recognised the knowledge and
contributions of associate teachers in the conversations in support of student teachers
and their learning. Each of the two parties has a unique role to play, and both visiting
lecturers and associate teachers should recognise what each party contributes to ITE
and learn from each other (Timperley, 2001).

In the first phase, the forethought and planning phase, the effective visiting lec-
turers (with associate teachers) assisted student teachers by helping them identify
challenging and appropriate learning goals, and strategically planned learning oppor-
tunities to focus on. It was important in this phase that student teachers saw the value
of their set goals to their personal learning, and the support of visiting lecturers and
associate teachers was crucial. Without explicit learning goals, it is difficult to know
what counts as evidence of students’ learning so the setting of clear, explicit learning
goals is essential (Hiebert, Morris, Berk & Jansen, 2007). Further, student teachers at
this stage of their learning needed to believe they were able to attain the set learning
goal (efficacy expectation) and feel they were able to achieve the goal through the
identification of appropriate strategies. The student teachers also needed to recognise
that the achievement of their learning goals was beneficial and worthwhile to their
progress (outcome expectation) and that they would be able to persist in their efforts
if faced with any difficulties.
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One specific example from the findings was the expectation held by the visiting
lecturers. The clarification from the student teachers on the relevance of their set
learning goals, resulted in a specific goal focus. This factor was especially evident
with oneparticular visiting lecturer,whoasked student teachers at their initialmeeting
to consider whether their learning goal was challenging and appropriate enough
for them. Self-selected goals are considered more challenging, prompting greater
motivation and commitment (Zimmerman, 2008). The visiting lecturer specified
that a challenging goal was more effective, because it directed the student teacher’s
attention to relevant behaviours, strategies and personal learning outcomes.

Self-regulated learners set goals in relation to extending their knowledge and
sustaining their motivation, selecting strategies and monitoring their commitment to
their goals, because goal setting on its own is not sufficient in becoming an adaptive
expert (Timperley, 2011). At the initial practicum meetings between the visiting
lecturers and student teachers, there was a discussion of what constitutes a high-
quality goal. The criteria used for judging a high-quality goal, for the purposes
of this chapter, were commitment, engagement, challenging and appropriate goals
relevant to the student teachers’ own learning.

During the performance monitoring phase of self-regulation, the visiting lecturers
reinforced the student teachers’ efforts, by assisting them to focus their attention on
strategies and skills needed in order to achieve the goals and tasks set. The support
and encouragement of both visiting lecturer and associate teacher was significant for
student teachers as a catalyst for the improvement and progress of their goals. As
Schunk (2001) commented, progress towards achieving goals “conveys to students
they are capable of performing well, which enhances self-efficacy for continued
learning” (p. 127).Closemonitoringbyboth thevisiting lecturer and associate teacher
at this stage supported student teachers in the continued development of required
skills, and there was the expectation that they could ask for assistance and guidance
if necessary, at any time. When learners are confronted with challenging tasks and
self-doubt, which might require the support of someone with more expertise, an
important aspect of self-regulation is knowing when to revert to other-regulation,
asking for input from others (Newman, 2008).

There are four levels of feedback questions in Hattie and Timperley’s (2007)
model of feedback. They are the task level, the process level, the self-regulation
level and the self-level. Hattie and Timperley (2007) stated there is a distinction to
be made between feedback about the task, about the processing of the task, about
self-regulation, and feedback about the self. They argued that feedback about self is
the least effective, feedback about self-regulation and feedback about the processing
of the task are powerful in processing and mastery of tasks, and feedback about
the task is powerful when the task information is useful for improving strategies or
enhancing self-regulation (p. 91). Two of the levels are particularly pertinent to this
chapter. One is the self-regulation level of self-monitoring, directing and regulating
of actions, and the other level is the self-level of personal evaluations and affect
(usually positive) on the learner.

During the performance monitoring phase, it was important that student teachers
continued to monitor and bemotivated in their performance towards the achievement
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of their learning goals. Two student teachers in the study commented on the con-
structive and specific feedback from their visiting lecturers which they received on
the appropriateness and progress of their goals. They stated they used the feedback
to make changes to their teaching and ‘take action’, and as a consequence critically
reflect on the achievement of their goals and what they had learnt. Hattie and Tim-
perley (2007) stated when feedback is drawn to the self-regulatory process which
is needed to engage with a task, a learner then understands the importance of the
effort needed and “their conceptions of learning can be important moderators in the
learning process” (p. 102).

The evaluation of performance phase was also associated with the notion of stu-
dent teachers maximising and accepting responsibility for their own learning through
reflective practice. In one specific triadic/professional discussion, a student teacher
signalled to the visiting lecturer and associate teacher, her ability to nowmake judge-
ments about her performance, to knowwhere she could alter and adjust her planning,
and as a consequencewas becomingmore flexible and adaptable in her teaching prac-
tice. The visiting lecturer commented, in support of student teacher learning, it was
about being willing and having the confidence to take risks in teaching which the
student teacher was doing. The promotion of adaptive teaching expertise requires
assistance from an expert who can “help novice student teachers learn from a highly
complex and deeply contextualised learning process” (Soslau, 2012, p. 769).

Motivation plays an important part in the process of learning self-regulatory skills,
through the learners’ willingness to attempt challenging tasks, and deciding strate-
gically on which approaches to utilise (Perry et al., 2008). Without motivation, self-
regulated learning is more difficult to achieve (Zimmerman, 2008). With the support
of the effective visiting lecturers and associate teachers, the student teachers dis-
played metacognitive skills, strategising the setting, monitoring and evaluating of
their learning goals in relation to their strengths and weaknesses as learners, demon-
strating motivation for the set task.

Implications for Policy and Practice

This chapter has implications for ITE and those associated with delivering policy
in Faculties of Education and Universities now and in the future. Teaching student
teachers is certainly demanding, because of the requirement to model practices, con-
struct powerful learning experiences, support progress and practice, and to assess
students and help link theory and practice (Bransford et al., 2005). A salient con-
cern, however, is that, while initial teacher educators say they promote self-regulated
learning, it is important that at an organisational level, the teaching of self-regulatory
skills and practices to student teachers should not be left to chance and should be
added to the above list of requirements.

However, for these self-regulatory skills to be promoted, both visiting lecturers
and associate teachers need to see the value in student teachers learning these skills
and providing the opportunities to develop and utilise themwhile on practicum.These
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skills need to be explicit and deliberately fostered by visiting lecturers and associate
teachers committed to promoting self-regulation and goal setting, with their student
teachers. If student teachers have experienced and practised the learning strategies
of self-regulation and goal setting themselves, they are more likely to understand
better the progress of the learners they teach (Tillema & Kremer-Hayon, 2002).

The three effective visiting lecturers succeeded in shifting the theoretical ideas
underpinning the student teachers’ self-regulatory skills into a reality of practice,
within the high-stakes environment of practicum by monitoring the student teachers’
progress, and supporting their learning constructively in partnership with the asso-
ciate teacher. The complementary aspect of the partnership was particularly evident
in the triadic/professional conversations when both visiting lecturers and associate
teachers encouraged and promoted self-regulatory skills with student teachers. Just
as students learn within their “zone of proximal development” supported by capable
peers, student teachers learn more when supported by expert others (Hammerness
et al., 2005).

The researcher acknowledges the significance of consciously shifting the percep-
tion of student teachers, to not merely passing the practicum, but also being about
acquiring and learning self-regulatory skills. As indicated in this chapter, the skills of
self-regulation are a crucial aspect of learning not only for student teachers but also
for the learners they teach. Further, Zimmerman (2002) added that self-regulation is
important, because one of themajor functions of education is the development of life-
long learning skills, and involves the self-awareness, self-motivation and behavioural
skills and dispositions necessary to put that knowledge into practice.

Within the larger research study, there was variation in the quality of the effec-
tiveness and the nature of the feedback given by the visiting lecturers and associate
teachers to student teachers, in support of their learning. ITE should consider the
aspects of pedagogical conversations that promote the strategies and skills of self-
regulation, and consider ways student teachers can take responsibility for their own
learning. Sustaining improvement in teaching and learning is dependent on student
teachers developing professional, self-regulatory skills, using them to inquire into
the effectiveness of their practice and continue to make adjustments to their practice
(Timperley, 2008).

There were student teachers in the larger research study who did not have visiting
lecturers supporting their learning through the development of self-regulation, to the
same extent as three effective visiting lecturers reported in this chapter. It is to be
noted though that all the student teachers reported in this chapter progressed and
passed their practicum. However, it is problematic, and a matter of concern whether
‘survival as such’ by student teachers on practicum, and in their future in teaching is
enough for the profession. Student teachers themselves need to have an awareness
of being self-regulatory and the importance of developing those particular skills and
behaviours. Without this rationale and real understanding, it is more than likely only
superficial learning will occur.
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Conclusion

What became evident based on this studywas that the three visiting lecturers excelled
in their role at supporting student teacher learning. Their explicit teaching of the
skills of self-regulation, in turn, fostered the development of adaptive competence, an
integral part of being an effective teacher. The three visiting lecturers were noticeably
motivated by their desire to see the student teachers succeed and challenge themselves
in their learning. However, ITE providers cannot rely on a random selection of
visiting lecturers being motivated to change the practices of student teachers whom
they visit on practicum and happen to have the skills to do so. There needs to be a
greater engagement andmotivation for visiting lecturers to explore their practice, and
acquiring and improved knowledge and skill base to support students develop self-
regulation during practicum. The incorporation of self-regulatory skills by visiting
lecturers and associate teachers in partnership with each other, supporting student
teachers and their learning should be a central part of any professional development
programmes and be further explored in research and practice.
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Chapter 8
Preparing Teachers to Work
with and for Remote Indigenous
Communities: Unsettling Institutional
Practices

Jennifer Rennie, Simone White, Peter Anderson and Anna Darling

Abstract This chapter reports on data from two separate Australian Government-
funded projects related to the development of a remote professional experience. The
first project, PREEpared (https://www.preepared.com)was interested in findingways
to better prepare pre-service teachers and teacher educators to counter oppressive cur-
riculum and pedagogy and work with and for Australian remote communities in the
context of Initial Teacher Education (ITE). The second involved planning, imple-
menting and evaluating two remote placement experiences to understand the expe-
riences of all relevant stakeholders. The question of how can ITE best serve remote
communities was posed and a themed analysis conducted from a range of interview
responses. Findings suggest those in initial teacher education need to unsettle some
of the taken-for-granted professional education practices and documents the essen-
tial elements of a curriculum necessary to prepare pre-service teachers to work and
learn in ethical, respectful and reciprocal ways. Analysis suggests that a specialised
initial teacher education curriculum and professional experience that acknowledges
and respects local needs and contexts is needed to adequately prepare teachers to
work in and for remote communities where it is difficult to both attract and retain
teachers.
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Introduction

Just over one quarter of the Aboriginal and Torres Strait Islander population in
Australia reside in remote or very remote locations (ABS, 2011) with the majority
of schools in remote areas having Indigenous enrolments greater than 90%. Whilst
the definition of ‘remoteness’ can be subjective, generally, ‘remote’ is classified with
regard to ease of distance and access to a variety of amenities of comfort, as well as
distance to major towns and cities; Whilst ‘very remote’ would constitute a larger
degree of hardship in accessing these amenities, as well as living extraordinarily far
from major cities and towns (Wakerman, 2004). These geographically isolated but
culturally rich communities often face teacher shortages, creating further a level of
uncertainty for ensuring access to educational opportunity for those who live and
work in these places.

This chapter discusses how initial teacher education providers might best address
the current remote staffing issuesWhilst alsomeeting the challenge set for universities
by the Indigenous Cultural Competency Reform in Australian universities report
to ensure all graduates are well equipped to work in culturally competent ways
with Indigenous communities (DEEWR, 2011, p. 9). The authors, as a team of
Indigenous and non-Indigenous teacher education researchers, explored this policy
imperative and staffing concern, from the perspective of initial teacher education and
the preparation of graduates to work with and for Indigenous remote contexts, as
just one example of turning policy into practice. A particular focus on curriculum
design and developing a culturally responsive remote professional experience were
explored as a way to interrogate initial teacher education institutional practices that
would best serve remote communities. What this work to date has uncovered is the
fraught and uncertain nature of policy reform and enactment and the importance
of building strong partnerships between Indigenous communities and initial teacher
education that reflect the learning needs of Aboriginal and Torres Strait Islander
students first.

Exploring Higher Education Policy and Practice

Higher education is awash with important policy imperatives ranging from those
designed to improve access and opportunity for all students, to government-imposed
initial teacher education standards and accreditation.As raised earlier, one of the driv-
ing overarching recommendations of the Indigenous Cultural Competency Reform
in Australian universities (2011) project has aimed for all university graduates to
‘have the knowledge and skills necessary to interact in a culturally competent way
with Indigenous communities’ (DEEWR, 2011, p. 9). Where this knowledge base is
embedded into initial teacher education curriculum becomes the next challenge.

Likewise, the Australian Institute of Teaching and School Leadership (AITSL)
names specific standards for teachers to meet as they relate to Aboriginal and Torres
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Strait Islander students and culture. Specifically the 1.4 and 2.4 standards state that
all graduate teachers should be able to ‘Demonstrate broad knowledge and under-
standing of the impact of culture, cultural identity and linguistic background on the
education of students from Aboriginal and Torres Strait Islander backgrounds’, and
‘Demonstrate broad knowledge of, understanding of and respect for Aboriginal and
Torres Strait Islander histories, cultures and languages’ (AITSL, 2017). These stan-
dards have challenged universities and schools alike in terms of how to build teacher
cultural awareness and understanding of the standards and initial teacher education
providers’ response to the accreditation documentation.

Further to these policy directions is the need for all ITE providers to demon-
strate mandated partnerships as part of new accreditation requirements. This policy
direction is complicated by schools who are increasingly finding it difficult to accom-
modate pre-service teachers due to their own increasing accountability and testing
requirements. In response, many universities are looking at alternative and interna-
tional professional experiences (where pre-service teachers often subsidise their own
travel) to ensure all pre-service teachers are placed. Remote placements, as a result,
are often advertised alongside international professional experience as an ‘alterna-
tive’ placement. Building professional experience programmes with remote schools
has therefore been an area of expansion to meet the standards, and there has now
begun some research into the challenges and opportunities in doing so. However, the
majority of research as reported (Baills, Bell, Greensill, &Wilcox, 2002) focuses on
the logistics of setting up professional experiences, and there are similarities here in
findings from rural professional experiences studies (Kline, White, & Lock, 2013).
Such studies highlight interrelating issues such as placement planning and coordi-
nating, financial expense, geographical isolation and challenges of finding suitable
accommodation for pre-service teachers (Sharplin, 2002; Yarrow, Ballantyne, Hans-
ford, Herschell, & Millwater, 1999).

There remains a paucity of the impact and consequences of remote professional
experiences from the various stakeholders working in and with remote communities.
Policy tends to focus on mandated ‘partnerships’ (Teacher Education Ministerial
AdvisoryGroup, 2014) but it is unclear what such partnerships look like ‘in’ and ‘for’
remote communities. Herbert (2007) cautions that relationship work is foundational
to developing partnershipswith Indigenous communities. Relationshipwork requires
honesty and involves making an unwritten agreement ‘to listen’, and ‘to reflect’ on
what is said ‘within the framework of your own understandings’ (p. 47).

Many universities (mostly based in urban settings) have attempted to develop
‘remote’ professional experiences to allow pre-service teachers the opportunity to
experience and learn more about remote schools and communities in the hope that
this experience will instil a remote-teaching mindset and increase the likelihood of
a remote-teaching career. Whilst at first glance this type of initiative appears posi-
tive, there is the real danger that if not carefully co-developed with local community
and schools leading the initiative, the experience can end up being a type of ‘edu-
tourism’ (Hickling-Hudson & Alquist, 2003) which can in turn lead to unintended
negative consequences for Indigenous learners. More recently, the work of estab-
lishing remote professional experiences has been named as ‘dangerous practices’ by
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Auld, Dyer, and Charles (2016). They explain that by dangerous they mean ‘those
practices at risk of being counterproductive to the empowering and transformative
practices of student learning and the ethical responsibilities associatedwith teaching’
(p. 165). The question of how to best prepare teachers to work in remote contexts
further challenges institutions to think differently about how they build professional
experiences and cultural responsiveness for pre-service teacherswithout unwittingly
causing a negative impact for Indigenous communities.

The Study: Drawing on Two Remote Professional
Experience Projects

It is within this vexed policy and practice backdrop that this chapter reports findings
drawn from a dataset across two Australian Government-funded projects aimed to
investigate the development of remote placement experiences. The first project, an
Office of Learning and Teaching seed project now known as Partnering for Remote
Education Experience or PREEpared (https://www.preepared.com), was interested
in findingways to better prepare pre-service teachers and teacher educators to counter
oppressive curriculum and pedagogy and work with and for remote communities in
the context of ITE from the perspective of teacher educators. The second project
funded by Federal Government Indigenous Advancement Strategy involved plan-
ning, implementing and evaluating two remote placement experiences to understand
them from the perspectives of the communities and schools. Together these projects
offer new ways of understanding how universities can do this work so they might
reduce the level of uncertainty and risk for remote communities and schools. To begin
to address some of these uncertainties, the research teams posed the question from
both projects—how can universities reconceptualise culturally responsive institu-
tional practices around the development and implementation of remote placements?

Each project was theoretically firmly underpinned by theUnitedNationsDeclara-
tion on the Rights of Indigenous Peoples (United Nations, 2008), of which Australia
is a signatory. This document provides a framework to address the collective and indi-
vidual rights of First Nations peoples to education alongwith other key areas of need.
This informs the practices of rights-based education and pedagogy for First Nations
peoples. This approach is guided by ‘a different set of questions’ (Smith, 1999, p.
94) that prioritise and frame Indigenous approaches to education and pedagogy as
self-determining and rights-based.

Secondly, the projects were informed by the International Labour Organisation’s
Convention 169 on Indigenous and Tribal Peoples (ILO 169), which, in the context of
education and rights-based pedagogy, speaks to Indigenous peoples’ right to educa-
tion in terms of contribution to society and self-determination (MaRhea&Anderson,
2011). The aims of Indigenous rights-based education are expressed in rights-based
pedagogy through the creation of curriculum and pedagogic approaches that advo-
cate for ‘education for consciousness-raising’ (Falcon & Jacob, 2011, p. 26). These

https://www.preepared.com
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approaches have underpinned the project’s recommendations for the collaborative
facilitation of remote-teaching placements. The qualitative research methodology
was explicitly underscored by Indigenous and Indigenist research methodologies
that ‘privileged the Indigenous voice’ (Hogarth, 2017, p. 24). Data arising from the
interviews were analysed using the process of identifying and coding characteristic
patterns or themes emerging (Braun & Clarke, 2006; Creswell, 2009).

Both studies used interviews as the primary means of data collection to try and
understand the experiences of various stakeholders within the space of ‘remote place-
ment’. Ethicswas gained byMonashUniversity for both projects.Datawere collected
in 2016. As part of the Office of Learning and Teaching funded project (Project 1),
seven interviews with Indigenous and non-Indigenous teacher educators and educa-
tion experts with substantial experience in facilitating remote-teaching placements
were conducted over a period of six months to gain a sense of their experiences of
doing this work (Project 1). In the same year, fifteen interviews were conducted with
Principals, Indigenous and Non-Indigenous teachers and pre-service teachers about
their experiences of developing, experiencing and sustaining remote placement expe-
riences (Project 2). The data presented is identified according to the role and which
project it was sourced. Utilising data from both projects has enabled the collective
research team to present a balanced view of the experiences of all those involved in
this important work.

Transcripts from each of the groups interviewed were analysed using an inductive
process, based on assumptions of interpretive qualitative research (Guba & Lincoln,
1981).Common themeswere identified aboutwhat each group thoughtwas important
for the planning and implementation of this work. Constant and comparative analysis
of the data developed a set of inductive categories that emerged by sorting the data
into key themes. The following presents a discussion of these findings.

Discussion

The combined study revealed that there were a number of important considerations
in relation to establishing the remote experience; the curriculum that prepares pre-
service teachers for the experience before, during and after the placement and what
relationship building might mean within this context for the remote professional
experience. Whilst these are key aspects to focus on in creating a remote placement,
what also emerged from the studywas that particular institutional practices governing
professional experience need to be interrogated and adjusted.At the heart of thiswork
is the importance of building relationships and partnershipswith the local community
first, and the recognition that Indigenous learners need to come before the desires of
pre-service teachers to experience a remote-teaching placement. A closer look at the
emerging themes is now discussed.
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Building Trust and Partnership: Getting It ‘Rights-Based’

Building trust and a partnership that values Indigenous learners and learning emerged
as a key theme. Data revealed different approaches to establishing remote placement
opportunities. Despite these differences, all of the participants talked about the ongo-
ing issues associated with finding the ‘right’ place for teacher education students.
These included establishing partnerships with education departments and schools in
other jurisdictions, accessibility, accommodation, financial considerations, the expe-
rience of mentor teachers, pastoral care for pre-service teachers and timing of the
placement. In particular, universities wanted to partner with schools where the stu-
dents were well supported, safe and had opportunities for rich learning experiences.

Whilst there was an emphasis on finding the ‘right’ place for students from the
university perspective, all community stakeholders, Principals, teachers and schools
talked about the importance of the ‘right’ student. Both school Principals and most
of the teachers from Project 2 expressed a level of uncertainty around whether they
would be sent the ‘right’ student to their school and community. By right, they meant
culturally responsive. They frequently usedwords and phrases such as ‘knowing their
stuff’, being ‘culturally aware’, the ability to ‘build relationships with students, par-
ents and community’, ‘resilient’, ‘resourcefulness’ and being ‘healthy’ emotionally.

All of the teachers and Principals emphasised the importance of sending pre-
service teacherswhowerewell prepared, culturally aware and had a level of resilience
and resourcefulness. The importance of this is echoed in research (Warren & Quine,
2013). This is important as these communities are challenging places in which to
work. Teachers have to cope with cultural, professional and geographical isolation,
language and cultural barriers, and limited resources (Lock, Budgen, Lunay, & Oak-
ley, 2012). Those interviewed were clear that not having the ‘right’ student can be a
challenge for these schools, as the following data from an interview with a Principal
about a recent placement experience show,

I found these students seemed really prepared, open minded or able to roll with it. We do
have students who come up here and it’s not very successful. It’s clunky and these guys
haven’t been like that at all they’ve been really open minded and they’ve also been pretty
proactive. (Principal, Project 2)

These sentiments were also echoed by three of the teacher educators interviewed.
One remarked how sending a pre-service teacherwho is not the right fit can negatively
affect both the community and the school.

But, it can all go downhill very, very fast and while a lot of people see the difficulty and
the destabilisation that occurs with a teacher who might go in and not be able to cope, often
the effect on the community, of teacher upon teacher upon teacher can be huge. (Teacher
Educator, Project 1)

Whilst it is not uncommon for pre-service teachers in any given professional
experience to have issues in schools they are placed, it was clear from the data that
this presented particular unwanted challenges for remote schools and communities.
The tyranny of distance also means that it is much more difficult for universities to



8 Preparing Teachers to Work with and for Remote Indigenous … 119

intervene and solve issues that might arise. Universities that had remote placement as
a regular offering in remote schools talked about the importanceof placingpre-service
teachers as a team and the need for students to go through a selection process to try
and ensure they sent the ‘right’ students. This included students submitting a written
application that addressed a set of criteria followed by an interview process. Whilst
this was not reported as being ‘fool proof’, feedback from both schools involved said
that students from universities which ‘selected students’ were often easier to work
with. Universities then would need to allow time for a selection process that allows
them to ensure that they are sending the ‘right’ students to these community schools
which as detailed earlier are often ‘high needs schools’ with a number of challenges
of their own (Price, 2016). This practice requires that universities work differently
from the taken-for-granted practices of placing individual students with a mentor in a
school. It requires pedagogical work of building a relationship with a remote school
community and then a process of selection of pre-service teachers rather than ‘all pre-
service teachers are placed and given permission to go’. It is acknowledged that the
vetting of pre-service teachers (especially those who are prepared to subsidise their
own experience) can cause issues for placement officers. Traditionally, placement
officers prioritise placing all pre-service teachers and vetting changes their work to
one where they are not only required to adopt a cohort model of placement but also
to value the right of the school to select rather than the right of the student to be
placed.

Building the Knowledge Base First: The Importance
of Curriculum Before Practice

Moreton-Robinson et al. (2012) identified the paucity of Indigenous content in Aus-
tralian ITE programmes; this was further echoed in practice by Ma Rhea, Anderson,
and Atkinson (2012) who found that the majority of teachers in Australia were not
confident to teach Aboriginal and Torres Strait Islander content with any depth or
rigour. Thus, perpetuating the stereotypical learned curriculum taught in ITE pro-
grammes. All of the teacher educators and pre-service teachers talked about the
importance of specific units within education courses that addressed historical and
contemporary issues related to Aboriginal and Torres Strait Islander peoples and
effective pedagogies for working with Indigenous students and about the importance
of developing culturally competent students. Further, all stakeholders interviewed
discussed the need for induction programmes both before and during the placement.

University teacher educators discussed offering several units within their courses
that explored various issues around Indigenous education both within the Faculty
of Education and other faculties. These units aimed to develop a broad knowledge,
understanding and respect for Indigenous peoples, histories, culture and languages,
explore a range of Indigenous perspectives on teaching and learning and develop the
skills and insights to engage learners from Indigenous and traditional communities
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and create partnerships to improve learning outcomes. However, how andwhen these
units were offered varied greatly. In some institutions, they were compulsory units as
part of an Education degree whereas in other institutions, students elected to take the
units. Further, there was no consistency in the years in which they occurred during
the degree.

Unanimously, all teacher educators that were interviewed highlighted the impor-
tance of all students undertaking a unit that developed their cultural competence and
explored issues around Indigenous perspectives on teaching and learning whether or
not they wanted to explore a remote placement. Further, they felt it was important
to challenge and unsettle their assumptions about Indigenous culture and knowledge
more generally. One teacher educator commented,

Personally I start with who they are, and where they form their values from where they get
their stereo-types from, where they get their values of who they are, why they wanted to
become a teacher in the first place and their interest being wanting to go to a rural remote or
an Aboriginal community or work with indigenous students. (Teacher educator, Project 1)

Some also suggested that one unit does not go far enough and that university
courses should give much more emphasis to a curriculum that firmly embeds Indige-
nous perspectives on teaching and learning across all unit offerings. One participant
suggested that we should start early in the course so that students can start thinking
about whether they might like to pursue options for placement in remote Indigenous
contexts early in their degree as the following data show,

I amwondering whether rural and remote and embedding of Indigenous perspectives, should
be clearly outlined in their first year so that the student can start mapping, ‘If I want to do
this, should I look at taking up an Indigenous studies minor so I can get my head around the
kids of knowledges I need to know before I get into a setting like this. Should I get myself
into these sorts of units?’ (Teacher educator, Project 1)

These sentiments were also echoed from pre-service teachers (Project 2). An
Indigenous pre-service teachermade the following comments in a conversationwhere
she was asked how prepared she felt to do this work. She commented,

I am not the slightest bit concerned. I think having grown up in an Indigenous background it
is an advantage in knowing what to expect. In terms of my degree I don’t think my university
has prepared me adequately I think it was somewhat helpful in relation to why we need to
integrate Indigenous perspectives into planning etc. But none of my other units have really
done anything … I am still in classes with people who have racist or prejudice or really
oblivious views. I think university education needs to challenge that from the get go. I don’t
knowhow tofix it butwe need to challenge those perspectives. (Pre-service teacher, Project 2)

Further responses seemed to suggest that the greatest priority was related to
prospective students having an understanding of ‘their community’ rather than more
general issues that were covered in the units offered by universities. There was a real
sense that an induction process that was specific to their schools and their community
was considered important.
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Connecting Curriculum and Remote Professional Experience

It was clear throughout the data that an induction process before pre-service teach-
ers embark on a remote-teaching placement is necessary. Moreover, all participants
talked about the importance of developing this in consultation with both school and
community so that it can be tailored specifically to their needs. Again, how these
induction programmes work varied across institutions regarding content and deliv-
ery. Some talked about preparing booklets, others about having formal induction
face-to-face session, and others talked about a combination of ways.

We have over the years built up, I think, quite a substantial induction program. We have
a face-to-face and an online induction for the students beforehand, and we work with an
Aboriginal Elder in developing them and delivering that program. The students, even though
it’s not compulsory, we encourage them to come and they find that very useful. So yes, we
have built up a suite of activities. And also we use the RRR, the Reconciliation, Respect and
Relationships website now also. (Teacher educator Project 1)

Despite this, some suggested that whilst you can go through a process of induction
with students before they leave ‘you can never prepare students a hundred per cent for
such an experience’ (Principal, Project 2). When schools were asked about induction
processes they said they also liked to have students go through a process of induction
when they arrive. This included things such as showing them around the community
and school, going through ‘don’t go areas’, discussing appropriate behaviour and
dress, and safety issues. Further staff interviewed at the two schools who participated
in this study said they often invited students to be part of other activities that would
help them to better understand the cultural aspects of living and working in their
community. For example, students in one school were invited to go on the ‘Learning
on Country’ camp implemented by the Language and Culture team at the school.

It was clear throughout the data that the remote placement can be a rich learn-
ing experience. University educators and pre-service teachers alike talked about the
benefits.

Well I think the positives are, first of all, that you are providing opportunities for students
that they wouldn’t normally have, so that it is extending their vision and their sense of
understanding about Australia in terms of seeing through the lens of Aboriginal history and
Aboriginal reconciliation. I think it actually prompts and promotes that critical and often
uncomfortable enquiry into our history and into our sense of reconciliation between white
and black Australia. (Teacher educator, Project 1)

Similarly, both Principals talked about the benefits in relation to future recruitment
of teachers and in teacher learning at their school. One commented:

But I see it as the most important thing for us, is that yes, it’s a great recruiting tool. I think
it’s paying back to the fact that we need to do that to build great teachers, to have good
mentor teachers to work with teachers, but I also see it as our teachers having to reflect on
their practice. And I think that’s really important. Explain their practice, demonstrate their
practice, have somebody probably give them some feedback in a roundabout way about
what they did, because they’re asking questions—why did you do that? And they have to
explain—I did it for this reason. (Principal, Project 2)
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Despite the potential for remote placements to be sites of rich learning, interviews
with Principals and teachers suggest that there needs to be a level of flexibility regard-
ing what is possible. Often universities have already prepared unit guides detailing
what pre-service teachers are required to do such as addressing various teaching stan-
dards and planning and implementing a minimum number of learning experiences.
These are often being driven by teacher standards and registration requirements.
There is a need to negotiate and collaborate with schools regarding the learning that
might be possible. So rather than taking a pre-determined set of learning requirements
to the school, we should be asking what is possible within that context.

The importance of relationship building was evident throughout the various data.
To set up the placement, there is a great deal of brokeragewith education departments,
schools and local communities.

The difficulties of facilitating a remote area placement is if someone who hadn’t done this
before came in, it’s about building relationships with departments, with the schools, so that’s
why it’s a long term thing and that’s why there always needs to be someone who’s in the
wings, who knows the program, who we’ve got for succession planning. So I guess what I’m
saying is it’s not as straightforward as a normal placement. (Teacher educator, Project 1)

Further, there was the sense that you had to have succession planning in place
to ensure that the relationships were sustainable. It was also clear throughout all of
the data that this ‘relationship’ work was somehow different and more complex than
what we might be accustomed to.

Building the relationship locks in such a western, liberal, humanistic idea of simplistic
friendship, and I think building a relationship with communities is just very, very different.
And, what that means, I think is that the universities have to take responsibility for building
very strong community relationships, which then means they’re very clear about the condi-
tions under which their pre-service teachers go to the community. So, it’s not about—on the
one hand it is about friendship, but on the other it’s about deep, deep political and cultural
knowledge. (Teacher educator, Project 1)

It was also strongly evident that this relationship building takes a considerable
amount of time and that it involves a collaborative exercise where the community
and schools have a real investment in how the partnership and placement experience
is developed and implemented as one teacher educator explains below.

Aboriginal communities are very, there’s a lot of fly-in, fly-out people that are continually
coming through Aboriginal communities without proper negotiation with the Elders of the
group, and what really works. So the two worlds aren’t communicating, everyone has their
job to do, so I think we need to do the consultation process better, and it should be driven
from the communities, not the other way around. So the communities should have a say in
what happens and what kind of preparation the student’s need to have before going out to
their placements, in their schools, on their community, because we don’t prepare them for
that (Teacher educator, Project 1).

All of the Principals and teachers interviewed also emphasised the importance of
developing the relationship with both the school and the community. Further, they
said that it was also important for pre-service teachers to be mindful of doing this
work whilst they are in their schools. One teacher commented on the importance of
relationship building with students for learning.
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It really is experience and it really is breaking down and going through the hardship and
coming up because so much of the learning is relationship building. For these kids to teach
literacy and numeracy a good relationship is the foundation. (Teacher, Project 2)

The data suggest a real need for universities to engender the importance of this
work from the initial organisation through to the enactment of the placement experi-
ence. Further, we should ensure that teacher educators and pre-service teachers alike
are involved in this work.

Implications: Creating More Certainty?

Appropriate preparation of pre-service teachers for remote professional experience
and the formation and maintenance of strong, long-term relationships between uni-
versities and remote schools and communities appears to be at the heart of the sus-
tainability of remote-teaching placements. As such we need to unsettle some of
the taken-for-granted practices around the establishment, development and mainte-
nance of the university—school partnership. In addition to having the interests of
students at heart, universities also need to ensure that they are meeting the needs
of the communities and schools. Partnerships need to be reciprocal. Data from the
various stakeholders suggest that there is an enormous amount of work that goes into
the initial stages of setting up the partnership and planning for a remote placement.
Allowing enough time to develop and plan these experiences would seem paramount.
Most importantly ensuring that there are processes in place to ensure that schools
and communities are considered by sending the ‘right’ teacher education student and
that students are considered by choosing the ‘right’ place.

To do this, there needs to be a level of ‘certainty’ around the processes for student
selection and schools need some reassurance that these processes will be maintained.
Arguably, sending ‘anyone’ to these communities and schools as the data clearly
shows how this can be ‘risky’ and unsettling for communities and schools alike.
Further practices need to be put in place to ensure the maintenance and further
development of these relationships so the ‘fly in fly out’ syndrome that has plagued
these schools and communities for decades can be avoided. In the development of the
partnership, a great deal of flexibility is required. The taken-for-granted institutional
placement practices do not work in these places. There needs to be a process of
negotiation around what is possible regarding student learning. So rather than saying
this is what students need to do, we need to ask what is possible?

Finally, creating more opportunities for a remote placement ‘to schools with high
Indigenous student populations can empower and professionally enhance the effec-
tiveness of learning and teaching to their students’ (Harrington, 2013, p. 87). As
evidenced by the data, it can also assist pre-service teachers in making decisions
about future career possibilities in these communities and schools which can work
towards addressing uncertainty around staffing. However, the issue of appropriate
preparation before andduring the placement remains crucial. Partington (2003)warns
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that ‘ignorance of Indigenous history, oppression, culture and expectations is likely
to lead teachers to adopt strategies that compound the disadvantages Indigenous
students experience and accelerate their departure from school’ (p. 40). Thus, insti-
tutions tasked with the responsibility to prepare pre-service teachers for the remote
placement ‘need to expose their students to the significant, broad and complex issues
relevant to rural, regional and remote education’ (Trinidad et al., 2011, p. 41). All of
the participants in both projects agreed that a dedicated curriculum that addressed
historical and contemporary issues related to Aboriginal and Torres Strait Islander
peoples and effective pedagogies for working with Indigenous students and about
the importance of developing culturally competent students was a necessary pre-
requisite for pre-service teachers wishing to embark on a remote placement. Further
that a process of induction relevant to working in the community and school was
necessary both before and during the placement. This again requires we unsettle the
taken-for-granted practices of doing this work.

Conclusion

In conclusion, the findings from this study have a number of implications for the
implementation of various policy requirements including the development of man-
dated partnerships (TEMAG, 2014), ensuring that graduates have the knowledge
and skills to interact with Indigenous communities in culturally competent ways
(DEEWR, 2011) and that they meet standards 1.4 and 2.4 for the purpose of accredi-
tation (AITSL, 2017). First, developingpartnershipswith Indigenous remote commu-
nities requires we re-examine how universities work with Indigenous communities.
The traditional approach of placing a pre-service teacher with a classroom teacher
does not work for remote contexts—rather the ‘placement’ needs to be viewed as
a partnership between the university, community and school. Partnership building
requires time, flexibility, trust and reciprocity.

Secondly, ensuring Indigenous learners are at the fore means that all pre-service
teachers need to build their cultural responsive knowledge base first through a core
curriculumwhich specifically addresses standards 1.4 and 2.4. Students who demon-
strate their cultural responsiveness and awareness should then be offered a remote
placement. ITE can do more to build the partnership between the curriculum and the
remote professional experience, and placement officers and academic staff need to
work together to build an Indigenous rights-based model.

Remote placements can indeed become a window into future opportunities to
teach in remote settings for pre-service teachers, provided the collaborative induction
process is thorough, and the main stakeholders are well supported and resourced. A
remote professional experience, which for many students is a one-off experience
(however transformative), may not be enough to entice these educators to teach in
remote schools long-term and can unwittingly contribute to the staffing churn with
a negative impact on student learning. This practice needs to be stopped.



8 Preparing Teachers to Work with and for Remote Indigenous … 125

As the alternative, the creation of specialist remote-teaching programmes and/or
units needs to be undertaken as part of undergraduate and/or postgraduate teaching
degrees. Also, the emphasis on curriculum should be broadened beyond a narrow
focus on content and pedagogic knowledge, to include issues of preparation and plan-
ning before, during and post-placement, foregrounding the complex and interacting
issues of the ‘right’ motivations to undertake the placement and relationship building
with Indigenous communities. Ultimately, any improvements need to be undertaken
with the explicit involvement of Indigenous remote school Principals, schools and
communities. The invaluable feedback from these stakeholders, when placed at the
heart of teacher education courses, pre- and post-remote placement support, could
result in better outcomes for Indigenous students.
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Chapter 9
Partnering with Schools Beyond
Professional Experience: Building
Equity-Centred ITE Programme
Alignment and Coherence
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Abstract Uncertainty about teacher education around the world abounds as
providers grapple with the challenge of preparing teachers who can foster the learn-
ing of increasingly diverse student populations. Hence, the policy focus in New
Zealand, as in other nations, is on improving the quality of initial teacher education
(ITE) through strengthening professional experience and school–university partner-
ships. This chapter reports a qualitative study that investigated how engagement in a
school–university collaborative research project outside of ITE contributed to a New
Zealand equity-centred teacher education programme’s alignment and coherence.
We interviewed teachers and teacher educators participating in the research project
and teaching on the programme. Directed thematic data analysis identified three
major themes—awareness, articulation and action. Using concepts from complex-
ity theory, the study illustrates how building relationships with schools that extend
beyond professional experience can occasion the emergence of deeper and shared
understandings about practice for equity, reducing uncertainty and contributing to
ITE programme alignment and coherence.
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Introduction

Internationally, initial teacher education (ITE), particularly university-based ITE,
faces uncertain times as it grapples with the challenge of preparing teachers who can
foster the learning of increasingly diverse student populations (UNESCO, 2014).
Additionally, ITE is increasingly being challenged to ensure that preservice teach-
ers (PSTs) develop the knowledge and skills to teach in ways that address the prob-
lem of differential achievement between groups of students related to ethnicity, lan-
guage, culture and gender. Given the prevalence of the education reform discourse
that views educational underachievement as being a problem with teacher quality
(Pullen, 2017), it is not surprising that teacher preparation has become the target of
policymakers. For them, ITE is viewed as a key lever in the quest to improve student
outcomes by improving teacher quality.

In many countries, policy initiatives have pushed ITE into taking a ‘practice
turn’ (Reid, 2011) whereby greater value is placed on PSTs experiential learning
in centre/school settings than on their campus-based learning. The ‘practice turn’,
taken to its extreme, can be seen as a threat to tertiary study-based ITE and creates a
sense of uncertainty for ITE providers. This ‘turn’ is evidenced in ITE policy reviews
which demand that professional experience in ITE be strengthened. These include:
Australia’s Teacher Education Ministerial Advisory Group (TEMAG) report (2014)
that amongst its 38 recommendations called for improved and structured practical
experiences. England’s Carter report (2015) called attention to improving the quality
of school-led ITE by urging schools and ITE providers to work collaboratively to
strengthen ‘what has become a complex and sometimes a confusing system,’ (p.
13). The Education Council of New Zealand’s (2016) policy paper lists six future
design principles for teacher education in New Zealand, including lifting the quality
of the practicum through ‘authentic partnerships between (schools/ECE centres that
provide) the best possible mix of theory and practice’ (para., 6).

While there is no doubt that professional experience is a vital part of ITE for PSTs
and a quality teaching profession, more time in centres/schools does not necessarily
lead to better student teacher learning (Grossman, 2010). It is therefore important
that schools and universities work together to ensure that shared understanding of
programme goals and expectations drive professional experience learning opportu-
nities (Grudnoff, Haigh, &Mackisack, 2017b). This is in line with Le Cornu’s (2015)
argument that quality professional experience requires a high level of commitment
from school leaders, high-quality mentor teachers and high-quality school–univer-
sity partnerships. While partnerships between ITE and schools are not uncommon,
McIntyre (2009) contended that often such partnerships focus on structural relation-
ships and privilege university knowledge over practitioner expertise. Although rela-
tionships and partnerships are not the same thing, effective partnerships require sound
relationships (Lefever-Davis, Johnson, & Pearman, 2007). It could thus be argued
that the ‘practice turn’ is an opportunity for university ITE providers to develop richer
and more authentically collaborative relationships with centres/schools.



9 Partnering with Schools Beyond Professional Experience … 131

Taking advantage of the ‘practice turn’ to enhance PST learning is not straight-
forward given the complexity of relationships between universities and school sites
in ITE (Cochran-Smith & Zeichner, 2005). Teacher education is complex in fun-
damental ways leading to nonlinear relationships between ITE activities and PST
outcomes (Cochran-Smith et al., 2014). The complex nature of ITE means that if
teacher educators want to shape the outcomes of teacher preparation in certain ways,
they need to deliberately create the conditions from which more equitable outcomes
are more likely to emerge (Davis & Sumara, 2006). This means more than making
pragmatic changes: thought must be given to how ideas interact with each other to
occasion the emergence of valued practice (Cochran-Smith et al., 2014; Davis &
Sumara 2006, 2010).

Using complexity theory provides researchers with insights that are not apparent
when linear ways of thinking are used (Davis & Sumara, 2010). Complexity theory
is fundamentally a theory of learning and change (Mason, 2008), providing explana-
tions for why unexpected consequences sometimes occur, why small changes might
lead to large effects and why interventions may fail to make an impact (Byrne, 1998;
Mason, 2008; Morrison, 2008). Complexity theory focuses on emergent phenomena
and pays attention to the interactions and feedback mechanisms that occur within a
complex system (Morrison, 2008). Complex systems are full of interdependencies
and contingencies, the effects of which are non-random but unpredictable (Byrne,
1998; Cilliers, 1998; Waks, 2011). If we want to make change in a complex system
(which educators do), we can use knowledge of how a complex system behaves to
work out the most effective ways to intervene (Davis & Sumara, 2012). Complexity
theory suggests that to promote emergence, ideas in a system need to recur and to
‘bump up’ against other ideas, ideally with a diversity of knowledge and experience
present and some constraints around their use (Davis & Sumara, 2006). This chapter
uses concepts from complexity theory to help us understand equity-centred teach-
ing emerging from overlapping complex systems: a university ITE provider and two
schools.

Context for the Study

Although the schools and the ITE programme had a history of working together, the
relationships under investigation in this study were built through two parallel, linked
initiatives. The first was a new post-graduate ITE programme at the Masters level
where PSTs work in the schools for extended professional experience. The second
initiative was a research project where the teachers and the teacher educators formed
inquiry teams to research classroom practice. Both of these initiatives used ‘facets
of practice for equity’, a set of key principles about teaching for equity, as the central
organising framework.
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Facets of Practice for Equity

The ‘facets of practice for equity’ were derived from a comparative synthesis of
the literature on teaching that made a difference for all learners (Grudnoff et al.,
2017a). The synthesis yielded six ‘facets’ that were further developed for use with
PSTs and schools. The six facets are: (1) selecting worthwhile content and designing
and implementing learning opportunities aligned to valued outcomes; (2) connect-
ing to students as learners, their lives and experiences; (3) creating learning-focused,
respectful and supportive learning environments; (4) using evidence to scaffold learn-
ing and improve teaching; (5) adopting an inquiry stance and taking responsibility for
professional engagement and learning; and (6) recognising and seeking to address
classroom, school and societal practices that reproduce inequity.

These six facets provide broad patterns of practice that have been empirically asso-
ciated with improved social, academic, democratic and participatory outcomes for
all learners. They are deliberately interdependent and described at the level of prin-
ciple to maintain the fundamental complexity at the heart of teaching and learning,
while providing direction as to what research suggests is fruitful facets of teaching
and learning to attend to in teacher preparation. Enacting these facets of practice will
look different in different contexts, so they do not specify exactly what to do or how
to do it. Instead, the facets label overall intentions behind teaching actions so that
PSTs can define the direction and purpose of their choices as they plan, teach and
evaluate (Grudnoff et al., 2017a).

The Two Projects

The new ITE programme was a 1 year Masters of Teaching (Masters), deliberately
designed to put ‘equity front and center’ (Nieto, 2000, p. 180), taught in collaboration
with 12 primary partner schools with very diverse students in terms of culture, eth-
nicity, language and socioeconomic status. The Masters’ PSTs encounter the facets
of practice for equity on their first day and throughout all aspects of their one-year
programme, using the facets as a lens to write assignments, understand new material
and consider their practice. The facets are also part of assessing PSTs readiness to
teach during professional experience (University of Auckland, 2017). PSTs spend
two days per week based in a school and the other three days university-based.
Courses are inquiry focused and integrate curriculum subjects.

A key feature of the Masters is the placement of PSTs in partner schools located
in low socio-economic communities for three months in the final six months of
the programme. Groups of 4–6 PSTs are assigned to schools and then placed in
classrooms with associate teachers (mentors or cooperating teachers). A key teacher
(adjunct lecturer) works with a university liaison lecturer to collaboratively construct
the professional experience in each school. Schools that work in the Masters need
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to have a deep understanding of the programme’s principles for the placement to be
effective.

The second initiative was a New ZealandMinistry of Education funded Teaching,
Learning andResearch Initiative project,which focused on building knowledge about
teaching in ways that promote equitable student outcomes. Two principals and seven
teachers from two of the Masters’ partner schools and five teacher educators estab-
lished a collaborative inquiry community. In the first phase of this research project,
the inquiry community collaborated to examine the facets of practice for equity, elab-
orating them by providing examples from practice and testing the research-derived
ideas against the lived experience of the school participants. In the second phase,
small inquiry teams were formed. Each team took a particular facet to examine in
context and used a teacher inquiry model (Cochran-Smith & Lytle, 2009) to research
the effects of a facet-based intervention.

Method

This paper is framed socioculturally (Wertsch, Del Rio, &Alvarez, 1995) and utilises
a qualitative approach to reflexively capture participants’ perspectives of the partic-
ular ‘specific, delimited, local, historical situation’ (Flick, 2006, p. 19). We wanted
to capture the degree to which deeper school–university relationships resulting from
co-engagement in the research project enabled members of the research team to bet-
ter support the Masters’ PSTs while they were undertaking professional experience.
The research question for this study was: How, and in what ways, did the engagement
of teachers and teacher educators in a collaborative inquiry community contribute to
an equity-centred ITE programme’s alignment and coherence?

Data sources included the audio recording of the research project’s final meeting
and interviews with members of the research team who had directly engaged with
Masters’ PSTs in schools. We interviewed two principals (Felicity and Georgie), two
deputy principals who were adjunct lecturers for the Masters programme (Carolin
and Penny), two associate teachers (Jenny and Kathy), one university liaison lecturer
(Myra) and one teacher who had graduated from the Masters programme (Rebecca)
[all pseudonyms].Whilemostwere interviewed individually, the principal anddeputy
principal from one school were interviewed together. Interviews were of 30–40 min
in duration andwere audio-taped.Members of the research teamwho had not worked
directly with Masters’ PSTs during their extended professional experience were not
interviewed individually for this study. We had previously received our university’s
Human Participants Research Ethics Committee approval for the research project and
the participants’ consent to interview allmembers of the research team as participants
for research purposes.

We carried out two rounds of analysis of the interview data. First, we undertook
a general thematic analysis (Braun & Clarke, 2013) following transcription. On
completion of this analysis, we identified three higher level themes embedded in the
data, and this led us to carry out a ‘directed content analysis’ (Hsieh & Shannon,
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2005) to identify examples of these three themes. In the next section, we report on
the findings from the directed content analysis, using examples and direct quotes
provided by those interviewed.

Findings

The data suggested three ways in which the two schools’ engagement in the Teach-
ing, Learning and Research Initiative project appeared to increase ITE programme
alignment and coherence and enhance the professional experience for the Masters’
PSTs: awareness, articulation and action.

Awareness

The associate teachers explained how working with university-based team members
as critical friends to unpack what the facets for equity meant in practice made them
much clearer about what equitymeans and how it can be increased through the facets’
lens. For example, Jenny (associate teacher) believed that ‘the discussions we had (in
the research project) about equity for our students made us much more aware, like
hyper aware, of how we’re including (school students) in our programme’. Kathy,
also an associate teacher, agreed that participating in the research project led to ‘being
more aware of equity in class’. Penny, an adjunct lecturer, explained that:

for myself, it’s given me a greater understanding of what the facets were. We have been
with the Masters programme (for three years) but I missed the first intake … so for me it’s
actually built my knowledge about what the facets are and what they look like in practice.

Participating in the research project had also made the teachers in these schools
aware of differences between PSTs from different preparation programmes. The
Masters’ PSTs whose programme was underpinned by the facets of practice for
equity could debate and discuss issues more deeply. As Carolin (adjunct lecturer)
put it, ‘I suppose they are more theoretical than the B.Ed. [Bachelor of Education
students who complete a three-year course]. We have them together at the beginning
… but the differences become very apparent … there’s a difference in the way they
think about equity’.

Rebecca, a graduate of the Masters who had been employed as a teacher at one
of the schools and who participated in the research project, explained that because
she had learnt to teach using the facets of practice for equity she now ‘thinks about
them naturally whereas they might be foreign to other people. It won’t be difficult
for us (who have been immersed in them) to discuss them because they are already
in our minds’. Rebecca did, however, explain that when the facets were introduced
on the very first day of her Masters programme, they seemed like a very big concept.
‘The very first lecture we had was these (facets) so we were all, like, dumbfounded
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because it was all new. (But now) they are obviously inherent in what we do all the
time, but the expression that they were going to cement our whole course, that was
new!’

In one of the schools, Myra, a member of the collaborative research team, was
the university liaison lecturer responsible for supervising the preservice teachers on
professional experience. She had also been part of the team that developed both the
Facets of Practice for Equity framework and the Masters ITE programme. Myra
noticed that, compared with other associate teachers, the two associate teachers
involved in the research project were much more aware of how they could use the
facets to scaffold and model teaching for the PSTs. This became particularly obvious
in the professional conversations held at the end of the placement.

Articulation

A second themewas the finding that having a common framework across the research
project and the preservice programme appeared to facilitate discussion about equity
issues between the PST and teachers within the two schools. In a clear example of
this, Jenny described a discussion she had had with aMasters’ PST in her class about
the complex meanings related to equity:

He and I had a really good discussion and we decided to agree not to agree. I take a gifted
and talented group and he said that he felt that was making the inequity wider because
those students were getting extra time when they were doing science with me every Tuesday
afternoon. I said that for those children it’s inequitable being in a normal room because they
don’t get access to that higher level of conversation they can get when they are with like-
minded peers. I was able to use some of the wording and things that we (have discussed in
the research project). I believe those kids need that opportunity. (Jenny, Associate Teacher)

Articulating aspects of the facets of practice for equity was another benefit of
participating in both the research project and the preparation programme. Carolin, in
her role as adjunct lecturer,met everyFriday afternoonwith all fivePSTs placed in her
school for the three months of extended professional experience. On the suggestion
of their school’s university liaison lecturer, Carolin had encouraged discussion and
dialogue:

It created these amazing discussions around the things they had seen or done or been part
of in terms of the facets and also providing equitable outcomes for all and how challenging
that is …. They bring the things … that they see. We did an assessment one (discussion)
and how fair it was if they couldn’t speak English. And we talked about a child not having
access to the same things on a trip because they were in a wheelchair. I think it’s [the facets
framework] a good framework for discussion … seeing how they all intertwine. (Carolin,
Adjunct Lecturer)

Towards the end of the extended placement, professional conversations were held
between eachMasters’ PST, the associate teacher, adjunct lecturer, university liaison
lecturer and the school principal. The purpose was to give PSTs the opportunity
to demonstrate and discuss how they had met their professional experience goals.
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Myra, the university liaison lecturer, noticed that those PSTs with associate teachers
in the research project articulated their progress in terms of the facets of practice and
equity to a far greater extent than those whose associate teachers had not been part of
the research project. The associate teachers also noticed the use of the framework in
discussions about goals and planning. For example, ‘… (The PSTs) … shared their
goals re the facets we are looking at and we would choose to work on those as well
as doing an inquiry’ (Kathy, associate teacher).

A greater ease around articulating practices associated with equity, leading to the
modelling of practice for equity to the Masters’ PSTs, was acknowledged by one of
the principals as an outcome of engagement in the research project. She indicated that
‘It was [always] about articulating theway it is around here.However, our discussions
have become more formal after the discussions that we had in the project’ (Felicity,
Principal). There was also recognition that even if a teacher had difficulty explaining
the facets, their behaviour would exemplify their understanding: ‘I think that what
we would be looking for most is living the facets. If you can’t explain what they are,
your behaviour will show that you get it’ (Penny, adjunct lecturer).

Two participants gave examples of further ways in which they had come to have
the understanding and use the vocabulary with PSTs while on placement. Rebecca,
a graduate of the Masters programme, explained that working in the research project
and with PSTs was natural because she knew the facets from her preservice pro-
gramme. In addition to being involved in the research project, Carolin had encoun-
tered the facets of practice for equity and inquiry research when she had attended
the ITE Masters’ professional learning workshop days at the university. As she said,

I’ve attended all the Masters Teaching days so I’m part of all that stuff. I go when they meet
so I know a lot more on top of, you know I’ve been there for their discussions and stuff and
I think that helps too. If you said they’re learning about this, this is what they’re doing at uni
and I read through it and think oh yeah but because I’ve done the research it ties into what
I know at uni so it kind of brings it all together. I don’t think I’d be as confident to talk to
them with them (PSTs) about it, if I hadn’t done the research. (Carolin, Adjunct Lecturer)

Being aware of the facets of practice for equity and using these to discuss planning
and practice led to the third theme in the findings, putting the ideas into action.

Action

Putting understandings of facets of practice for equity into action occurred in several
different ways. Firstly, the associate teachers who understood the Masters’ frame-
work were able to help PSTs understand the principles in practice by modelling
such practice. One associate teacher (Kathy) described how she had specifically and
consciously modelled facet 2 (Connecting to students as learners, and to their lives
and experiences) as she worked with three challenging boys who were continually
off task. Together with her PST, she sought to understand these boys as learners and
to find out what their particular interests were. As a result, the PST selected reading
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books and prepared activities around the topic of bikes for one of these boys with
the result that ‘he really took off’.

Another associate teacher (Jenny)was able tomodel to her PSThowshe responded
to facet 6 (Recognising and seeking to address, classroom, school and societal prac-
tices that reproduce inequity) when she was planning a field trip to an island bird
sanctuary for her senior primary school students. One of the children in her class
used a wheel chair, and the schools’ initial response was that she may not be able to
go on the trip. However, triggered by consideration of facet 6, Jenny planned ways
the child could be included in the trip, preparing the island rangers ahead of time
and ensuring that ramps would be available to enable her to participate fully in this
important learning experience.

The Masters’ PSTs had also been able to act on the facets following leads by
adjunct lecturers and university liaison lecturers. For example, Carolin, as an adjunct
lecturer, reflected that during one of the Friday afternoon PST discussions early
in the extended professional experience, one PST, Meredith, lamented that her 10-
year old students were not engaged in her maths lessons. Carolin and the university
liaison lecturer asked her why she thought that was and suggested she think about her
students, their lives and experiences (facet 2) in connection with the maths tasks she
was offering. Meredith decided to find some Samoan stories and events to use as the
context for the tasks. Carolin observed that at next Friday’s PST discussionMeredith
was very upbeat.Her problem-basedmaths lesson hadbeen very successful, engaging
her students and holding their interest. Carolin talked about how the discussion that
afternoon expanded into ways the other PSTs could develop similar strategies.

Another action resulting from engagement in the research project was enhanced
support for the PSTs as they carried out an inquiry-oriented research project that
was a capstone requirement for the Masters ITE programme. One adjunct lecturer
described how, as she had carried out the facet-framed inquiry that was part of the
research project, she had:

… built my knowledge about the inquiry process, I guess it deepened my knowledge about
the inquiry process and the sort of things the Masters’ PSTs are coming to us with and what
we have to work with. So I guess also going through this project is being able to help myself
with [understanding inquiry], I mean I have an inquiry mind-set, but actually getting into the
mind-set of what theMasters people should come out, look like, and work to the level—what
you can expect of them. (Penny, Adjunct Lecturer)

The Principal in this school commented that the other research project-linked
teachers in her school were well into their inquiry but thought ‘it will be a bit of work
for other teachers just to bring them over to this way of thinking … when we work
with the new associate teachers, we are trying to recruit at the moment’ (Felicity,
Principal).

Another action involved preparation of associate teachers to work with Masters’
PSTs. Penny, who had this responsibility as an adjunct lecturer, commented:

Making the transition from the sort of work we’ve been doing with the facets [in the research
project], to working with a new group of associate teachers, I think a better understanding
for myself of what the facets are [is aiding me] actually helps teachers come on board …
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connecting what they do with a framework like facets when it is put in front of them. (Penny,
Adjunct Lecturer)

The value of working collaboratively in the research team and the enhanced
alignment of the ITE programme resulting from this were summed up by the other
Principal:

I think there are huge gains from working with each other because we do learn from each
other … We might have Masters PSTs working on inquiry when they come into the school
and the associates might be working in the old ways. It could be a real mismatch. (Georgie,
Principal)

Discussion

Partnership between university ITE providers and schools is often presented as a
solution to the perceived ‘problems’ of ITE, in particular, that ITE is too theoretical
and irrelevant to practice settings (Cochran-Smith & Zeichner, 2005). This study
provides insights into how establishing professional relationships with schools that
extend beyond ITE can enhance teacher preparation and demonstrates how university
providers and schools can each offer the other valuable knowledge and insights when
collaborative relationships are established and mutually valued (Le Cornu, 2015).

In this study, the facets of practice for equity provided a common languagebetween
the two initiatives (the ITE Masters programme and the research project) and acted
as a framework for developing the teacher educators’, teachers’ and PSTs under-
standings of teaching for equity and understandings of each other (Grudnoff et al.,
2017b). As such, the facets often acted as a prompt for teacher and PST thinking and
as a framework for professional discussion and assessment. Without involvement in
the research project, we believe the teachers would not have engaged with the facets
in such depth, and they would have remained ‘university criteria’ rather than being
something recognised and valued by the teachers. In the first phase of the research
project the teachers were positioned as experts, being consulted by the university
researchers to enrich the researchers’ understanding of the facets. This combining of
perspectives flowed into the teachers’ practice with PSTs, where the teachers were
confident in their knowledge of the facets and able to use them to ‘talk the same talk’
as the PSTs. This led to richer feedback to PSTs and deeper conversations as both
PSTs and teachers had a framework for deciding what mattered in their practice if
they wanted to improve equity.

Complexity theory offers constructs that give insight into how a list of six facets
could cause learning and change in practice for PSTs, teachers and teacher educators.
Davis and Sumara (2006) offer three conditions that underpin emergence (which in
this case is the emergence of practice that improves equity). These three paired
conditions help explain emergence. The Masters and the research project intiatives
were both designed to make use of these complexity learning ideas to occasion the
emergence of deeper understanding about practice for equity.
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The first condition is ‘diversity-redundancy’. The diversity of ideas and perspec-
tives in a system defines what the system has to work with; ‘diversity in any complex
learning system is, in essence, the source of its intelligence’ (Davis & Sumara, 2010,
p. 858). If the participants in a systemall knowand believe the same things, the system
has narrow parameters to work with. Increasing diversity increases the opportunity
for new ideas to emerge that go beyond any individual person’s knowledge or experi-
ence. Redundancy, the condition where there is shared knowledge, language or ideas
in many parts of the system is, however, also ‘vital to system coherence’ (Davis &
Sumara, 2010, p. 858). Redundancy in the system makes the utilisation of diver-
sity possible. In this study, the facets provided redundancy, appearing across both
projects. Diversity was provided by the differing perspectives of the teacher educa-
tors, teachers and PSTs. This combination provided the conditions for rich learning
about practice for equity.

The second condition is ‘enabling constraints’ (Davis & Sumara, 2006). If the
conditions for emergence are unrestrained, then less learning occurs than if some
boundaries are provided. The provision of basic ‘rules of engagement’ within sys-
tems opens spaces for creativity and development of new ideas. In these projects, the
inquiry process and the facets provided constraints that enabled new understandings
to emerge. Both the PSTs and the teachers undertook inquiry projects underpinned
by the facets, and the inquiry process constrained their learning activity by defin-
ing phases and providing accountability. This opened a professional learning space
(Timperley, Kaser, &Halbert, 2014) in which PSTs and teachers learned about teach-
ing for equity.

The third condition describes the way that interaction takes place in the learning
system. Interaction and feedback are the means by which complex systems learn and
change. Davis and Sumara (2006) highlight the frequency of ‘neighbour interactions’
as fundamental to learning in a complex system, and pair this with ‘decentralised
control’, a state in which hierarchies of power do not control the flow of ideas, and
new learning can emerge from the participants through their interactions. While this
may sound like people in the system interacting with each other, it also (and perhaps
more fundamentally) applies to the neighbour interactions between ideas, which can
be deliberately made to ‘bump into’ each other by being juxtaposed and to decen-
tralised control over which ideas are legitimated and promulgated in the system.
As an interdependent set of ideas, the facets promote neighbour interactions, where
the concepts within each facet come up against each other, and against ideas about
the facets in the university and the practice settings (Davis & Sumara, 2006). Col-
laboration between the teacher, Principals and university-based teacher educators
decentralised control of the ideas and increased the likelihood of ‘neighbour inter-
actions’ between ideas and perspectives. This led to an enriched understanding of
teaching for equity for all participants.

These three ideas from complexity theory help to theorise the phenomenon thatwe
observed; thatworkingwith schools on the research project and in ITE, centred on key
ideas, can result in enhanced experiences for PSTs, and for university and school-
based teacher educators. Davis and Sumara (2012) present the idea of a ‘partner
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research school’ as a way to legitimise and include the knowledge and expertise of
all those involved in ITE. This study describes a successful example of this approach.

Conclusion

The ‘practice turn’ in ITE challenges tertiary ITE providers to form productive pro-
fessional relationships, and then partnerships, with practice settings—and to do so in
a way that preserves a role for what tertiary providers can contribute. Internationally,
the proliferation of alternate route and ‘school direct’ models of teacher preparation
creates uncertainty about the contribution of university-based ITE. Schools and cen-
tres themselves sometimes add to this rhetoric—as do PSTs who report that they
find elements of their preparation ‘useless’. This chapter presents a possibility for
ITE providers to consider: working with schools/centres in ways that extend beyond
professional experience arrangements to provide a common language and set of ideas
for thinking about teacher practice more broadly. Though too small to warrant gen-
eralisations, this study suggests that such partnerships can provide opportunities to
build deep and shared understandings of teaching and learning, which, in turn, can
facilitate rich PST professional practice learning opportunities (Davis & Sumara,
2012).

The facets of practice for equitywere central to developing deep and shared under-
standings in this study. As understanding of the facets became shared amongst the
school and university participants, the contributions of both parties to the develop-
ment of PSTs practice for equity became clearer. In contrast to school–university
partnerships built around structural considerations (McIntyre, 2009), this study sug-
gests that discussing and elaborating key ideas, rather than pragmatics, may be a
powerful way to extend relationships and reduce uncertainty about the role of ITE
providers in twenty-first century ITE.
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